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  If you want one year of prosperity, grow grain. If you want ten years of prosperity, grow trees. If you want one hundred years of prosperity, grow people.

  Chinese Proverb


  The ideal with which the PROFILE journal was born fifteen years ago was to give a voice to the teachers who took part in the professional development programs sponsored by the Secretaria de Educacin de Bogot and offered by the PROFILE research group. Fifteen years later, the PROFILE journal still maintains a special space for the teachers to disseminate their knowledge gained through experience and research. The voices of other professionals, namely, novice and experienced researchers and writers, can also be read today as the nurtured seed planted years ago rendered its fruit, consolidating the journal and positioning it in the A1 category granted by Publindex - the Administrative Department of Science and Technology of Colombia, Colciencias. Many thanks to our reviewers and editorial teams whose support has been vital in attaining this goal.


  As the Chinese proverb selected to open our edition goes, growing people is one of the guiding premises of PROFILE. Teachers grow as researchers when they are able to formulate a problem, devise instruments to explain a phenomenon, obtain results and produce conclusions. Parallel to research, teachers are faced with the task of writing a paper that explains the research process. The PROFILE research group has coached the research process of many pre-service and in-service teachers in the different cohorts of the teacher development programs and research seminars it leads. In the same way, the PROFILE journal has accompanied many of them in the process of putting their ideas on paper, resulting in many publishable articles that are made public together with those authored by experienced writers.


  Growing people means understanding the processes researchers and writers go through. Understanding is accompanying, reading, re-reading, and giving prompts, feedback and deadlines. When teachers have their articles published in PROFILE, the conviction is that they have managed to surpass initial fears and have struggled with themselves to make a product, a product that may last a hundred years as information passes from one generation to the next.


  Not only writers grow as their works are published. We have grown as a publication that continuously embraces more members of a community of peers from the local context to the international context. This is the moment to welcome Dr. Liliana Cuesta as a new reviewer of our publication. Please be welcome and join us in this common effort of empowerment that benefits writers, reviewers, and readers alike.


  We have gathered eleven articles in this second issue of the seventeenth volume of PROFILE journal. They are contributions from Brazil, Colombia, Iran, Mexico, Spain, and the United States.


  The Issues from Teacher Researchers section contains nine articlesseven address teacher education and two address teaching issues. The first article embraces a joint venture of Carmen Helena Guerrero Nieto and Bryan Meadows, who analyze the online, peer-peer dialogue between non-native English-speaking teachers attending graduate teacher education programs in Colombia and the United States. Their study allows us to learn about the participants perceptions in connection to the role of English language teaching in the global world, institutional constraints on teachers, the dilemma of choosing a culture to teach, and the issue of linguistic diversity in the classroom.


  Next, Iranian authors Goudarz Alibakhshi and Najibeh Dehvari present the findings of a study that sought to uncover English as a Foreign Language (EFL) Iranian high school teachers perceptions of continuing professional development. As their data indicate, their perceptions embrace skill development, continuous learning, keeping up to date, learning for interest, and teachers professional revitalization. The authors also portray the main activities participants engage in with the intention to develop professionally, namely, work, formal education, and attending and presenting at continuing professional development events.


  We continue with the work by Eva Estefania Trujeque Moreno, Ftima Encinas Prudencio, and Maria Thomas-Ruzic, who share with us a study framed within the premises of a sociocultural perspective of second language teacher education. The investigation they report here involved the examination of six experienced non-native English-speaking teacher-researchers views regarding key moments in the profession. It should be noted that this article helps us become acquainted with a multi-theoretical model to address processes of authorship development in the English as a foreign language teaching profession as well as with the contributions it can make to the construction of English as a foreign language professionals as scholars.


  Then, Sandra Mari Kaneko-Marques article informs us of a study regarding an English as a foreign language teacher education course in Brazil with the purpose of scrutinizing different teacher supervisors roles according to distinct models and the importance of collaborative dialogues supported by video recordings. As the author states, this investigation provides evidence that student-teachers who observed their pedagogical actions through videos became more reflective and self-evaluative and provided a deeper analysis regarding their practice.


  Next comes a work by Diego Fernando Macas and Jess Ariel Snchez concerning the classroom management problem among Colombian pre-service foreign language teachers. Their study draws our attention towards certain challenges, from inadequate classroom conditions to explicit acts of misbehavior, and gives us good food for thought when guiding prospective teachers.


  Afterwards, we gather two articles that address issues studied in Mexico. First, we have Gerrard Mugford and Oscar Ramrez Cuevas work on an issue that has received little attention to date: gushingan excessive use of words when faced with difficult situations. They concentrated on the appropriateness and effectiveness of gushing when employed by advanced students facing difficult situations. The pedagogical intervention that framed this investigation provided rich insights into the phenomenon and suggests that gushing is an area that demands extensive attention so that students can develop communicative competence.


  In the second article, Alejandra Nuez Asomoza invites us to learn about Mexican students perceptions of the impact of Content Language Integrated Learning (CLIL) in a BA program in foreign languages. Her investigation not only depicts the participants perceptions about the CLIL classes they are offered in the program but also derives implications and recommendations for the implementing of CLIL classes in tertiary education.


  Following this article, we have a research report focused on the importance of motivation in the process of learning English as a foreign language as evidenced in a questionnaire answered by Spanish students in their fourth year of compulsory secondary education. From this study, Roco Espinar Redondo and Jos Luis Ortega Martn conclude that the teacher, the treatment of the four skills, students interests, and daily habits play a fundamental role. In turn, these factors guide them to suggest several hints for a teaching methodology intended to affect motivation for language learning.


  We close the first section of this edition with Gabriel Eduardo Cote Parras article. He reports on an action research study that sought to explore the sort of interactions foreign language learners go through while using a wiki as a supporting tool for a face-to-face research course. As the author stresses, the participants posts revealed that class tasks promoted an asynchronous voluntary interaction among participants in which they shared knowledge and experiences while expressing their opinions and points of view. The posts enabled students to actively participate in the face-to-face class as well.


  The second section, Issues from Novice Teacher Researchers, includes an article contributed by Jefferson Caicedo. He presents an account of teacher activities and adolescent students participation in a Colombian EFL classroom. The author identifies and describes the types of teaching activities developed in class, the characteristics of students responses to those activities, and the way the target language was used in the classroom.


  Finally, In the Issues Based on Reflections and Innovations section, we present an article by Luis Fernando Gmez Rodrguez, whose work helps us learn about the cultural content in three EFL textbooks. The author examines whether textbooks include elements of surface culture or deep culture, and his findings invite teachers to address deep-rooted aspects of culture that might help English as a foreign language learners build more substantial intercultural competence in the language classroom.


  If we compare our first issue back in 2000 to this latest edition, we can see that the goal that marked the birth of the journal is intact: the spreading of the work produced by teachers and for teachers. With the passage of time, the journal has evolved in search of excellence and within the standards given by Publindex-Colciencias, the Colombian national agency for academic publications, and has framed itself in international referencing systems and databases as well. We are very proud to have achieved our indexation in Publindex-Colciencias, in Category A1, after fifteen years of publication. A whole life is ahead of us.


  Mara Claudia Nieto Cruz

  Journal Director


  Melba Libia Crdenas

  Journal Editor
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  This study analyzes the online, peer-peer dialogue between two groups of nonnative English-speaking teachers who are attending graduate programs in Colombia and the United States. Framed by the theoretical concepts of critical pedagogy and global professional identity, a qualitative analysis of the data shows that their expert vs. novice roles played a significant part in shaping their positions on the four themes that they discussed: the role of English language teaching in the global world, institutional constraints on teachers, whose culture to teach, and linguistic diversity in the classroom. This study highlights the responsibility of teacher education programs to cultivate healthy nonnative English speaker teachers professional identities given the global complexities that continue to unfold around these teachers.


  Key words: Critical pedagogy, expert/novice teachers, global professional identity, nonnative English speaker teacher.

  


  En este estudio se analiza el dilogo en lnea entre profesores de ingls no nativos, estudiantes de maestra en Colombia y Estados Unidos. El estudio se sustent en pedagoga crtica e identidad profesional global. El anlisis de los datos muestra que los roles experto/novato jugaron un papel relevante en las posiciones que los participantes asumieron con relacin a cuatro temas: el papel de la enseanza del ingls en el mundo global, las limitaciones institucionales sobre los docentes, qu cultura ensear, y la diversidad lingstica en el saln. Este estudio seala la responsabilidad de los programas de formacin docente en promover un desarrollo saludable de la identidad profesional de los profesores no hablantes nativos, dadas las complejidades globales a las que se enfrentan.


  Palabras clave: identidad profesional global, pedagoga crtica, profesores expertos/novatos, profesores de ingls no nativos.

  


  Introduction


  The field of English language teaching (ELT) is recognized as a global phenomenon. In many ways, globalization has exposed contradictions and opened the door to ELT professionals being able to challenge the conventional boundaries of authority and legitimacy in terms of both what content to teach and who will teach it (Kachru, 1986, 1991). For example, ELT scholarship in the critical tradition (Phillipson, 1992) has illustrated the historical legacy of colonialism, which marginalizes nonnative English speaker teachers (NNESTs) for not meeting the British Australian North American (BANA) cultural and linguistic profile. The global spread of ELT now means that the majority of English teachers worldwide are NNESTs (Canagarajah, 1999; Seidlhofer, 2005). However, it is still common for NNEST job applicants to be scrutinized for their place of origin and skin color rather than their linguistic expertise and pedagogical training (Braine, 2010; Mahboob, 2010; Rudolph, 2013). As fundamental constructs such as legitimacy and authority are being challenged and redefined from multiple vantage points within the profession and across the globe, university teacher education programs have an important duty to develop NNESTs who can navigate these professional debates with agency and legitimacy.


  Our stance is that teacher education programs that serve NNESTs should be informed by critical pedagogy such that NNESTs may resist the colonial legacy of ELT, which could work against them professionally. In this paper, we report on a pedagogical intervention that brought together in dialogue NNESTs who were attending graduate programs in teacher education in Colombia and in the United States. The two sets of students were connected using an online education platform and exchanged commentary on readings in critical pedagogy; we view dialogue as a key to unlocking subconscious pedagogical knowledge. Our research question was the following: How do graduate students dialogues provide them with spaces to activate critical awareness of their global professional identity?


  Conceptual Background


  Global Professional Identity


  The complex interconnections that are characteristic of globalization today present important challenges for second-language teacher education (SLTE) (Kumaravadivelu, 2012; Lauder, Brown, Dillabough, & Halsey, 2006; Warschauer, 2000). The range of contexts in which teacher candidates may enter is diverse. SLTE has expanded beyond a training orientation to a broader charge that includes the cognitive dimensions of teacher practice and teachers professional identities (Richards, 2008). Following Ur (2002), we recognize teachers as committed to the profession, connected to the ELT community, principle-driven, and autonomous. The ELT field today requires a professional identity that is also globally minded, that is, aware that any teaching context is situated at both global and local scales simultaneously (Kanno & Stuart, 2011; Varghese, 2011). We refer to this as a global professional identity. This notion of global professional identity requires that teacher preparation programs address the dual scales of global and local to help teacher candidates to make sense of various tensions and challenges (Varghese 2011, p. 20) they encounter in the profession that could disadvantage them professionally (Hawkins & Norton, 2009; Kumaravadivelu, 2012; Pennycook, 2004).


  Nonnative English Speaker Teachers (NNESTs)


  Historically, the labels native speaker (NS) and nonnative speaker (NNS) have demarcated lines of professional legitimacy within the ELT field. Critical scrutiny of the privilege of the NS label took shape in the 1990s and continues to the present (Braine, 2010; Holliday, 2006; Kabel, 2009; Liu, 1999; Mahboob, 2010; McKay, 2003; Samimy, 2008). This body of research encourages ELT professionals to recognize that (a) the NS/NNS labels are social constructions rather than inherent personal attributes, (b) BANA cultural and linguistic varieties may not always be the appropriate models for students, and (c) effective language teaching requires both linguistic and pedagogical expertise and NSs and NNSs must demonstrate both in hiring situations (Mahboob, 2010). This line of critique is taking the field toward a more inclusive stance by which forms of expertise in English-speaking environments worldwide, that were previously discredited for being nonnative, incorrect, or inauthentic, are finding legitimate spaces (e.g., English as an international language [EIL], English as a lingua franca [ELF], English for specific purposes [ESP]).


  Critical Pedagogy for Second Language Teacher Education


  Given these professional challenges presented to NNESTs, critical pedagogy becomes a necessary component of language teacher education programs that can help them shape a global professional identity that maximizes their agency in the field. Existing studies have demonstrated the merit of critical pedagogy for language teacher development. To take two examples, Brutt-Griffler and Samimy (1999) and Diaz-Greenberg and Nevin (2003) show how reexamining the world through a critical lens makes teaching and learning in a language teacher education program more meaningful and situated. To Freire (1970), the objective of critical pedagogy is transformation. To achieve this goal, he introduces dialogue, liberating teaching, and problem-posing strategies. For our pedagogical intervention, we adopted dialogue as the strategy for promoting critical reflection among our participants. The concept of dialogue positions teachers and students in a horizontal relationship in which the contributions of both are valued (Freire, 1970, 2002; Shor & Freire, 1987; Wink, 2000).


  Pedagogical Intervention: Schoology Exchange


  We are both English language teacher educators and faculty members at schools of education, one in Colombia and one in the US. Our teacher education programs serve students who will be labeled NNESTs upon entering the profession and who will likely encounter disadvantages in the ELT profession tied to the colonial legacy. We are both influenced by critical theory (Pennycook, 2010) and believe that questioning received commonsense is beneficial for all stakeholders in the field (e.g., scholars, teachers, students, administrators).


  We designed an online pedagogical intervention to implement with both groups of students simultaneously during the semester. We selected the online educational platform Schoology to be the means by which we could bring our two classes together while inhabiting distinct geographic locations (i.e., Colombia and the US). This technology allowed for a deterretorialized space online in which students could explore the critical notions that were being introduced to them while gaining knowledge about global and local perspectives through dialogue with one another. We agree with Matsuda (2003) that NNS teachers require the opportunity to make connections with each other and that the benefit is maximized when these collaborations can be accomplished in transnational, globalized spaces. As teacher educators, we found this pedagogical intervention to be a way to encourage in our graduate students the type of global professional identity that will serve them professionally.


  To detail the operation of Schoology, we presented students with three critical readings and led them to form dialogue exchanges around their reactions to the readings. In sequence, the readings explored (1) conventional notions of ELT methods (Kumaravadivelu, 2003), (2) post-structural notions of culture in the language classroom (Kramsch, 1998), (3) the role of NNESTs in the profession (Mahboob, 2010), and (4) the role of students native languages (L1) in language classrooms (Risager, 2007). After each reading, individuals in one class would post messages to the Schoology wall. Students in the counterpart class would then type comments following each post, and a conversation chain would develop as commenters responded back and forth. The design of the online platform allowed for what Bailey, Curtis, and Nunan (2001) refer to as an interactive group journal (p. 70). Participants posted their reflections on course readings and were encouraged to respond to the posts of others.


  This design allowed for participants to formulate their ideas about language teaching and to build their professional voices in reciprocal relationships with fellow language teachers. Importantly, although we initiated the critical dialogue, the two groups of students took ownership of the conversation by introducing their own topics to the conversation strands.


  Our two groups represent language teachers at different stages in their professional careers. We recognize the graduate students at the Colombian site as expert teachers because of their, on average, seven years of classroom experience teaching English as a foreign language (TEFL). The fourteen participants in this group hold BA degrees in TEFL, and all are Colombian. Their ages range between 28 and 35 years; four teach at the college level, and the rest teach in high schools. Conversely, we recognize the graduate students at the United States site as novice teachers. Of the twelve students, only one reported firsthand experience teaching English in his home country; the remaining eleven had no teaching experience. The class consisted of eight females and four males who ranged in age between 25 and 38 years. An additional characteristic was that the twelve were international students who planned to obtain their masters degrees in the United States and return to their home nations to take up teaching positions. Five students came from Saudi Arabia, five from China, one from Oman, and one from Israel. Although the two sets of participants represented both experts and novices, they shared received status as NNESTs.


  The expert-novice dialogue led both sides to analyze, struggle to understand, and call into question commonsense notions that are currently under debate within the field. To us, this type of dialogic exchange is an important part of SLTE programs because we understand teacher development to be a collaborative project of professional meaning-making (Bailey et al., 2001). Following Roberts (1998), contact with experienced teachers can help pre-service teachers in developing a professional identity not by the particular content of a mentors thinking but by the attitude they display towards their own practice (p. 77). The research on SLTE (Borg, 2004; Roberts, 1998; Tsui, 2003) recognizes differing qualities between expert and novice teacher groupings and recognizes that those differences appear in their talk about their practice. For example, Olshtain and Kupferberg (1998) found that experienced language teachers in their study grounded their reflective narratives in real-life classroom events (i.e., realis discourse), whereas novice teachers grounded theirs in the hypothetical and the potential (i.e., irrealis).


  Method


  We followed a case study research design because of the characteristics of our setting and our populations. Case studies have been defined as a research method that allows the researcher to examine a particular unit (i.e., case) in depth in a specific context. That is, the aim is for researchers to interpret what is happening in that particular setting and not to extrapolate generalizations beyond the immediate setting, as described in Merriam (2009).


  Data Collection


  We collected all student contributions to the Schoology site over the course of a university semester (i.e., 15 weeks). There were 26 responses to the assigned course discussion topics, which in turn gathered a total of 118 response comments as students developed conversation chains after each posting. The majority of posts and comments were written, with a small portion consisting of audio/video; these postings constitute the primary data source. A secondary source of data came from interviews with the participants in the United States one year following the Schoology project. Interviews were scheduled based on student availability and in three sessions: (1) two students from China, (2) three from Saudi Arabia and one from Oman, and (3) one from Israel. The aim of the interviews was to elicit from participants reflective statements about the significance of the dialogues for their teacher development. General questions were organized beforehand (e.g., Could you describe the Schoology project? What do you feel you learned from it?), but impromptu questions were also used to probe student responses during the interview. Interviews were not feasible at the Colombian site, so we had to work with the data that were available, as is the case for qualitative research (Holliday, 2007). Moreover, because the interviews were secondary data sources, this did not negatively impact the analysis. Participants at both sites granted the researchers permission to use the qualitative data for research purposes.


  Data Analysis Procedures


  We collaborated in the data analysis using online conferencing tools, beginning with qualitative coding procedures on the Schoology postings. These procedures (Creswell, 2008; Freeman, 1998) were conducted in three stages: (1) memoing the Schoology data with the initial development of codes and themes, (2) applying codes to the data, and (3) sorting and grouping themes by rate of occurrence while closely considering their interrelationships.


  We worked independently on each stage, but the overall process was collaborative in that we checked with one another at the conclusion of each stage to compare results and negotiate discrepancies. This collaboration supports the trustworthiness of the findings. Additionally, it is worth noting that our personal experiences working with our students as their course instructors played some part in our analysis. We came to know our respective groups of students well by talking with them and observing them during class time and by reading their written assignments. Following Holliday (2007), our personal experiences in the research settings served a supporting role in the data analysis as a whole.


  Our thematic analysis focused on the ways in which students integrated critical pedagogy into their self-positioning in their Schoology contributions online. Extending from our interest in critical pedagogy, our lens during coding was on students positions that challenged conventional boundaries in the ELT field and other similar stances that expressed empowerment or social consciousness.


  Findings


  We use the labels Teacher Education Program in Colombia, (TEPIC) and Teacher Education Program in the United States, (TEPUS) to protect the anonymity of the sites and use pseudonyms when referring to individual students. Below, we establish some contextual differences that helped shape the students responses. We then present and discuss the four themes that emerged in the data: The role of ELT, institutional constraints, whose culture to teach, and linguistic diversity in language teaching.


  We discerned a number of contextual factors that we believe had an impact on the ways students participated in the Schoology project. First, we recognized the different ways the two groups invoked teacher knowledge. For example, the TEPIC participants showed a greater grasp on received knowledge and experiential knowledge (Wallace as cited in Bailey et al., 2001, p. 99) because of their many years of teaching and their graduate coursework. The TEPUS participants frequently invoked experiential knowledge as language learners but not as teachers, as is consistent with the apprenticeship of observation (Lortie, 1975). Where Olshtain and Kupferberg (1998) found pre-service teacher narratives grounded in irrealis, the hypothetical, we found that pre-service teachers in our setting did speak to realis classroom experiences, but they did so from the perspective of language students rather than teachers.


  Second, we realized that the students were participating in teacher education programs with different curricular foci. For example, the coursework at TEPIC is firmly entrenched in critical theory, and the program objectives reflect this, stating, for example, that the main objective is to engage students in a critical examination of the pedagogy/culture relationship. In contrast, the design of the TEPUS is largely skills-based and does not include critical pedagogy as a component. Thus, the Schoology project was the first exposure to critical pedagogy for the TEPUS students.


  A third contextual factor is that the students were imagining for themselves different teaching contexts. The TEPIC students were in-service teachers who were already engaged in K-12 school populations and sometimes in areas of economic poverty, which brings stress to their professional settings. The TEPUS students, however, were preparing themselves for future teaching positions at universities in their home nations where social poverty is not as prominent an issue.


  Given these contextual factors, we constructed Table 1 to illustrate a summary of our findings. We inserted constructed descriptors to provide some flavor to the reader regarding how each student group developed each theme. Because the TEPUS group showed variance in their contributions, their column sometimes shows more than one descriptor in one cell.


  [image: ]


  Theme One: The Role of ELT


  We acknowledge that our decisions as instructors had a hand in the themes that developed in the students exchanges online. This first theme likely originated with the first assigned reading on critical language pedagogy (Kumaravadivelu, 2003). Students at both locations read the same article and then used the Schoology platform to exchange their reflections on the reading.


  TEPIC Participants


  The TEPIC participants, for the most part, communicated a vision for ELT as a source of transformation and empowerment, a worldview consistent with critical pedagogy. Diego and Daniela spoke passionately to the income gaps that define public education in Colombia and directly invoked paradigm change. Karen wrote that the system is the problem and gave a call to action: We as future magisters have to face the reality and be part of the solution with our strategies and methodologies, also with our voices.1 Their stances are consistent with their critical theory coursework, in which tools of symbolic violence (Bourdieu, 2003) such as neoliberal discourses are deconstructed, and their function to naturalize the commonsense of elite groups (Armaline & Hoover, 1989) is exposed. Consistently, these participants spoke to their responsibilities as instructors for transformative action for social change within the field of ELT.


  TEPUS Participants


  Many TEPUS participants saw themselves as entering into a profession in which they would make a direct contribution to individuals who wanted to gain employment skills or education credentials. For example, Jing described in detail the commoditized value of English for schooling in China but also wished for a better pedagogy that focused on English as a communicative tool:


  
    Children begin to learn English when they are in kindergarten and students need to pass English test if they want to go to high school, college and graduate school, even though most of them will never have opportunity to speak English. Language is a tool of communication, if we never have chance to talk to others, why we need to learn this language . . . [A]s English teachers, we need to provide students opportunities to use this language, rather than let them memorize vocabulary and grammatical rules.
  


  A smaller group of TEPUS participants commented that institutional establishments (i.e., the system) need to be changed, thus reflecting, to some extent, the critical stances expressed so clearly in the TEPIC contributions. For example, Xiu Ying remarked: I really command us to make effort to change the condition. Another student, Faiza, took notice of what is lost in neoliberal language education policy: English is a useful tool for communicating and business while it might lead to lose a native language. Faizas statement could suggest that she is establishing a broader view for ELT that expands beyond seeing potential economic benefits to also perceiving the social harm to communities that are disadvantaged by neoliberal economic markets.


  The data pertaining to this theme show TEPIC participants aligning themselves with transformative action in ELT. The TEPIC participants saw the role of ELT as providing a medium for critical praxis towards empowerment and social transformation, and they explicitly rejected the neoliberal marketing of English. However, manybut not allTEPUS students articulated a vision of ELT that is bound up in economic and educational advancement, echoing neoliberal discourses. Informative to us were the occasions when a TEPIC participant would include a strong statement of social action in their post and the TEPUS participant would subtly not address that statement in their written response back to the TEPIC student. What can we make of the fact that the TEPUS students, as a group, were largely silent regarding the sociopolitical ramifications of the ELT profession? It is possible that TEPUS students were indeed sensitive to the sociopolitical struggles within ELT but did not feel comfortable responding in a public forum. It is also possible that the TEPUS students were not able to relate to the distressing situations invoked in the TEPIC contributions. It is difficult to tell with certainty in this case, but what can be said is that the TEPIC students were overwhelmingly clear on the transformative role of ELT. The TEPUS responses adhered to the popular narratives that are regularly used to sell the ELT profession. We wonder if this is a function of their novice status: How does one question a system that one is not yet fully a member of? Still, Faizas and Xiu Yings comments stood out from the TEPUS contributions because they suggested that these novice teachers are actively building a global professional identity that is transformative in orientation.


  Theme Two: Institutional Constraints


  Both sets of participants spoke to their struggle to rectify the tension between institutional oversight and teacher autonomy. This theme also originated with the Kumaravadivelu (2003) reading, which problematizes the reproductive powers of institutions to maintain status quo social hierarchies and can thwart attempts by classroom teachers at the local level to take action for social justice.


  TEPIC Participants


  TEPIC participants communicated their awareness of the power of institutions to control peoples behavior, and, in this case, teaching practices (Foucault, 1972). They were self-conscious about adopting language teaching frameworks that were foreign to Colombia. For example, Teresa explicitly challenged the Common European Framework because


  
    [It] does not take into account the different contexts in which language must be learnt and suppose that everybody learn the same way, with the same speed have same access to resources and opportunities to practice, while the reality is totally different.
  


  In the same post, she challenged the relevance of methodologies developed in North America and Western Europe, stating that different methodologies developed in different countries because they have to be adapted or modified depending on the context we are working with.


  Her argument alludes to the post-method condition (Kumaravadivelu, 2012; Prabhu, 1990) by which no method is universal. The challenge of language teaching professionals outside the BANA context is to generate methods that derive from the conditions and constraints that are unique to their settings. Sandra reiterates this view and proposes that ELT must be relevant to student contexts and must be approached as a form of giving meaning and not as a form of imposing or slavering. These critical perspectives (e.g., post-method conditions and the privilege of the BANA context) are part of the ELT critical tradition and are included in the TEPIC coursework.


  TEPUS Participants


  In their responses, the TEPUS participants acknowledged the English language classroom as situated within larger sociopolitical structures. They sympathized with the critique of government institutions and their constraining influence on language teaching both in Colombia and in the countries they were familiar with (i.e., Saudi Arabia, China, and Israel). This was a point of similarity that appeared prominently in the TEPUS/TEPIC student exchanges.


  The interviews allowed us to understand how TEPUS participants interpreted the critical stance put forth by the TEPIC participants. For example, Esther recalled the following:


  
    They wanted to teach and the way the government wanted them to teach. They seemed very passionate. I can relate to my situation of teaching English to Israeli students. I could understand the situation where the government is telling you how to teach.
  


  Abdulaziz concurred with a bit more critical tone:


  
    We have the same thing in [my country]. The government controls the educational system which I dont agree with so I found that similar to the educational system in Colombia. Which is interesting.
  


  In fact, Abdulaziz was unique among the TEPUS students in his overt criticism of educational institutions and his willingness to act for paradigm change. He offered this type of commentary multiple times during the dialogue:


  
    We as future teachers should start changing the way of teaching at least inside our classrooms...sometimes we are incapable of changing the whole education system in our countries...we can at least a cause of changing it.
  


  Both the TEPIC and TEPUS participants sympathized with one another as teachers in much larger bureaucracies that they had limited influence to change. Both groups articulated challenges to the status quo, although Abdulaziz was unique in his view of language teachers as agents of change. These are significant points of alignment that bring into clear focus for teachers the tight interconnections that tie their work at the local level to broader systemic design at the global level.


  Despite the shared sentiment that was revealed in the data, it is also clear that the two groups were approaching the institutional constraints from differing perspectives. The TEPIC participants truly struggled with this topic in their daily professional lives. In contrast, the TEPUS participants could only speak from the perspective of a teacher-in-the-making. The reader will note Abdulazizs use of we as future teachers.


  Theme Three: Whose Culture to Teach?


  It is important that students in SLTE programs consider very closely how they approach the concept of culture in their ELT because global complexities render problematic conventional boundaries of language, culture, and nation (Risager, 2007). The transmission model, the notion of learning culture according to a series of facts about a nationalized cultural group, is no longer tenable when we take seriously the complexity and variability of global English language encounters (Forsman, 2012). To initiate a critical dialogue on culture teaching between our students, we assigned a post-structural treatment of culture as offered in Kramsch (1998). That reading formed the basis for this thematic grouping.


  TEPIC Participants


  The TEPIC participants framed the classroom according to critical pedagogy, a place of meaning-making in locally relevant contexts. Consistent with this view, the TEPIC participants communicated challenges to conventional boundaries of language and culture in their teaching. Diego posted his response to the Kramsch (1998) reading, taking up her notion of a third space classroom culture.


  
    Kramsch suggests that teachers and learners must create a third culture in the L2 classroom. The third culture is a conceptual space that recognizes the L2 classroom as the site of intersection of multiple worlds of discourse. She recommends that teachers must encourage learners to create this third culture and not allowing either the home culture or the target culture to hold hostage to its particular values and beliefs.
  


  In describing a third culture that stands distinctive from either the home or target cultures, Diego is also alluding to the zone of proximal development (Vygotsky, 1978). He is saying that the classroom is not limited to either A or B, options that are predetermined outside of the classroom. Instead, he argues for a new alternative, one that is determined in the collaborative dialogue between teacher and students (Wells, 2009), in other words, an option C. This perspective on what a classroom can be is also empowering because it includes student agency in the process of meaning-making and thus learning (Freire, 1970, 2002).


  In regard to whose culture to teach, the TEPIC participants were vocal about the potential dangers of ELT as a device of cultural colonialization. Participants such as Claudia portrayed the imposition to teach English culture as oppressive and lamented that local cultures are not visible in English teaching material:


  
    As we have to follow what others say in national and international level, we also have to learn English culture. It is imposed to us in the different resources and materials we use for teaching that language. Our beautiful flowers, fields, weather, costumes and way of live is not seen in textbooks neither in other sources.
  


  TEPUS Participants


  The TEPUS participants, novice entrants to the field, recognized essentialist notions that link culture, language, and nation. We offer a representative example: Min and Nadia commented that English teachers must learn American culture to be effective. In their conceptualization, there is little place for non-American content in an English language classroom:


  
    We disagree about the idea that English teachers should place more energy on the native culture. Since we study English with the teachers, we should know all things related to the English language including the American culture...What we mean is that teachers are not prohibited to introduce the native culture, but the purpose about what they teach is let students to learn English well.
  


  The result is a sort of geographic segregation whereby English belongs in certain geographic locations, what Kachru (1986) labeled the inner circle. The TEPUS participants appeared to be concerned with learning correct English, feeling themselves to be in the most appropriate place in which to learn it. In interviews, they reported that they would return to their countries to represent for their students authentic American English and culture. For example, Jun described himself as a gateway for his students to the NS language and culture: I came here to learn authentic English, so I will tell my students, Listen to me.


  Theme Four: Linguistic Diversity in Language Teaching


  The teachers at TEPUS and TEPIC considered linguistic diversity and how they positioned themselves on this topic in terms of their classroom teaching: What varieties of English are sufficiently legitimate for academic study in my classroom? What forms of language are legitimate for classroom discourse? In developing this theme, the students drew on the previous Kramsch (1998) reading as well as one additional reading on the transnational paradigm approach to culture pedagogy, authored by Risager (2007).


  TEPIC Participants


  In general terms, the TEPIC participants advocated for diversity, which includes not only varieties of English but also learning styles, views of the world, and cultures. They acknowledged the importance of the students L1 for obvious pragmatic reasons (i.e., beginners cannot follow the target language instructions). However, their discussion reached a different level; the TEPIC participants supported diversity on principle for the value that it brings to learning and to society. Here is Claudia:


  
    Helping our students to understand that there is not one language more important over the other, and being aware of how different and similar languages and human beings are, could be a good starting point for motivate them to accept differences, accept people how they are and building a more peaceful world.
  


  Additionally, Paola linked diversity to mutual respect and acceptance in the classroom, stating that my language no matter the accent should be accepted as part of what I am. In the same post, Paola also challenged standard language ideology (Lippi-Green, 1997), noting how that ideology tends to erase the non-standard from public consciousness as well as the arbitrariness of its social value. Here, she is responding to a previous posting from Qiang, a TEPUS participant:


  
    Hi [Qiang], it is very nice to know the name of some dialects of your country but unfortunately, because of the existence of standard languages, we are not aware of them. I do believe that if a person sounds weird when he speaks with a special accent in a specific community, it is because the society has chosen the right languages to be used in specific context and the not appropriate or informal ones.
  


  Here, she broadens the discussion to global levels, underscoring that education systems around the world privilege standard languages. As such, the negative effects of language standardization in China and in Colombia are in fact similar and representative of global processes. This is an important connection that undoubtedly contributed to Paolas global professional identity. Her remarks echo the critical work on language standardization that was formalized in Bourdieu (1977) and that resonated in later studies that challenge the linguistic status quo and re-envision the language classroom as a place of social transformation (Harmon & Wilson, 2006). Further, the TEPIC participants are more sensitive to standard language ideology as part of the colonial legacy and recognize the need to resist its ongoing effects. As Paola studied in her SLTE program, colonialism benefits from essentialist hierarchies that place people and their cultural practices in specific levels of privilege, and those levels are presented as intractable.


  TEPUS Participants


  Drawing on the Kramsch (1998) class reading, the TEPUS participants related discussions of Standard English to the linguistic landscapes of the national contexts they were most familiar with. They took interest in linguistic diversity but established a strict hierarchy when thinking of their own future teaching. Here is Qiangs post:


  
    For me I think it is always good to have the language varieties. And since there are also many English versions around the world, as a teacher of English, I prefer to focus on the standard English while I also want to build up the students awareness that there are also varieties there. Whats your opinion guys. Very glad to have you here to discuss. Thank you.
  


  The issue of legitimate language has to do not only with the right sort of linguistic capital but with the methodologies with which to teach it. Inspired by Risagers (2007) reading, the TEPUS participants explored multilingual instruction in their imaginings of future teaching. As a representative example, Jun wrote that he supported the use of the students L1 in his future teaching:


  
    If I explain the language questions by using the target language as well, I can definitely confirm that the beginners will be crazy and lose the confidence to keep learning! But not for advanced learners: If I teach advanced learners, I prefer to explain the questions and express the knowledge by using the target language in order to construct a great language environment.
  


  The TEPUS participants supported diversity for pragmatic, instructional concerns and only so far as it did not threaten the supremacy of the standardized variety. At the same time, they were acting out the NS fallacy, searching to acquire the correct English from the correct speakers. If ELT is about acquiring linguistic and social capital, then logically, it would make sense for future teachers to seek that capital before assuming responsibility for their own classrooms.


  As did their counterparts, the TEPIC participants also supported the use of students L1 in the classroom on practical grounds. However, and consistent with their expert status and training in critical theory, they discussed linguistic diversity in ways that transcended the immediate and instrumental, and they embraced diversity as a principle for critical praxis. Linguistic diversity is not just about communicative functions (i.e., message): it is also the message itself. It is about signifying the world in all of its diversity in the classroom.


  The TEPUS participants recognized language diversity along strict dividing lines. For example, non-standard varieties are fine for the classroom but not as a focus of legitimate language instruction. Similarly, for students such as Jun, a language teacher could integrate the students first language but not at the advanced levels. This is a distinction based on principles of practicality, not of inclusion.


  Conclusion


  Online communication technologies, such as Schoology, allow ELT professionals to establish contact with one another around the globe. Such transnational conversations help to shape the complex global professional identities that are now required in the ELT profession. This case study has captured one instance of a sustained dialogue between expert and novice nonnative speaker teachers on the issues of colonial legacy and the native speaker bias in ELT. Following critical pedagogy, we view peer dialogue as a valuable opportunity for raising critical awareness of professional teacher identity in a globalized world.


  Thematic analysis closely examined the ways that the TEPIC and TEPUS participants integrated critical perspectives into their online discussions as they positioned themselves and others as ELT professionals. All teachers benefit from periods of reflective practice in conjunction with colleagues (Bailey et al., 2001), so we do not view the expert teachers as having completed professional identities; a global professional identity should be an ongoing process for both novice and expert teachers.


  Speaking generally, we recognize that each set of participants belongs to the characterization of either expert or novice based on the literature review presented above. Emerging from this, we characterize the expert teachers (TEPIC) as offering a narrative of empowerment in which most of their discourse was about challenging conventional boundaries in ELT. In contrast, the novice teachers (TEPUS) put together a narrative of induction, whose discourse originated from their experience as learners. This is not true for all of the students, however, given that we witnessed students such as Abdulaziz and Faiza make critical statements that suggested transformative action and/or social consciousness.


  The distinct ways that the two groups incorporated critical theory into their discussions also underscored for us the different orientations between our two teacher education programs. The ways in which the TEPIC participants fluently took up positions that were consistent with critical pedagogy made apparent what the TEPUS site was missing. This conclusion gives us inspiration for updating the TEPUS coursework to better reflect the critical knowledge students will need as NNESTs as they progress into the profession. We are careful not to equate novice status with an uncritical stance. We feel that critical stances benefit language teacher education across global contexts, but we also recognize that each teacher develops a professional stance according to many factors in their particular contexts.


  The legacy of colonialism in ELT means that NNESTs face professional obstacles that are not based on their linguistic and pedagogical expertise (e.g., race, origin, residence, linguistic heritage). Our view is that language teacher education programs have an important role in involving NNEST students in these fundamental questions, and organizing and facilitating these exchanges between professionals is one way to develop such involvement. We believe that, especially for pre-service teachers, a healthy global professional identity comes with practical experiences and the sharing of those experiences with colleagues in professional communitiesespecially the experts.


  The participants discourse was a dialogue in the true sense of the word. Although we never perceived the TEPIC participants as trying to force their views on the TEPUS participants, we did find indications during interviews that the TEPIC participants had had a long-term effect on how the TEPUS participants envisioned their future teaching practices. One year later in interviews, the TEPUS participants noted the passion of the TEPIC participants and their insistence on social action. Additionally, at least two TEPUS participants described using Schoology in the future to bring language students together across national borders to practice their English and to speak about their local contexts. This suggests that these two participants are moving away from their comfort zones in which native speakers are the only legitimate partners for English language practice.


  Looking beyond this initial experience with critical dialogue in deterretorialized spaces, we see additional ways in which we could enrich this pedagogical activity. For example, there could be a task that required students to reflect, restate, and react to one another. At times, we were disappointed to find that participants were talking past each other. Additionally, we would like to have students do close readings of research literature and to use those theoretical understandings as bases for their arguments and positions in the dialogic space. This may lead to a more dynamic and enriching exchange with long-term effects that are more immediately apparent.


  This study provided unique insights into expert-and-novice dialogue in the context of NNESTs. It is worthwhile to continue exploring these issues for NNESTs and their professional identities in the ELT field because this can benefit our understanding of language teacher education for the global society.

  


  1Student samples are reproduced verbatim.
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  English, particularly regarding a foreign language teachers professional development, has been studied in depth. However, it is not known how Iranian English as a foreign language teachers perceive continuing professional development. This study explored the perceptions of Iranian English as a foreign language teachers of continuing professional development and identified their main professional development activities. For the study, a phenomenological research design was applied. Twenty English teachers were interviewed. The data were content analyzed in line with the Randor model. The results showed that the participants perceived continuing professional development to entail skills development, continuous learning, keeping up to date, learning for interest, and professional revitalization. Additionally, they developed professionally through work, formal education, and attending and presenting at continuing professional development events.
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  El desarrollo profesional de los docentes de ingls como lengua extranjera se ha estudiado ampliamente. Sin embargo, se desconoce cmo los profesores iranes de ingls como lengua extranjera perciben el desarrollo profesional continuado. En este estudio se exploran dichas percepciones y se identifican las principales actividades que estos docentes llevan a cabo para desarrollarse profesionalmente. Con este fin, se dise una investigacin fenomenolgica aplicada a 20 profesores entrevistados. Los datos se analizaron de acuerdo con el modelo propuesto por Radnor. Los resultados mostraron que los docentes perciben el desarrollo profesional continuado como: mejora de habilidades, aprendizaje continuo, actualizacin, aprendizaje motivado por el inters y revitalizacin de la labor docente. Asimismo, los docentes crecen profesionalmente por medio del trabajo, la educacin formal y la asistencia y presentacin en eventos de desarrollo profesional continuado.


  Palabras clave: actividades para el desarrollo profesional continuado, profesores de ingls como lengua extranjera.

  


  Introduction


  After the Second World War, countries around the world placed more emphasis on English language teaching (ELT) as an important requirement of education (Collins, 2010). Additionally, in countries in which English is not an official language, the prominence of English as an international language has been widely recognized. Thus, ELT has become a part of both secondary and tertiary education systems in countries where English is acknowledged as a foreign language. In English as a foreign language (EFL) contexts, teachers face challenges because of school environments. They tend to teach their students independently from their colleagues. Sometimes teachersespecially novicesbecome overwhelmed by school bureaucracy demands, and if teachers do not receive insightful feedback or regular supervision, they might become frustrated and less effective (Murray, 2010). Therefore, professional development activities can solve some of these problematic issues (Bailey, Curtis, & Nunan, 2001).


  Professional development is any attempt to increase teachers professional knowledge both during and after the initial preparatory stages (Craft, 1996; Johnson & Golombek, 2011). However, it is believed that professional development consists of career-building activities that are undertaken by practitioners after they complete their teacher training (Shawer, 2010). For the purposes of the present study, teacher training and professional development are not assumed to be synonymous.


  Therefore, because of the importance of professional development and its impacts on teachers teaching effectiveness, it is expected that an exploratory study can provide insight into the continuing professional development (CPD) experiences of teachers employed in Iranian high schools and the types of CPD options they might have. The results are expected to be significant in better understanding the CPD situation in Iran from the perspectives of Iranian EFL teachers by gaining insight into their experiences. Through these insights, we try to highlight the CPD of high school teachers in a particular sociocultural context (Iran) that to the best of our knowledge has not received appropriate analysis to date. This may also deepen an understanding of the interplay between sociocultural settings and CPD.


  Review of the Literature


  It is argued that CPD is a consistent cycle of teacher learning beginning with initial training and lasting for as long as a teacher remains in the profession. Teaching as a public profession encourages teachers and increases their societal expectations to find ways to improve students achievement (Mushayikwa & Lubben, 2009).


  To be effective, teachers need a combination of professional knowledge and specialized skills as well as their own personal qualities and experiences. Moreover, acquiring new skills and adding to their knowledge are among the major reasons teachers endeavor to attend activities designed for professional development (Bailey et al., 2001). According to Murray (2010), learning about new techniques and ways to empower teachers in English language teaching seems to be both motivating and encouraging for both experienced and novice teachers.


  As is the case with teachers of the other fields, English language teaching experts believe that ongoing professional development is of great significance, particularly in todays rapidly, constantly, and technologically changing world. Teachers of English as a foreign language are more likely to try the recent innovations in language teaching theories and education technology with their students (Allwright, 2005) that enable them to continue to evolve in the adaptation and application of their art and craft, which is important for their professional development. As Day and Sachs (2004) argue, the term CPD suggests all of the activities teachers that engage in during the course of their careers to enhance their work. Such activities, as Kelly (2006) believes, are intended to result in a process, ongoing teacher learning, through which teachers become experts.


  A number of studies have argued in support of professional development for teachers. For instance, Karabenick and Noda (as cited in Jafri, 2009) argue that teacher development allows teachers to improve their practice and to keep abreast of recent findings in the field. In the same vein, Mizell (2010) believes that ongoing professional development activities help teachers define the best pedagogical approaches for the betterment of students learning processes. Richards and Farrell (2005) also emphasize the significance of ongoing teacher development for in-service practitioners to become acquainted with the most recent resources and methodologies.


  Teachers CPD has been studied and presented in the relevant literature in different ways (to name just a few, Kelly, 2006; Mann, 2005; Roberts, 1998), although always understanding that professional development that is highly related to teachers learning and transforming their knowledge into practice has always been at the center of such attempts (Bolam, 2000). Teachers professional learning is a complex process that requires their cognitive and emotional engagement and their willingness to investigate where each stands (Burbank & Kauchak, 2003; Reis-Jorge, 2007; Romano, 2006; Sandholtz, 2002).


  The instruments used to trigger teachers development also depend on their objectives and needs as well as those of their students. Therefore, formal structures including courses and workshops might serve some purposes, and involvement in producing curricula and discussing assessment data might serve other purposes (Avalos, 2011). It is also believed that not every form of professional development, even that with positive impact, is of itself relevant to all teachers (Craig, 2003).


  In sum, it seems that teachers tend to do a variety of activities to develop professionally. They also view CPD as needed so that they can keep themselves updated. Iranian EFL teachers, owing to the nature of their profession (teaching English as a foreign language and being nonnative speakers of English) need to emphasize CPD as an integrated part of their profession. However, to the best of the researchers knowledge, there is no study on Iranian EFL teachers perceptions of CPD and the activities they prefer for developing professionally.


  Purpose of the Study


  This study is an attempt to investigate Iranian EFL teachers perceptions of CPD and the types of activities they prefer to develop professionally. More specifically, the following research questions are raised: (1) What do Iranian high school EFL teachers understand by CPD? and (2) What types of CPD activities do Iranian EFL teachers engage in while teaching EFL?


  Research Method


  This study aimed at investigating Iranian EFL teachers perceptions of CPD and the CPD activities they engage in to develop professionally. Therefore, in attempting to investigate and interpret the meaning of CPD from the participants perspectives within the researched context, a qualitative research design within the interpretive paradigm was used. Because we wanted to describe the phenomenon (CPD) that the participants directly and individually experienced, we used a phenomenological approach. Phenomenology is a research strategy that examines how human beings construct and give meaning to their actions in concrete social situations (Denzin & Lincoln, 1994, p. 204). It focuses on understanding the meaning events have for persons being studied (Maykut & Morehouse, 1994, p. 3). Thus, the role of phenomenologists is to first understand how people within a context collectively and individually understand and interpret phenomena. Then, they aim to record, explain, and interpret and explain the meanings these individuals make of their experiences.


  Participants


  A purposive sample was selected of both male and female teachers of English as a foreign language who had more than 10 years of experience in teaching at public high schools in Tehran. The data saturation point was reached when the sixteenth participant was interviewed. Therefore, the purposive sample size was 20 EFL teachers. They were both male and female participants with two degrees: masters and bachelors (BA) of teaching English as a foreign language (TEFL). The main reason for including such a wide selection of full-time experienced teachers was to be able to generate a broad range of perceptions, insights, and EFL teachers experiences of CPD. Teachers demographic information is presented in the Appendix.


  Data Collection


  This study required qualitative instruments that could deeply explore EFL teachers perspectives of CPD and the CPD activities they engaged in. Hence, semi-structured face-to-face individual interviews with open-ended questions were conducted to collect the study data. Semi-structured interviews helped us understand the phenomenon of CPD from interviewees own perspectives with the assumption that the important reality is what people perceive it to be.


  Moreover, open-ended questions helped us develop rapport with participants, explore our research questions deeply, elicit information, and generate answers, which allowed for true assessments of participants beliefs. Additionally, face-to-face interviewing made it possible to understand participants verbal responses via their nonverbal cues.


  Data Analysis


  All interviews were conducted by the first author. To avoid any misunderstandings, all interviews were conducted in English, the teachers major, and difficult terminology associated with teacher education and CPD was avoided. To elicit teachers in-depth perceptions, the interviewer allowed the conversations to move smoothly and interactively. The interviews took from 45 min to 1 hr and 5 min, with an average of 50 min. Each interview consisted of two main parts. In the first part, the questions addressed teachers perceptions of CPD, and in the second part, the questions addressed the participants main professional development activities.


  We employed Radnors (2001) guide to qualitative data analysis for analyzing the data. The interviews were first transcribed, and multiple copies of the transcripts were printed. The transcripts were then read for topic ordering to draw out and list topics that were linked to the original research questions of the study. A second meticulous reading of the transcripts helped the researchers identify the explicit and implicit categories that emerged within each topic. The categories were color coded. In case of more than one category for each topic, numeric coding was used. A third reading for content helped identify quotes that were aligned with each category within the topics. The quotes were labeled according to the categories they represented.


  Research Quality


  Qualitative researchers, according to Denzin and Lincoln (1994), acknowledge that there is no value-free or bias-free design. To make research findings convincing and trustworthy, we acknowledged biases by considering the validity, trustworthiness, transferability (or generalizability), and objectivity of the research methods we employed.


  Research Validity


  The conversations were recorded for accurate interpretations (Maxwell, 1992), notes were taken during participants discussions, and member checking was incorporated (Padgett, 1998) by returning transcripts to the participants for their verification. Data were collected at the onset of each term of the academic year to guarantee easy access to the participants (Robson, 2002). Hence, and bearing in mind that a researchers status can impact on participants responses, the second researcher tried to establish a trusting professional relationship with the participants.


  Trustworthiness


  Trustworthiness, or the reliability of methods and research practices in qualitative research, is concerned with dependability (Lincoln & Guba, 1985), or the degree of consistency with which instances are assigned to identical categories by different observers or by the same observer under different conditions (Silverman, 2000). The dependability of the research was thus increased in three ways. First, all participants were provided with the same questions, which were carefully worded (Robson, 2002). Second, the interviews were transcribed as accurately as possible and returned to participants for verification. Finally, and following Radnor (2001), all research procedures including transcripts, drafts, and final reviews of data were documented, according to which the study could be replicated or reconstructed.


  Objectivity


  Trustworthiness in interpretive research is extremely valuable for assessing research quality. Hence, although the subjective nature of this research is acknowledged, the researchers attempted to the best of their capability to present accurate, complete, detailed, and bias-free accounts of the participants views, perceptions, and feelings as they were revealed to researchers and as they were experienced by the participants.


  Results


  In this section, individual interview data are analyzed under each research question. Findings appear thematically under the research questions and are illustrated by quotations from interviewees. To illustrate the number of interviewees who held similar views, we grouped individual interviewees.


  What Do Iranian High School EFL Teachers Understand by CPD?


  Responses to this question resulted in a variety of views, which were grouped under five themes as shown in Table 1.
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  The commonality between all of these themes is that CPD involves some form of learning. This might include training for new skills, some type of learning or keeping oneself up-to-date. Developing skills is the most frequently argued understanding of CPD.


  CPD as Skills Development


  First, a majority of the interviewees perceived CPD as acquiring specific skills with emphasis placed on being equipped to effectively teach within their institutions. These were indicated as skills that teachers might not have been acquainted with previously. As an example, one interviewee narrates:


  
    Sometimes we attend in-service training courses and we learn something new related to language teaching methodology, language assessment, and the use of technology in EFL classrooms which are totally new to us [sic]. (T1)1
  


  This theme consists of six sub-themes: develop-ment in teaching methodology, language proficiency, material preparation, classroom management, the use of technology and language testing. Each of these is illustrated as follows.


  
    	Development in teaching methodology

  


  The majority of the participants perceived CPD as developing their teaching skills through in-service trainings (formal and informal) such as workshops, classroom observations, and watching teaching videos. The following quotation from a female teacher exemplifies this theme:


  
    Two weeks ago we all got trained teach through task-based method. That was really good because task based instruction is an important area in language teaching methodology which I have basically had no training in [sic]. (T1)
  


  Another participant observed:


  
    Last month, English language teachers in our city were invited to a quarterly meeting. An instructor from university was invited to give a lecture on innovations in language teaching. He addressed some issues about collaborative teaching and how teachers can involve learners in teaching. I really enjoyed his lecture and right now I am trying some of the techniques he taught us and I think they are all useful [sic]. (T5)
  


  
    	Development in test preparation

  


  Most of the participants also regarded CPD as useful for honing their test-preparation skills. The following quotations exemplify this:


  
    A couple of weeks ago, a lecturer from a teacher training center was invited to education department in our city. Almost all English teachers were present and he reviewed testing theories and test development strategies. I forgot some of the issues which I learned at college 20 years ago. Now I know how to develop good language tests and evaluate the English language tests developed by the other test developers [sic]. (T10)
  


  Another participant observed:


  
    I remember passing a course on language testing but honestly speaking I forgot almost all details. I used to make use of published sample language tests in my own classes without being aware whether they were standard or not. Now, after attending the in-serving training course on language testing, I know that I should not have used some of the items of those tests because they were not well prepared. . . . Prior to attending these classes, I knew little about these issues [sic]. (T10)
  


  
    	Development in material preparation and adaptation

  


  The majority of the interviewees perceived CPD as a means of acquiring specific skills in material development, adaptation, and adoption. The following quotations illustrate the theme:


  
    I remember attending some in-service training courses in which the principles of material development, adaption, and adoption were reviewed. Honestly speaking I learning new things and right now I can provide my students with some instructional supplementary materials [sic]. (T19)
  


  An experienced teacher observed:


  
    Prior to attending in-service training courses, I just followed the content of the English high school textbooks, but after reading the textbooks on material development I learned that some parts of the English textbooks the learners have to learn are not well prepared and need revision. Now I can simplify the textbooks, skip some parts, and add some parts to the textbooks [sic]. (T11)
  


  
    	Development in the use of technology

  


  Such training may also be related to the use of newer technologies that schools invest in and that they require all teachers to use as part of their teaching. As the following interviewees elaborate, the job roles that they have been assigned for a particular semester may require them to obtain training in certain technical skills that will enable them to perform effectively within their work contexts.


  
    The schools in which I teach required to me make use of computer, power points, video projector, etc., in our classroom. I am also required to type language tests and send it to the administrators through e-mails. . . . I have to familiarize myself with this [sic]. (T2)
  


  
    In this semester Ive been given office and international computer driving as one of my courses. So all my professional development is technological [sic]. (T10)
  


  CPD as Continuous Learning


  The second most frequently expressed meaning of CPD is continuous learning during teachers careers from the first day they are employed to retirement. The following quotations exemplify the theme:


  
    For me PD means continuous learning. I believe one always needs to learn. (T2)
  


  
    When you stop learning how you do expect to be a teacher? I dont think you ever do. You never stop learning how to be a teacher and you can tell the ones who do [sic]. (T10)
  


  More specifically, CPD was viewed as a type of learning that aims at adding value to a teachers professionalism in the form of enhanced practice and capabilities. Quotations from the following interviewees illustrate their understanding of CPD:


  
    In my opinion CPD is anything which empowers me to teach better than I could do it in the past and I can do at present. (T18) I believe that CPD is learning how to teach more effectively by pursuing best practice as shown by successful practitioners. (T19)
  


  Keeping up-to-date


  The next frequently expressed perception of CPD is teachers keeping themselves informed and up-to-date with developments and innovations in the field of ELT, as is evident from the quotations from the interviewees below:


  
    CPD is a chance to keep up to date in current teaching methods and philosophy. (T1)
  


  
    I see it as opportunities improve my knowledge about teaching, to become more informed, keeping myself updated on current research. (T10).
  


  Most participants who held this perspective of CPD as keeping updated argued that it was imperative for them to continually seek opportunities to keep themselves current with new methodologies and learning theories in their field or any other fields that directly or indirectly influenced their jobs as teachers. The following quotations exemplify the theme:


  
    I need to be somehow in touch with current best practice. For me, it is really vital because I dont like to look like a fossil...I also know how the methodologies and approaches are changing at this point. (T18)
  


  
    Through attending CDP programs I can get familiar with the newest advances in teaching. (T20)
  


  CPD as Learning for Pleasure


  The fourth expressed understanding of CPD is the perception of CPD as learning for personal interest. Such learning may not necessarily relate to the subjects of ELT. Instead, as some of the interviewees argue, there may be other areas with which teachers would like to engage:


  
    I think that CPD is about opportunities to develop professionally in the areas that Id like to learn and not necessarily the areas that which are related to ELT. (T10)
  


  
    If I have a chance to attend an activity which is useful to me and that keeps me interested and helps me to perform better, Ill certainly go along with it. (T13)
  


  CPD as Teachers Professional Revitalization


  The last expressed understanding of CPD addresses teachers motivation and revitalization through engagement with professional development activities.


  Some of the participants argued that CPD provides opportunities to discuss new ideas and prevents teachers from experiencing burnout. One of the participants states:


  
    When we are unenthusiastic in class and unmotivated students realize and this feeling is understood by us. So I think CPD is the best way to keep ourselves enthusiastic and motivated in our jobs. (T16)
  


  Hence, according to the following interviewees, teachers need to find ways to refresh their teaching energies so that they can teach more effectively when they return to their classrooms:


  
    CPD I think keeps us up to speed; therefore, we dont rely on only old information acquired a couple of years ago...CPD can help us grow. (T15)
  


  
    I am sure that to be able to stay in teaching carrier for a long time, its necessary to change because you wont enjoy it otherwise, neither will you survive. So yeah, I need CPD to feel sure that Im in touch with the present best practices and I also need it for revitalization. (T18)
  


  Occasionally leaving the teaching classrooms and attending CPD courses gives the teachers the opportunity to gain respite from teaching and enables them to focus on their own learning. The following interviewee elaborates:


  
    I think its a pleasure to have a chance to learn rather than teach because youre always transmitting information to students and sometimes you might need to receive information. (T14)
  


  This understanding of CPD seems to entail the key role that it plays in maintaining teachers enthusiasm for teaching.


  To summarize, CPD was mostly understood to be skills-oriented training that focuses on acquiring skills related to teaching effectively within the institutional context. Moreover, CPD was also perceived to be improving current professional skills to continue to perform effectively in the work setting. Second, CPD was viewed as lifelong learning directed by modern developments in ELT and resulting in evident changes in teaching. The third theme that emerged relates to continual attempts by teachers to keep themselves familiar with the new developments in their field. The other expressed perception of CPD includes professional learning as a way to keep teachers motivated and enthusiastic about their teaching, professional growth and learning as an essential part of their professionalism.


  The following part of the study addresses the second research question and discusses findings related to the types of CPD activities Iranian EFL teachers engage in.


  What Type of CPD Activities Do Iranian EFL Teachers Perform?


  The participants in the present study reported that they engaged in a wide range of CPD activities to develop professionally. These are grouped under five categories and illustrated in Table 2.
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  Among the CPD activities that interviewees engaged in were development through work, engaging in formal higher education, membership in professional associations, attending CPD activities, participating in CPD events, and also engaging in formal higher education as part of professional development.


  Professional Development Through Work


  All participants revealed that their main profe-ssional development was through teaching. They viewed teaching and daily engagement with their students in class as a significant source of learning through which they were able to gain knowledge from practical experiences in the classroom. The following quotations from the participants illustrate this theme:


  
    The administrator required me to make use of computer in EFL classrooms. So my students and I are using computer and while working with the computer I learn something new about the implication of computer and the way it works. (T10)
  


  
    Im an active participant in the association of EFL teachers in my city in terms of planning and delivering CPD for EFL teachers. We believe in cooperative learning and developing communities of practice for sustainability of professional learning via follow up. (T9)
  


  
    I also attend the other teachers classrooms sometimes as teacher of in-service courses. I find it quite interesting that Im able to work with both students at schools and the colleagues who attend my classes. Sometimes I learn a lot from them. (T1)
  


  Hence, it is clear that in addition to their day jobs that involve teaching foundational English, a number of teachers were involved in other professional roles that were either voluntary (such as working with institutional CPD centers or teaching in external programs) or assigned by the institution (such as training for the Certificate in Teaching English to Speakers of Other Languages, CELTA) based on their individual professional competence.


  Formal Higher Education


  Engaging in formal higher education emerged as the second most preferred type of CPD activity among the study participants. A number of interviewees revealed that they were either studying for a higher degree such as a masters or PhD or considering preparing for higher education degrees. Some had also already completed their BA or higher degrees. The following quotations illustrate the theme:


  
    I completed my masters in TEFL, and right now I am getting prepared for PhD. (T1)
  


  
    Ten years ago I was a BA holder of English language literature, but now I have the masters in TEFL. (T3)
  


  
    I registered for the PhD entrance exam, and I am studying hard to get prepared. (T6)
  


  Attending CPD Events


  Sixty percent of the participants reported that the third most preferred CPD activity was participation in CPD events as participants. Generally, it was shown that teachers participated in in-house events that were organized by education departments in their cities or provinces. Some participants also reported attending off-site CPD events that were held by other organizations such as universities and the teaching English and language society of Iran (TELLSI).


  Among the in-house CPD events that interviewees participated in were workshops and theoretical courses that were perceived to be immediately applicable to their teaching. The following quotations exemplify the theme:


  
    In the monthly PD sessions we have the chance to learn different sorts of computer related things. (T2)
  


  
    Recently we had an assessment workshop where teachers were trained to do sessions and last month we had a one-day workshop where we were trained up to re-think our testing skills. (T13)
  


  Additionally, some interviewees also reported having participated in conferences that were organized by off-site institutions. The following quotations exemplify the theme:


  
    I attended TELLSI annual conferences and workshops. I found some of the presentations really useful and quite related to my job. (T13)
  


  
    We have a teaching forum where EFL teachers particularly university lecturers present research. For example, recently someone did some research on the implication of translation tasks in EFL classrooms. (T10)
  


  Presenting at CPD Events


  The least preferred CPD activity by the participants was making presentations at CPD events. Presenting at these events was revealed as occurring at two levels: (1) off-site at local professional development events organized by the teaching English language and literature society of Iran (TELLSI) and (2) in-house where teachers worked.


  For instance, one interviewee revealed how he assisted colleagues in searching e-materials in Google and Yahoo search engines:


  
    After the workshop was over some people came to and asked how they can search for e-materials, I taught them and I think they all learned. (T2)
  


  Among the off-site events at which most interviewees presented were the TELLSI annual conferences. One of the participants noted:


  
    I presented a lecture on the Iranian EFL learners attitudes towards the use of technology in their English language classes. The teachers came to me and commented on my presentation. (T11)
  


  Discussion and Conclusion


  The present study was an attempt to investigate Iranian EFL teachers perceptions of CPD and the CPD activities they engaged in. The perceptions of CPD that emerged from the present study are in line with those found in related studies (e.g., Hoban, 2002; Kennedy, 2002; Malderez & Wedell, 2007; Mann, 2005; Stuart, Akyeampong, & Croft, 2009). CPD is therefore understood in two ways: as improving skills in related contexts and as lifelong development or growth because context-related CPD is perceived to be developing skills that are applicable to the teaching context and that help teachers perform effectively within the working environment (Bolam, 2000).


  However, as lifelong learning, CPD is believed to last through a teachers career from the beginning to retirement (Gravani & John, 2005). It involves keeping abreast of new developments in TEFL, updating oneself through formal qualifications, and specializing. The underlying notion in different perceptions of CPD addresses changes that are realized through improved teaching methodologies, learning theories, and testing approaches, specializing in specific skills such as the use of technology. In line with the findings of the present study, it could be argued that while engaging with CPD is perceived to be a way of revitalizing teachers (Evans, 2002; Jafri, 2009), it is also understood to be a part of a teachers professionalism. It could also be argued that teachers perceive CPD to be an important tool for learning for interest, keeping updated, and profession revitalization. In line with the findings of the present study and the related studies, the following conclusions could be made.


  
    	CPD is context dependent, and teachers from different working contexts have different perceptions of CPD. Primarily, findings from this study show that teacher development is situated socially and contextually.


    	CPD is non-static and rather complicated. It also depends on the views of teacher education that teachers, institutions, and professional development organizations have. CPD depends on who the teachers are, where they are currently (geographically), where they are coming from and what is available in terms of CPD in their current contexts.


    	Teachers learning never ends. That is, teachers teaching lives consist of two poles: teaching and learning, and they are always moving from one pole to the other. In addition to external motivation, teachers learn for their own interests.


    	Through CPD events, EFL teachers can revitalize their profession and avoid becoming burnt out.


    	In addition to language knowledge, teachers need to develop other skills such as the use of technology, teaching methodology, and so forth. This can be achieved only through CPD.


    	Because of the rapid changes in learning theories and teaching methodologies, CPD is a need for all teachers who want to have great teaching achievements.


    	The most important source for teacher development is work. As such, the workloads of novice versus experienced teachers will certainly differ.


    	Continuing higher education is the second most important activity for CPD. Therefore, all teachers should be supported in having the chance for continuing higher education.


    	Attending CPD events is another mentioned CPD activity. Therefore, administrators should try to establish professional associations through which teachers can attend conferences, workshops, etc.


    	Workshops were highlighted by the teachers. Therefore, it is concluded that useful workshops in line with teachers needs are of much significance and that the teachers who are qualified should be encouraged to present at the conferences and share their experiences with the other association members.


    	Conducting research is another activity that was reported by a few respondents. Therefore, teachers research skills should be developed either through workshops or through self-studies. Teachers sometimes study language books. Therefore, institutes and association should always provide the members with the newest publication.

  


  Considering the nature and scope of the present study to explore teachers understanding and experiences of CPD, the following areas could be explored by other researchers. First of all, this study was carried out in high schools; similar studies could be carried out in higher education centers such as state and open universities to see how EFL teachers in these institutes view CDP. Additionally, we also think it would be interesting to investigate the role of all CPD activities on teachers professional development. Finally, because informal CPD is deemed considerably significant in shaping teacher development and informal communities are perceived to be a need, it would be worth exploring the role of informal communities of practice in teacher development as well as the interplay between formal and informal communities of practice.

  


  1T = Teacher
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  This article presents a multi-theoretical model to address processes of authorship development in the English as a foreign language teaching profession. Working within a sociocultural perspective of second-language teacher education, the authors examined six experienced nonnative English-speaking teacher-researchers. Perceptions of their key moments in the profession were analyzed using a mixed-method approach that combined document analysis with personal narratives. The findings indicated that both authoring (products and activities in their profession) and self-authorship (transformational processes throughout their careers) contributed to constructing these English as a foreign language professionals as scholars.


  Key words: Authoring, authorship development, self-authorship, sociocultural perspective in second-language teacher education.

  


  En este artculo se presenta un modelo multiterico y multinivel para identificar el proceso en el que los autores se desarrollan en el rea de la enseanza del ingls como lengua extranjera, proceso identificado como desarrollo de la autora. Este modelo se desarroll bajo una perspectiva sociocultural de la formacin de profesores que presenta una muestra de las percepciones de seis profesores investigadores mexicanos en el rea de ingls como lengua extranjera. Se utiliz un mtodo mixto que combin el anlisis de documentos con narrativas personales. Los resultados de esta investigacin indicaron la presencia de momentos significativos de su autora (productos y actividades) y su auto-autora (procesos de transformacin), que contribuyeron a la construccin del desarrollo de la autora de estos profesores-investigadores.


  Palabras clave: autora, auto-autora, desarrollo de la autora, perspectiva sociocultural en la formacin de profesores de una segunda lengua.

  


  Introduction


  English as foreign language teacher researchers (EFL TRs hereafter) in Mexico represent a small but growing number of scholars in the field of language teaching. They participate in a variety of academically related activities in their profession, including teaching, researching, coordinating, publishing, presenting, developing curricula, designing materials, assessing students competences, and supervising thesis projects. They develop professionally through their engagement in these activities in academia, and they become authors. This studys main purpose was to explore and trace these processes in EFL TRs careers. Drawing from the work on authoring and self-authorship, we propose a new theoretical notion: authorship development, which we use and develop in our analysis.


  A few studies related to this topic have been carried out in recent years. However, many of them have investigated contexts such as authorship and publication practices in the social sciences (Bebeau & Monson, 2011), authorship and collaborative research (Welfare & Sackett, 2010), the authorship construction of young scientists in Mexico (Carrasco, Kent, & Keranen, 2012), and self-authorship as a meaning-making stage in adulthood involving a balance between subject (elements of knowing that we are identified with and embedded in) and object (elements that we can reflect and operate on) (Baxter Magolda & King, 2012; Kegan, 1994). Some of these have shed new light on scientists trajectories and their productivity, whereas others have focused more on developmental theories in adulthood. Ramrez-Romero (2011), studying Mexican EFL TRs professional development trajectories, reports a lack of research on workplaces, classroom practices, productivity, and the processes involved in developing as an author. Because research activities have recently become an indicator of EFL TRs professional development (Richards, 2011), the issue of EFL TRs increasing productivity has been receiving more attention in the literature (Reyes Cruz & Hernndez Mndez, 2014).


  This study proposes a multi-theoretical model to address authorship development (hereafter AD). The model was used to explore six experienced Mexican teacher-researchers perceptions about their key moments in the profession. From this sociocultural perspective, the present study investigates what being an author in the profession means to individual scholars.


  Figure 1 shows the initial multi-theoretical model created in this study to describe and analyze EFL TRs professional development from an AD perspective. Theories associated with teacher professional development from a sociocultural perspective were linked with current theoretical thinking on processes connected to becoming an author and theories that seek to explain the adult cognitive development referred to as self-authorship to create a theory of authorship development.
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  Theoretical Framework


  A Sociocultural Approach to Professional Development in English Language Teaching


  Teacher education has been transforming and moving from training towards development and adopting a more sociocultural perspective, after Vygotsky (1978) and the many scholars who worked from a Vygotskian perspective. From this stance, cognitive development in human beings is subject to cultural practices and circumstances of their communities (Rogoff, 2003, p. 3).


  The integration of cognitive, developmental perspectives with sociocultural perspectives brings together a framework that allows us to trace how TRs learn. Using this new, integrated frame, AD in the profession can be viewed as an individual but also a social developmental process that involves participation and networking in the English language teaching (ELT) community.


  Authorship Development (AD): Authoring and Self-Authorship


  Developing as an author involves learning from specific moments in ones career, whether as a foreign language teacher or another type of professional. This study proposes the term AD to refer to the cumulative authoring and self-authorship experiences that shape ELT TRs professional development. The term authorship has been defined and/or described from different perspectives. It was initially viewed as a way to produce scientific knowledge in academia and mainly focused on what research writers could produce (e.g., Carrasco & Kent, 2011; Lillis & Curry, 2010; Overington, 1977; among others). Authorship has also been related to the rhetorical features that a writer must manage in order to become an author (Kellogg, 2008). Another perspective is offered from an adult development angle that is concerned with self-authorship, a high-level thinking order in adulthood, a concept developed by Baxter Magolda and King (2012) drawing from Kegans (1994) and Kegan and Laheys work (2009).


  The Self-Authoring Mind


  The development of any writer has to do with his/her experiences in the world. The extent to which authors develop in different disciplines is also affected by their adult development. Kegan (1994) explored humans mental complexity in order to depict how people make sense of the world and constructed a theoretical framework to explore the trajectory of mental adult development that involves a self-authorship construction. Kegan and Lahey (2009) draw the development of mental complexity as shown in Figure 2.
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  In their theory of adult development, Kegan and Lahey (2009) identify five stages or orders of mind, four of which are generally developed in adulthood. These are the instrumental mind, the socialized mind, the self-authoring mind, and the self-transformative mind. In the instrumental stage, adults see their own impulses as primal, are unable to see others perspectives, and cannot reflect upon themselves or identify patterns in their personalities. At this level, adults are subject to their desires. In the socialized mind, individuals are aware of the influence of others perspectives in their lives as well as their needs. They are capable of putting their individual interests under a reflective lens, yet they also rely on others to generate answers. Then, when they reach a self-authoring mind, adults possess the skills to differentiate themselves from others, evaluate their own value systems, and shape their identities. At this point, individuals are able to manage conflict and achieve leadership. Finally, adults in the self-transformative order, a very small minority, are able to reflect on the limits of their own work. They can recognize what is in some way partial or incomplete in their work or perspectives and make space for revision and development. Furthermore, they grasp the incompleteness of systems as a fundamental part of their own construction.


  Authorship Development Via Networks


  Networks contribute to TRs development through socialization and exposure to new contexts in which they continue learning and developing (Higgins & Kram, 2001). Johnson (2009) suggests that we include teachers networks in teacher education programs: a social network and a professional one (p. 6).


  Networks are relevant in a number of ways. Teachers of English as a foreign language share a range of professional practices (Wenger, 1998) and communication genres as members of a professional organization. The members of the Mexican EFL community tend to follow certain paths in their professional development.


  EFL TRs often publish a variety of text types such as research proposals, reports, assignments, tests, projects, articles, biographies, memoires, and textbooks and are expected to manage the rhetorical features of each of these. Publishing implies a consolidating stage in their lives and therefore part of a significant career transition. Career transitions are opportunities to develop networks (Ibarra, 1999) and are hence associated with key productive moments in TRs careers. AD, then, is influenced by the TRs establishment of networks.


  Figure 3 summarizes the theories explored in this study and shows how sociocultural theory serves as a frame to explore AD. In particular, the authors made use of two specific notions. Authoring (products and activities) was recognized as an AD component on the professional side of TRs lives, and self-authorship (transformational and developmental processes throughout their careers) was found on the personal side. Both concepts helped us to trace AD processes in TRs lives.
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  Authors Apprenticeship Moments


  Apprenticeship theory (Lave, 2011) claims that all individuals are apprentices of their own evolving practices, and apprenticeship is subject to social, historical, and cultural contexts that influence how an individual makes meaning. In the EFL teaching profession, becoming an author involves a variety of key teaching and learning processes. These encompass the persuasive rhetorical features of English, developing cognitive skills, negotiating meanings, socializing knowledge, interacting with experts, participating according to the sometimes unspoken rules of the ELT academia, and identifying oneself as a professional writer, among others. In the process of becoming authors, TRs develop in both the professional and personal domain to meet the performance standards of the profession. Thus, TRs experiences as apprentices may bring interesting insights into this matter.


  Language and Literacy Contexts of ELT TR Professionals in Mexico


  In Mexico, scholars from different disciplines are expected to manage the pressure of publishing demands. Local publishing practices are affected by global policies (Lillis & Curry, 2010). Therefore, in this knowledge society era, many scholars live by the idea of publish or perish if they want to obtain funds and belong to elite research circles such as the SNI, the National Organization of Researchers of the Consejo Nacional de Ciencia y Tecnologia (CONACYT). In the Mexican ELT community, becoming an author has recently turned into an indicator of development in the profession (Ojeda, 2012).


  The professional development of a nonnative English teacher in Mexico is a particularly complex and ongoing process related to the acquisition of high proficiency across a range of discourse practices and literacy in two languages, for instance, language proficiency, content and contextual knowledge, specialized cognitive knowledge, theory development (Richards, 2011), and training and reflective skills (Richards, 1989; Singh & Richards, 2006; Wallace, 1991). The professional development of Mexican ELT scholars has been influenced by the professional standards of teachers of English to speakers of other languages (TESOL), driving an increase in the demands of both training and developmental programs. Today, most BA graduates from EFL teaching programs in Mexico need to have at least a C1 (Common European Framework of Reference) in English and possess the methodological skills to teach the language effectively. Additionally, ELT programs encourage teachers to demonstrate their research skills when developing research proposals (Sayer, 2007). Thus, EFL teachers must meet different teaching and learning demands in a range of social contexts.


  EFL scholars have a privileged position because English is the international language for social interaction and publication (Lillis & Curry, 2010); the status and currency of English give TRs access to a number of other contexts and disciplines. For example, there are ELT TRs in Mexico who publish with scholars from different fields of knowledge, such as Carrasco et al. (2012). These scholars must also adapt to the challenges of being nonnative speakers (Crawford, 2010; Mora Pablo, 2013).


  Reaching national and international audiences is one of the reasons Mexican ELT teacher-researchers publish in both English and Spanish (as reported in this study). Ramrez-Romero (2010, 2011) states that most ELT publications in Mexico are in Spanish (56%), followed closely by English (40%). Being able to write and publish in these two languages gives these TRs opportunities to do research and establish networks.


  In summary, ELT TRs need to continuously to adapt and develop in order to meet or exceed professional expectations for teaching and scholarshiplocally as well as nationally and internationally.


  Research Questions


  The questions that guided this study were the following: What do key moments in Mexican EFL teacher-researchers professional development reveal about their development as authors? What evidence can illuminate these participants self-authorship development? What is the relationship between these teachers AD and their participation in ELT networks and other fields?


  Method


  The present study is a collective case study that was used instrumentally (Stake, 1995) to trace authorship development in the professional development trajectories of six Mexican EFL scholars. A number of cases were viewed as part of a bounded system over time through detailed, in-depth data collection involving multiple sources of information rich in context (Creswell, 1998, p. 61). A mixed-method research design and two instruments were used to examine experienced EFL teacher-researchers authoring and self-authorship, respectively, content analysis of TRs curricula vitae and interviews. These instruments guided the data collection process to identify key professional development moments that revealed AD in the career from the perspectives of authoring (Lillis & Curry, 2010; Richards, 2011), self-authorship (Baxter Magolda & King, 2012; Kegan, 1994), and networking (Higgins & Kram 2001; Johnson, 2009). Thus, the data obtained were used complementarily (quantitative and qualitative) to develop interpretations (Creswell, 2003).


  The CVs provided by these scholars were professional documents that contained information about their identities, schooling, publications, presentations, memberships, associations, and distinctions, among other relevant aspects and products of their academic lives. The analysis of the CVs aimed to locate authoring as indicators of the TRs productivity.


  Personal narratives from interviews were used to delve into key moments in the scholars careers that revealed self-authorship. Narrative inquiry makes possible an analysis of teacher thinking because it leads to opening teachers mental lives (Johnson, 2009) and regarding teachers as knowing professionals or agents of change (Johnson, 2009, p. 1). Narratives in this context are viewed as forms of mediation, verbalization and systematic examination from a sociocultural perspective (Johnson & Golombek, 2002, 2011) as well as products of social interaction immersed in defined cultural, historical, and social settings. Narratives also offered the opportunity for us to identify similarities and differences among TRs career paths and to study what was revealed about their AD.


  Procedure


  The instruments were chosen and designed, piloted, and then redesigned. First, the number of participants and the selection criteria described above were defined. Experienced TRs who actively publish are all busy scholars with demanding schedules. Thus, from twelve initial candidates, only six were included in the study. These participants sent their CVs and were interviewed about their professional development in a twenty-minute interview via Skype. Spanish was the language used for the narrative interview in order to create an atmosphere of confidence and comfort as well as to generate rapport with the participants.


  Participants


  Three female and three male Mexican EFL TRs participated in this study. At the time of the study, the participants were active contributors to the ELT discourse community in Mexico and prominent Mexican TRs working at public universities in different states of Mexico. They were acknowledged scholars with different distinctions. The three male TRs were part of the Sistema Nacional de Investigadores (SNI), the National Organization of Researchers of the Consejo Nacional de Ciencia y Tecnologia (CONACYT), which acknowledges the contributions of high-level researchers to science and technology. Ramrez-Romero (2009, 2010, 2011) reported five academics with this recognition in 2009 and twenty in 2011 (see Table 1). This indicator matches the growing number of investigations in the area.
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  All of the participants held a PhD degree and actively published in English; most of them also published in Spanish. They were involved in a variety of activities such as researching, lecturing, creating materials, training teachers, developing curricula, and tutoring. Furthermore, they belonged to different national and international networks and associations such as RECALE (an academic network on foreign languages), RILE (a research network on foreign languages), MEXTESOL (the Mexican teachers association of English as a second language) and TESOL (Teachers of English as a Second Language), as well as other professional associations.


  TRs Roles


  The participants in this study had held a number of positions and consequently a number of responsibilities in different education programs. All had taught English and/or content classes for pre-service teachers in the area of ELT, led research projects, and coordinated a variety of programs in higher education. Table 2 presents an overview of the participants in order of their time in the field.
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  Findings


  AD in TRs Professional Development: Authoring


  The TRs authoring was identified through their products and activities in the profession. What these scholars created or produced during their careers, such as designing, applying, and assessing teaching materials, on-site and distance courses, projects, supervising theses, and research publications, are the core of EFL TRs authoring. The CVs explored in this study provided data mostly on the number of the TRs national and international publications and presentations. These were considered national when they were published in journals, publishing houses, or universities in Mexico and international if the TRs products were published in a foreign organization or institution.


  Publications


  Publication data available through the CVs offered information about what the TRs had published throughout their careers. The results indicated that the publication rates of the EFL TRs in this study were high compared with the national average of 1.2 publications per author per year (Ramrez-Romero, 2011). In addition, the data in this study indicated that the TRs were likely to have published a variety of text types in both languages, English and Spanish. These were books, book chapters, book reviews, articles, memoirs, and materials. The results from this exploration are shown in Table 3.
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  A number of patterns emerged when analyzing the TRs authoring in terms of their publication results. The TRs in this study publish mostly nationally, but some also publish internationally. Either in national or international publications, their authoring was developed in two languages: Spanish and English. Table 4 shows the number of publications that the TRs had in the two languages.
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  Table 4 shows the number of publications the TRs had in Spanish and in English in order of highest to lowest number. The results indicated that Manuel and Rosa had published more in English while Julio and Sebastian had published more in Spanish.


  The TRs publications were classified as national or international according to the origin of the journals and/or publishing houses they wrote for. Figure 4 shows the TRs interactions with national and international contexts in terms of publication.
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  The results in Figure 4 indicate that nearly all of the participants had more national than international publications with the exception of Rosa, the only female among the three with major international productivity. In the case of the male participants, their productivity was greater than that of the female TRs. Julio and Sebastian had greater international productivity in contrast to their national publications, whereas Manuels international and national productivity were quite similar. The numbers of males and females national and international publications suggest gender differences connected to authoring in the field, at least in this small sample.


  Presentations


  Giving talks in national and international forums that were mostly concerned with foreign languages and/or education was a way of socializing research for most of these TRs. Presenting was another experience in the profession that all of the participants in this study had engaged in both nationally and internationally; we thus viewed presenting as an authoring component. The data shown in Figure 5 about presentations were collected from the CVs.
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  The results show that Julio, Sebastian, and Claudia were the TRs with the most presentations. Julio, Sebastian, and Claudia had presented significantly more in national forums, whereas Manuel and Isabel, the youngest TRs, had more international presentations.


  Thesis Supervision and TRs Productivity


  The data collected in this research suggested a connection between TRs thesis supervision and their productivity. Being a thesis supervisor was also an interesting stage in TRs lives because many of them had coauthored articles with their students. Figure 6 illuminates this connection.
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  Figure 6 indicates that Julio and Rosa supervised the most theses. These scholars show comparatively high productivity overall and the most years of experience as scholars.


  During the interviews, some TRs reported a connection between the theses they had supervised and their productivity. For example, Rosa, the most experienced TR, highlighted these apprenticeship experiences during her interview. Publishing with her students was a meaningful authoring experience in her academic life. An excerpt from her interview is shown below:


  
    I tutored my student in that topic, which was the same topic of my PhD thesis, and after she finished, I told her that she had to publish. Then, what I gave to her, the idea of publishing...that expanded her horizons, and now she publishes on her own...she has three or four articles, one of them in the MEXTESOL journal...That was the first time; then, I liked it so much that I continued doing it. . . .

    Right now, I am working on that, writing a book with my students. I think that we should do this more...once you give this to your students, they dont let it go, such as this student who continues publishing.1
  


  Julio also shared Rosas thesis supervision experience; they viewed thesis supervision as a type of shared authoring experience that in some cases resulted in coauthored publications.


  The Journey Toward Self-Authorship: Summary Of TRs Key Moments in the EFL Profession


  How these TRs made sense of the key moments in their careers indicated how their contexts and decisions had allowed them to develop and to become authors in the profession. Evidence of this was the number and variety of turning points, or what we would like to call inflection moments, that were reported in the interviews (see Table 2). That is, the TRs career paths were influenced by a variety of contexts through their study and work experiences. Rosa, Julio, and Sebastian, for example, are experienced TRs who earned their BAs in areas outside of English teaching per se, respectively, psychology, pedagogy, and tourism. Rosa and Sebastian were teaching English2 during their BA studies and then entered into the area of foreign languages. Julio started a dual career, one in pedagogy and the other in foreign languages, when as a new PhD, he was invited to join the foreign languages department at the public university where he was working. The youngest TRs, Manuel and Isabel, built their ELT backgrounds on their BA studies in ELT and completed their doctorates at relatively early ages.


  The power of networking in the EFL profession is evident when analyzing the TRs CVs. This professional document showed that what these TRs do in the profession is cumulative, though not precisely related to the time they have been in the profession. Table 5 shows the TRs in order of their total number of publications and presentationsnational and international.
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  Networking: National and International Participation


  Developing networks via national and international associations is considered an indicator of TRs disciplinary growth as stated by Ramrez-Romero (2009) in his report on the state of the art in the field. The types of networks TRs belong to range from ELT associations, research groups, editorial participations, and other types of activities connected to other fields of study. However, only their memberships in specific official associations were taken into consideration in Figure 7 because these were explicitly addressed in a specific section of the TRs CVs.
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  Figure 7 shows that Julio, Sebastian, and Manuel were the ones with more memberships to national associations, whereas Rosa, Manuel, and Isabel were members of at least one international association.


  Discussion


  TRs Authoring: Productivity


  The TRs who had earned their MA or PhD degrees in English-speaking countries were likely to have more publications in English. Those whose work was primarily national and local (i.e., Julio and Claudia) had published more in Spanish than in English, although publishing in Spanish did not necessarily mean only national participation. Rosas publications in Spanish were in other countries in Latin America in addition to Mexico. Thus, the TRs productivity appears to be related to the institutions where they studied and the networks they established when they lived in other countries or based on the nature of their research interests. Being able to publish in two languages seemed to be a powerful tool for gaining access to a variety of discourse communities in ELT and other fields.


  Self-Authorship: Becoming Teachers, Researchers, and Authors


  Identifying as a teacher, researcher, and author is part of what the TRs reported when asked about how they perceived themselves in the profession. Overall, their answers revealed that their teaching and researching experiences had transformed them. Although their backgrounds are different, all of them had gone through processes of change that influenced the ways they felt and thought about their careers (see Table 2).


  The TRs professional development was immersed in dynamic processes in a range of different contexts. These results also show that the TRs identified as teachers in the early years of their careers and later as teacher educators and/or researchers. On this continuous journey, a feeling of consolidation and career satisfaction seemed to appear after roughly a decade of researching, as observed with Isabel and Manual (TR6 and TR5) (see Appendix). In this process, the TRs viewed their authoring research as key in their consolidation in the EFL profession.


  Different Generations and Different Contexts


  The early specialization of Sebastian, Manuel, and Isabel can be associated with the development of the field in recent decades and can be viewed as a response to the higher demands of specialization that we see today. Nevertheless, for all of the TRs in the study, completion of the doctorate was followed by an increase in the number of publications. In addition, the TRs national and international schooling contexts, the types of programs in which they had studied, and the networks they had established represented the most outstanding factors that contributed to their high levels of productivity in the profession. The TRs in this study who had studied in PhD programs offered by a foreign university had to travel or live in an English-speaking country to do their research; the data show that their internationally earned doctorates had implications for the forums in which they later published. In sum, the contexts in which these TRs studied and worked also defined the people they met, which allowed them to interact with specific communities. This social dimension in the TRs lives can be viewed as having a crucial impact on the construction of their AD.


  Institutions and Networks: National and International Settings


  We can assume that the institutional culture in which these TRs had worked and studied was influential in their professional development. As was mentioned earlier, at the time of this study, all six TRs worked at public universities in Mexico, and these institutions provided them with the opportunities as well as expectations to continue developing in the profession. In addition, all had the opportunity to study at English-speaking institutions in the USA, the UK, or Australia during their doctorates. Such study allowed them access to a number of research tools and opportunities to socialize with well-known senior researchers in high-productivity cultures.


  TRs connections with national and international networks were thus also influenced by the places where they had worked, studied, and presented. Interactions with other members of the discourse community helped to forge collaborations, especially following their MA studies and developing further during their PhD programs. The two TRs, Julio and Manuel, with the most publications cited networking as key in their careers. Manuel, during his interview, stated, They [networks] will be very valuable for my future research projects. This statement suggests that networking in the EFL profession allows TRs to participate in national and international contexts. In this regard, networks were also identified as reciprocal (Ibarra & Deshpande, 2007); that is, the more networks the TRs belonged to, the more collaboration and productivity they and the other network members could have.


  Gender


  Although it was not a focus of the study, the discrepancy in terms of publication rates for the male and female TR participants is noted and discussed briefly below.


  The productivity of the three men was strikingly higher than that for the three women. For purposes of comparison, consider three TR pairs matched in terms of their approximate lengths of professional experience in years: Rosa T (39) R (30) and Julio T (32) R (28); Claudia T (28) R (28) and Sebastian T (20) R (21); and Manuel T (14) R (9) and Isabel T (12) R (9). Rosas number of publications (28) was less than 30 percent of Julios (95). In the second pair, Claudia had 23 publications and Sebastian had 40. Finally, Manuel and Isabel, the youngest TR pair, also showed this tendency; Manuel had 30 publications, but Isabel had 15, half of Manuels number (see Table 6).
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  This discrepancy between the male and female TRs numbers of research products may be attributable to various sociocultural factors, specifically relationships and caregiving responsibilities in their everyday or professional lives, as indicated in the interview data shown in Table 7.
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  Rosa and Claudia spoke of balancing time between their families and their careers. Isabel, the youngest TR, did not mention parent or child issues. From Rosas and Claudias perspectives, motherhood, caregiving and other womens social roles were viewed as influences on their productivity and professional trajectories over time.


  Conclusions


  Our findings and analyses indicate that AD is an inclusive framework that can be used for understanding professional development in TRs lives. Facts from this study show interesting patterns across individual EFL teachers professional development related to their participation in academic professional communities. Their participation also provided key information about what AD looked like for each of them. Differences among the participants in terms of gender and experience related to their amounts of authoring in the profession. The CVs and the analyses of personal narratives helped to uncover how teacher-researchers professional and personal lives converge and shape, and are shaped, by their AD.


  Most of the TRs viewed themselves as authors in the profession when they carried out research. They perceived publishing in English and Spanish as key moments, or achievements, in their emergence as authors. Thesis supervision, networking, and coauthoring with students and peers were viewed by some of these scholars as key authorship development moments. Thus, the authoring component in the profession was viewed as an indicator of participation and additionally of development.


  The male participants in this study had higher productivity (in terms of publications) than did the females. This gender-associated result provides additional evidence that adults sociocultural histories and participation need to be taken into account in their professional development, and it represents a new area of interest for the authors further explorations into AD.


  The two concepts used to address the concept of AD were authoring and self-authorship. In this study, authoring was used to refer to a more quantitative and objective process that was measured or regulated in terms of TRs productivity in the profession through their developed materials and curricula, published research and text production, and thesis supervision as well as presenting papers and establishing networks with members of academic communities. Self-authorship was used as a personal and developmental process related to maturity and consolidation both professionally and personally. The interrelationships of these processes over time in the profession were defined as AD.


  These two dimensions of AD helped us to describe what becoming and being an author looked like for the EFL professionals who were involved in the study. On one side, there were self-transformation and consolidation moments in these TRs lives that fell on the personal and professional borders, and these moments were key in constructing the TRs self-authorship. On the other side, productivity in the profession was viewed as the authoring component of AD, composed of products and activities in the profession. Together, the findings argue for the relevance of AD as a useful construct for exploring and perhaps contributing toward development in teacher-researchers lives.

  


  1The TRs answers were originally in Spanish. The translation was made for publication purposes.


  2Because of their considerable English levels.
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  The main objective of this paper is to briefly present roles of different teacher supervisors according to distinct models, highlighting the importance of collaborative dialogues supported by video recordings. This paper will present results from a qualitative study of an English as a foreign language teacher education course in Brazil. The results indicated that collaborative supervision was an efficient tool to address adversities within educational contexts and that student teachers who observed their pedagogical actions through videos became more reflective and self-evaluative, as they provided a deeper analysis regarding their practice. With collaborative supervision, teacher candidates can be encouraged to recognize and understand the complexities of language learning and teaching both locally and globally.


  Key words: Collaborative reflection, post-observation session, teacher supervision.

  


  El objetivo de este trabajo es presentar diferentes roles de profesor supervisor segn modelos distintos y destacar la importancia de dilogos colaborativos con apoyo de grabaciones de video. Para lograrlo, se muestran resultados de un estudio cualitativo desarrollado en un curso de formacin de profesores de ingls como lengua extranjera en Brasil. Los resultados indicaron que la supervisin colaborativa fue eficiente frente a la adversidad de contextos educativos. Se concluy que los estudiantes-profesores que observaron sus acciones pedaggicas a travs de videos se volvieron ms reflexivos y lograron autoevaluarse, ya que hacan un profundo anlisis de su prctica. Con supervisin colaborativa, se alienta a futuros profesores a reconocer y comprender las complejidades de la enseanza y aprendizaje local y globalmente.


  Palabras clave: reflexin colaborativa, sesiones de post-observacin, supervisin docente.

  


  Introduction


  Within the context of language teacher education, teaching practice has been analyzed from different perspectives. Traditional perspectives conceive it as training, that is, a teaching activity is a moment to exteriorize the knowledge and skills acquired by teachers, who should demonstrate efficiency when applying techniques and strategies in their language classrooms (Freeman, 2009).


  Burns and Richards (2009), Richards (1998), Wallace (1991), Williams (2001), and Zeichner (2008) argue that categorizing professional teacher preparation as training reduces teacher education to the mere application of strategies and techniques created and sustained by external researchers who are distant from the needs and particularities of a determined educational context.


  In reflective language teacher education, teaching practice occupies a relevant formative place because it is seen as one of the main scenarios for systematic observation, analysis, reflection, assessment, and action concerning language teaching and learning. In addition, it has become a context in which prospective teachers can reflect on their own practice, aiming at language teaching, learning optimization and continuous self-professional development. According to Gebhard (2009), other teaching practice objectives in initial teacher education include developing teachers knowledge about school and classroom realities, improving teaching abilities and competences for professional practice, stimulating systematic observation and reflection about their pedagogical actions, and providing opportunities for future teachers to engage in collaborative projects.


  Given that teaching practice is a relevant context for observation, analysis, and reflection, teacher supervision plays an important role in this process because it should be able to stimulate student teachers to reflect on their own practice if they take the leading role in problem solving and decision making (Burns & Richards, 2009). Alarco, Leito, and Roldo (2009) affirm that different supervision approaches are directly related to conceptions of teacher education. Because there are various models of language teacher supervision, it is relevant to distinguish supervision for developmental purposes, which is often seen as collaborative model (Young, 2009, p. 2), and that for evaluative reasons, which is usually associated with prescriptive approaches.


  In this paper, I aim to present and discuss the roles of teacher supervisors according to different models of supervision, highlighting collaborative dialogue between supervisors and student teachers in post-observation sessions supported by video recordings based on results obtained in a qualitative study.


  One of the goals of this investigation was to understand how future teachers evaluated their pedagogical actions and how they justified their decisions and solved problems in their teaching practice. In order to attain this goal, student teachers classes were observed and video-recorded, and these recordings were used as input for post-observation reflective sessions with the researcher, who also played the role of a supervisor. It should be mentioned that for the purposes of this paper, only data involving class observations and post-observation sessions will be discussed because our main goal is to reflect on the collaborative dialogue between supervisors and student teachers when discussing their pedagogical actions during teaching practice in post-observation sessions enhanced by videotaped lessons.


  The research data included teaching practice reflective journals, video-recorded class observations, and post-observation reflective sessions. Class recordings are commonly used in teacher supervision to supplement observations and to enrich post-observation conferences (Sewall, 2009). Based on Sewalls point of view, these recordings were used to support discussions and reflections between student teachers and their researcher/supervisor.


  In the next sections, some relevant topics concerning teaching practice in language teacher education will be presented in order to discuss different models of supervision and supervisors roles. Then, we will briefly describe the investigation design to examine information regarding its rationale, methodology, and the instruments used for data collection. After that, some of the collected data and results for student teachers teaching practice and post-observation sessions will be discussed.


  Teaching Practice in Pre-Service Language Teacher Education


  In this section, we will present various authors and their conceptions of reflective teaching. Then, the purposes and characteristics of teaching practice in teacher education courses in Brazil will be briefly discussed.


  Previous studies (Batista, 2007; Celani, 2000; Sturm, 2008; Vieira-Abraho, 2001) have indicated that English as a foreign language (EFL) teacher education courses still struggle to coherently balance theory and practice in order to enable future teachers to reflect critically on their pedagogical decisions and to theorize from their own practice by conducting their own studies. As Kumaravadivelu (2006) argues, reflection and autonomy are key ways for teachers to become researchers in their own classrooms. When they recognize their potential to theorize from their own practice and practice what they theorize through observation, analysis, and evaluation, they become able to engage in continuous self-professional development.


  According to Wallace (1991), Zeichner (2001), and Zeichner and Liston (1996), reflective teaching can promote the ability of teachers to use tools to critically analyze and initiate changes in educational contexts. As a consequence, teachers are empowered with knowledge, skill, and autonomy (Tudor, 2001, p. 23) to become engaged in their own professional development as well as active participants in decision making when they face the complexity of language teaching and learning.


  We believe that teachers have conditions to solve problems regarding their educational practice, as Zeichner and Liston (1996) affirm. As stated by the authors, reflective teachers are capable of examining their own practice and recognizing intrinsic values attributed to their teaching in both institutional and cultural contexts.


  The above-mentioned perspectives of reflective teaching will be taken into account to closely examine the school-based experience during pre-service teacher education courses. In our particular context, teaching practice is developed in public schools (Junior High and High Schools), and Brazilian educational legislation demands 400 hours of teaching practice including classroom observations, theoretical study in teacher education courses, and reports on teaching practice. The main objective of teaching practice in pre-service teacher education courses in Brazil is to insert future teachers into school contexts so they can observe and experience educational realities.


  Bailey (2006) states, teaching practice is a component of many professional preparation programs for teachers. It is predicated on the assumption that novice teachers need guided practice in learning how to teach (p. 233). Normally, the student teacher is placed with an experienced teacher who teaches a particular subject in a school. This future teacher is also supervised by a supervisors and/or educators of the teacher education program based in the students university.


  For Hiebert, Morris, Berk, and Jansen (2007) the practicum experience is an opportunity to learn from teaching because student teachers have subject matter knowledge and analytical skills that allow them to analyze teaching and its effect on students learning. Johnson (2009) argues that knowledge generated in practice teaching is organized around problems that emerge from practice and that are in contexts in which such problems are constructed. For this reason, analytical and reflective skills should be developed during pre-service courses so that future teachers are able to act autonomously in their classrooms and study their own practice (Kumaravadivelu, 2003).


  This idea of local knowledge is similarly supported by Birch (2009), who conceives local and global knowledge as glocalized pedagogy that honors the knowledge and experience of local teachers who are experts in the cultural and social resources for learning and the participants openness to learning (p. 134). According to the author, teachers should be empowered to be capable of looking at their own classrooms as a place to expand their practical and theoretical knowledge.


  In order to meet these objectives, future teachers need to be stimulated to (re)construct their knowledge and to reflect on their classroom practices during teaching practice. The role of supervisors is crucial in this formative process to ensure that this school experience leads to professional development.


  Given that the importance and relevance of teaching practice for initial teacher education have been made clear, the next section of this paper aims to present different language teacher supervision models. Then, supervisors roles in teaching practice will be briefly discussed.


  Language Teacher Supervision and Supervisors Roles


  In this section, we will discuss different supervision models and supervisors roles in these models. Then, some relevant aspects of the use of videos of classroom teaching will be presented.


  Before discussing teacher supervision models and supervisors roles in teaching practice, it is important to present our comprehension of supervision. This term has many distinct definitions, generally borrowed from the fields of general education and business and industry (Bailey, 2006). According to Kilminster et al. (as cited in Muttar & Mohamed, 2013), in broad terms, supervision can be defined as the provision of guidance and feedback on matters of personal, professional and educational development in the context of trainees experience taking place (p. 2).


  In language teacher education, Wallace (1991) established two different categories, general supervision, which is concerned with administrative aspects, and clinical supervision, which regards formative issues. The latter can be separated into a prescriptive approach and collaborative approach. According to the authors descriptions, clinical supervision focuses on teaching and other classroom aspects, and it implies a rejection of the applied science model and an acceptance of the reflective model of professional development (Wallace, 1991, p. 108). He understands clinical supervision as an interactive session between a supervisor and a teacher with the purpose of discussing and analyzing previously observed classroom teaching in order to promote professional development. It is relevant to mention that clinical supervision might be implemented in a variety of ways and that it is understood differently by some authors; this will be discussed later in this section.


  Bailey (2006) argues that language teacher supervision not only is concerned with positive aspects, such as helping language teachers achieve their professional development, but also includes less positive results such as providing negative feedback, ensuring that teachers adhere to program policies, and even firing them. Some of the supervisors responsibilities might involve visiting and evaluating other teachers, discussing their lesson with them, and making recommendations to them about what to continue and what to change (Bailey, 2006, p. 3). However, these are not the only activities for which supervisors are responsible; their duties also include teaching courses and dealing with administrative tasks in teacher education programs.


  According to Wallace (1991), a supervisor is anyone who has . . . the duty of monitoring and improving the quality of teaching (p. 107) teachers in a given educational context. In addition, Gebhard (1990) states that supervisors are responsible for directing teachers teaching, offering suggestions, modeling teaching, advising teachers, and evaluating teachers teaching.


  Sewall (2009) adds that supervisors also have to address another challenge because they play a dual role; they serve as mentors, guiding teachers, and as evaluators, assessing their teaching practice. Furthermore, the author states that the term supervisor has a hierarchical connotation because it carries the meaning of an expert and novice relationship. We strongly defend a genuine collaborative and reflective environment between supervisors and supervisees.2 From our point of view, to comprehend this supervisor and supervisee relationship as a hierarchical one can be threatening or even negative, and it might not be beneficial to teacher development (Kayaoglu, 2012).


  In teaching practice, this hierarchical idea of placing student teachers with an experienced teacher to observe and learn can be seen as an illustration of the craft model previously discussed by Wallace (1991). The author explains that according to this model, wisdom of the profession resides in an experienced professional practitioner: someone who is an expert in the practice of the craft (p. 6), and it is expected that trainees learn by imitating the experts techniques and instructions. It is noticeable that within this model of teaching practice, supervision tends to reside in prescriptive approaches.


  There are various models of language teacher supervision; therefore, it is important to distinguish supervision for developmental and evaluative purposes. The former is generally seen as a reflective and collaborative model, and the latter is usually associated with prescriptive approaches (Young, 2009).


  Bourke (2001) presents four different models of teacher supervision previously described by Tanner and Tanner (as cited in Bourke, 2001): inspectional, production, clinical, and developmental. According to the first model, supervisors are inspectors, and education is perceived as strict adherence to governmental policies, methods, and materials. The production model adopts a production-efficiency approach to education in which teachers are similar to factory workers who are responsible for preparing their students for institutional assessments. In the clinical model, a supervisor observes a lesson and discusses teaching events in a face-to-face interaction with the teacher to analyze teaching behaviors and activities. This model usually involves pre-observation conferences, and the actual observations, analysis, and strategies to be used in supervision conferences and post-conference analysis. However, there are some problems with this model because it assumes that elements of teaching events can be identified and classified by observing student teachers, and it also focuses on classroom instruction, ignoring curricular development and educational planning. According to this model, teachers should follow the instructions and techniques to be applied in their language classrooms in order to be considered efficient teachers.


  The fourth modelthe developmental modelis defined as a cooperative problem-solving process, aiming at stimulating discovery, inquiry, and problem solving. It goes beyond specific teaching points and provides a creative and collaborative learning environment.


  Bailey (2009) presents some other models of supervision based on Freemans models of intervention, which include the directive, nondirective, and alternative options (Freeman as cited in Bailey, 2009). First, it is important to mention that Freeman(1990) cites supervision as intervention, assuming that it presupposes that future teachers can benefit from the input and perceptions of a teacher educator (which is what we understand as feedback). According to the author, in directive forms of supervision, the teacher educator makes comments on student teachers practice and gives them suggestions to be implemented in their classrooms. The main objective is to improve the teachers performance according to the supervisors criteria or to a (pre)conceived lesson structure. In the alternative form of intervention, the teacher educator selects an issue from classroom teaching to be discussed with student teachers and gives them some alternatives to solve this problem in their teaching. The purpose of this model is to improve student teachers decision making and to develop their ability to articulate their knowledge and experience by providing informed choices. Then, in non-directive supervision, the teacher educator gives student teachers the opportunity to make their own choices without inferring or directing them so that the student teachers can find their own solutions. The models main goal is to provide the student-teacher with a forum to clarify perceptions of what he or she is doing in teaching and for the educator to fully understand (Freeman, 1990, p. 112). This does not necessarily mean that the teacher educator has to accept future teachers points of view or to agree with them.


  Gebhard (1990) expands these models proposed by Freeman (1990) by including another three models: collaborative supervision, creative supervision and self-explorative supervision. In the collaborative model, the supervisor and the teacher work together to find a hypothesis and to identify teaching and learning problems. The supervisor participates in student teachers decisions, trying to establish a sharing relationship, instead of directing the student teachers. The creative supervision model is defined as the combination of the other four models (directive, nondirective, alternatives, and collaborative) to approach teachers specific needs in their educational context. It presupposes freedom and creativity because it allows for a combination of supervisory models, shifting supervisory responsibilities from the supervisor to other sources because it involves an application of insights from other fields not found in any of the other models. Additionally, the self-explorative model can be interpreted as an extension of the creative supervision model because it allows both teachers and supervisors to gain self-awareness through observation and exploration, as they both explore teaching through observation of their own and others teaching in order to gain an awareness of teaching behaviors and their consequences, as well as to generate alternative ways to teach (Gebhard, 1990, p. 163).


  Regardless of the supervision model adopted in teacher education programs, supervisors should understand that these interactions might influence and shape teachers thinking and behavior, as argued by Cheng and Cheng (2013). As teacher educators and researchers, we should bear in mind that teachers perceive supervision differently because their experiences are influenced by their personal values and beliefs related to language teaching. We strongly believe that due to these factors, teachers might benefit distinctly from these interactions.


  Within these different models of supervision, according to Chamberlin (as cited in Young, 2009), an effective supervisor should develop a clear program to improve student teachers performance and to nurture best practices through a process of reflective questioning. We defend that the role of the supervisor is to support teachers pedagogical knowledge construction through collaborative discussions of their pedagogical practice.


  These discussions can be enriched with class video recordings, which can be used as a tool to supplement post-observation sessions, as argued by Sewall (2009) and Sherin and van Es (2005). Historically, videos have been used in teacher education for different purposes since the 1960s, including micro-teaching, interaction analysis, video-based cases, and video club meetings (Sherin & van Es, 2005). Among these different uses and purposes of videos, one feature stands out: they provide easy access to classroom interactions and events that would be impossible to remember without such a tool.


  Sewall (2009) recommends that videotaped lessons be analyzed by teachers and supervisors cooperatively in order to be an effective instrument for pedagogical development. The author also defends the relevance of using videos in post-observation sessions because they allow for a more focused discussion of the lesson, as future teachers are able to revisit specific details of their teaching.


  In the next sections, the rationale and the research design will be briefly presented in order to discuss and analyze the interaction between teachers and supervisors in collaborative post-observation sessions with the support of video recordings of teaching practice.


  Rationale


  This paper is mainly concerned with language teacher supervision, as it proposes the discussion of teacher supervisors roles in different supervision models of teaching practice, emphasizing the importance of the collaborative dialogue between teachers and supervisors supported by video-recorded classes in post-observation sessions.


  Another indirect research objective we expect to address in this study is reflecting on the problem of teacher supervision concerning what goes on during and what happens afterwards these interactions, as it is rarely reported and analyzed, as indicated by Cheng and Cheng (2013, p. 4). Often, teachers receive feedback from their supervisors, indicating the need for changes in their classroom practices; however, they find difficulty in implementing such changes.


  Bearing this background in mind, we agree with Vieiras (2009) affirmations on the importance of pedagogical supervision based on a critical pedagogy view. For this author, through this critical perspective on teaching practice and supervision, it is possible to transform pedagogical action, making it more conscious and deliberative and, thus, more susceptible to change, allowing for the recognition of its complexity and uncertainty. Therefore, the main goal of student teachers pedagogical supervision is to support and help them to become supervisors of their own practice, supplying them with the will and ability to (re)conceptualize their pedagogical knowledge and to participate, individually and/or collectively, in the (re)construction of school pedagogy.


  We believe this is a form by which future teachers could be stimulated in their initial teacher education courses to become investigators of their own pedagogical practice. By studying their own classrooms, they can improve their abilities to (re)construct their knowledge about language learning and teaching process, aiming at a better comprehension of the complexities involved in this process in real school situations.


  By the same token, Pimenta (2009) agrees with this relevance of teaching practice in teacher education, as she considers teachers practice and school pedagogy to be the starting and ending points of initial teacher education courses. Future teachers should be stimulated to reframe formative processes from the reconsideration of the knowledge needed to teach, putting pedagogical and school teaching practice as an object of analysis (p. 17 [trans.]).


  However, some initial teacher education courses tend to fail in efficiently preparing teachers for different educational realities, and as a consequence, the professionals certified in these institutions begin working in school contexts without knowing how to address obstacles they find in their classrooms, as Batista (2007) concluded in his research on teaching practice and teacher education.


  According to Zeichner (2003), the lack of attention to teaching in social contexts in addition to reflective practice taken as an individual action encourage teachers to think of their problems as exclusively theirs, with no relation to other teachers problems or no connection to educational systems (p. 45 [trans.]). Thus, teachers are unable to engage in a critical analysis of school situations in which they live, as they only worry about their individual flaws.


  This problematic scenario may have its origins in teacher education models in which there is a prevalence of transmission processes concerning knowledge production and recurrence of theoretical and practical dissociation (Lenoir, 2006). Therefore, we support the idea that initial teacher education should contribute to the development of a personalized reflective practice, appraising not only positive aspects but also small unsuccessful actions in everyday school practice.


  Investigation Design and Methods


  The goal of the main study partially described here was to discuss the complexity of the pedagogical knowledge (re)construction process, attempting to understand prospective teachers pedagogical strategies used to cope with problems in their teaching practice. Bearing this in mind, the objective of this paper is to discuss part of the collected data focusing on different supervisors roles in distinct models of supervision and to reflect on the collaborative dialogue between teachers and supervisors in post-observation sessions supported by video recordings. Therefore, the main research design will be briefly presented, but only data concerning language teacher supervision, class recordings, and post-observation sessions focusing on the collaborative and reflective interactions between the researcher/supervisor and student teachers will be examined.


  The investigated context was a five-year Initial Teacher Education Course offered at night by a public university located in the state of Sao Paulo. The subjects offered to future English teachers aimed at the construction of communicative competence with the development of oral and written skills and the understanding of constituent elements of language teaching and learning. This course study was executed in teaching practice classes, which focused on the discussion, reflection, and consolidation of theories and variables regarding foreign language teaching and learning. According to Brazilian educational legislation for teacher education courses, teaching practice should be completed in 400 hours through different activities that normally include the observation of an experienced teacher in a real school context, future teachers teaching practice, theoretical and practical classes at a university, and the elaboration of reflective reports about this experience supervised by a teacher educator. The participants of the main study were six student teachers (of both genders and ranging from 20 to 24 years old) and the teacher educator, but for the purposes of this paper, interaction excerpts only with two future teachers will be presented.


  Student teachers answered a questionnaire in the beginning of the study. Considering their previous language learning experiences, their responses revealed that their years of study of the English language ranged from two to eight years, and learning contexts covered mainly language schools and private tutoring. Only one student had previous formal contact with the English language, which occurred in public school. Of these six student teachers, four had previous English teaching experience, and the other two had Portuguese language teaching experience at the time of the data collection.


  The teacher educator has a degree in Literature (Portuguese and English), as well as an MS and a PhD in Linguistics, and he has taught Teaching Practice in the investigated teacher education course since 2002. His research fields include English and Portuguese teaching and learning and initial and continuing language teacher education.


  With the objective of supporting prospective teachers language learning and their construction of teaching knowledge through collaborative discussions of their pedagogical practice, class video recordings were used in teacher supervision to supplement observations and to enrich post-observation sessions. By using videos, pre-service teachers were provided with opportunities to observe their pedagogical activities and to become more reflective, as they could analyze their own practice more deeply. The researcher played the roles of teacher supervisor and teacher educator because she observed and video-recorded student teachers classes and provided feedback in collaborative and reflective post-observation sessions.


  This investigation can be characterized as qualitative (Erickson, 1991; Larsen-Freeman & Long, 1991) because it emphasizes the description and analysis of events in a foreign language teacher education course, focusing on the meanings of those events for the participants (student teachers, teacher-educator, and teacher education researcher). This study can also be described as longitudinal because data collection was completed during two semesters in 2008 and 2009.


  To guarantee the validity and reliability of this investigation, data collection and analysis were based in the use of the instruments and procedures shown in Table 1.
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  Discussion


  The primary sources of information for this study were student teachers class observations and recordings, post-observation reflective sessions, and reflective journals. For their teaching practice, future teachers taught EFL classes in pairs in regular schools (Junior High and High School). First, their classes were observed by the researcher/supervisor and video-recorded, and copies of the recordings were given to the student teachers so they could watch their class with the teacher educator and highlight interesting aspects of their teaching. The researcher/supervisor also chose relevant excerpts from their classes to be analyzed and discussed in post-observation sessions, which were also video-recorded. These sessions took place in the university context a few days after the class was observed by the teacher. To initiate the discussion, the researcher/supervisor posed questions about prospective teachers impressions of the recorded class, indicating both positive and negative aspects of their lessons. Post-observation sessions were mainly concerned with the reflection on their pedagogical practice in order to investigate student teachers ability to identify and to solve problems faced in their classroom practice. The main topics discussed with student teachers involved teaching approaches and procedures, teachers and students roles, grammar instruction, vocabulary teaching, coherence between activities and teaching objectives, and self-evaluation.


  In one of these post-observation sessions, two future teachers, Henry and Fred,3 mentioned after watching their first class recordings that their classroom procedures were mainly ruled by grammar-translation techniques and that their activities were teacher-centered. They were surprised to see that they were reproducing teaching models they did not believe in or support, as they realized that their pedagogical discourse diverged from their classroom practices. These future teachers concluded that having the opportunity to watch their classes and to reflect on their own practice helped them identify and solve pedagogical problems in their classrooms.


  The example of these two student teachers confirms Johnsons (2009) assumption that maintaining these types of dialogue and reflection with teachers makes them actively link theoretical knowledge to their experiential knowledge, stimulating them to reorganize their pedagogical knowledge as they create new forms of interpreting their classroom practice.


  In the first classes taught by Henry and Fred, the proposed activities were teacher-centered, and students performed them individually. Vocabulary building was based on lists and translations, and grammar instruction was ruled by traditional perspectives because they conceived grammar structure as an object to be explicitly presented and decoded (Nassaji & Fotos, 2004), as we can see in the excerpts below in which student teachers corrected grammar-focused exercises:


  
    Excerpt 1

    Fred: Hes going to...?

    Student: Wash his hands

    Fred: His hands, as mos dele (translation in Portuguese), right? (Class 1)
  


  
    Excerpt 2

    Fred: My would be what kind of pronoun? Can you tell me?

    Student: Possessive?

    Fred: Possessive, right? (Class 1)
  


  Bearing these actions and procedures in mind, during their first post-observation sessions, the student teachers mentioned the following issues:


  
    Excerpt 3

    Fred: One of the things I think is that the class was not dynamic, which is a negative aspect. The whole class, we stood there talking, practically just talking.

    Researcher/Supervisor: And what do you think of that?

    Fred: I think that because of the theme and the varied student levels, I think its hard to work with other forms, but I think it would be positive to try to change something.

    Researcher/Supervisor: What would you change?

    Fred: I think that there must be reading, but I think we have to try to do it a little bit more dynamically. I dont know, I think we could try to work with reading in a different way...maybe give students an activity that they would have to work in pairs or in groups, so they could work alone, helping one another, then I think it would be more dynamic for them.

    Henry: Oh, I think it would be better.

    Fred: They would know each other a bit more and I think that they are still too shy and it would help in classroom dynamics. (Post-Observation Session 1)
  


  It was interesting to notice that Henry and Fred perceived something wrong in their lessons, as they commented that the lessons needed to be more dynamic. The proposed activity to place students in pairs or in groups would make their lessons more student centered and would favor students interaction. In their next lessons, they implemented these changes, so the activities were performed in pairs and in groups and focused on reading and discussing a text using reading strategies. Students had to try to solve the comprehension questions on their own without using a dictionary. To correct the activity, the student teachers suggested that students check their classmates answers, using peer correction instead of teacher correction.


  In the second post-observation session, the student teachers compared their first lessons to the activities proposed and the changes they implemented:


  
    Excerpt 4

    Henry: We changed our view of our students, we trusted them and we did one activity.

    Fred: We did one activity in which they had to do it on their own, without our help, because we were bringing activities and correcting them together with students, reading with them, teaching grammar and such . . . so, we proposed an activity with comic strips so they could do it on their own to give them more autonomy that we detected we were not favoring.

    Researcher/Supervisor: And what did you think of this activity?

    Fred: I think that the result was good. First, because they had contact with something different from what we were doing, translating word by word, which was something we didnt want to do, but we were doing . . . Maybe it wasnt perfect, but there was an improvement, an evolution . . . and students started to participate more, and I think they are feeling more confident. (Post-Observation Session 2)
  


  According to Henry and Fred, their new activities gave more autonomy and confidence to their students, who participated more actively in their lessons. They criticized their teaching performance in their first lessons, and they believed the implemented changes brought about more positive results. At the beginning of their teaching practice experience, their lessons were structured on teacher presentation and explanation, students activities, and teacher correction. After the collaborative and reflective post-observation sessions, the activities they proposed in their classrooms involved discussions in pairs and in groups and peer correction.


  In teaching practice classes at the university, the student teachers mentioned that due to the heterogeneity of students language levels, they did not know how to proceed, and because of this difficulty, they ended up proposing teacher-centered activities. In his reflective journal, Fred compared the experience of observing an experienced teacher and his own teaching:


  
    Excerpt 5

    I could notice how hard it is to (self)reflect on our own pedagogical practice. It is much easier to observe and tell where the other teacher was wrong, than to envision where we were wrong. Even though it is hard, this should be an exercise that we should always do, because it helps us improve our work as teachers. (Reflective Journal 1)
  


  It can be seen that Fred considered self-evaluation and reflection on his own practice as a necessary activity for his professional development because it can improve his performance as a teacher. He emphasized self-reflection on his teaching activities in the classroom as a way to (re)construct his own practice, fostering continuous professional development.


  Table 2 summarizes student teachers pedagogical activities and procedures during their class observations and feedback sessions, indicating the reasons for their actions with our interpretation of possible sources of previous knowledge to address their classroom needs and teaching problems.


  [image: ]


  In order to justify their pedagogical actions and procedures in the language classroom, the student teachers were influenced by their personal values and intuition about language teaching and learning, previous language learning experiences, theoretical and practical knowledge, and research skills. These elements relate to different levels of reflection. When based on informal knowledge constructed by experiences and intuition about language teaching and learning, future teachers are oriented by practical reflection (Liberali, 2008). However, when they present explanations based on research skills and theoretical and practical knowledge constructed throughout their teacher education course, they are guided by critical reflection.


  We support the argument that teachers need both theoretical and practical knowledge and research skills to engage in continuous professional development and in the production of knowledge about the language classroom. This way, teachers will be able to question education activities and educational contexts, oriented by critical reflection (Kumaravadivelu, 2006).


  Another interesting aspect regarding these reflective and collaborative post-observation sessions enriched by video-recorded lessons is that future teachers actively participated in the lesson discussion and analysis. They contributed to the majority of the reflective comments, which shows their development of autonomy, similarly to Sewalls results (2009). In these sessions, both supervisors and supervisees had the chance to highlight relevant aspects to be collaboratively discussed and analyzed, which favored equal dialogues without hierarchical connotations between the expert and novice teacher, as one of the participants mentioned in his reflective journal:


  
    Excerpt 6

    It is important to emphasize that what helped us in these reflections was the participation of the researcher in our teaching practice activities, because she discussed with us throughout our course how our classes were taught. (Freds Reflective Journal 1)
  


  The results indicated that pre-service teachers with opportunities to observe their pedagogical actions through videos were able to become more reflective and to provide deeper analysis of their practice in collaborative post-observation sessions. It was also observed that due to the use of videos, student teachers could distance themselves from their own practice, which contributed to their analysis of and reflection on their pedagogical actions.


  Conclusions


  In this section, we will present the conclusions of this study, pointing out some positive aspects of the collaborative and reflective dialogues generated in post-observation sessions with the use of video recordings in teaching practice. Then, some limitations of this study will be presented.


  Through self-evaluation and reflection in video-supported post-observation sessions, future teachers were able to analyze their pedagogical practice, (re)constructing it to favor their students language-learning process and contributing to their professional development as educators. They tried to understand the reasons behind their pedagogical actions, indicating possible ways to change language teaching and learning situations according to the needs of their educational contexts.


  As both teachers and supervisors collaboratively analyzed class video recordings, an equal and supportive relationship between them could be developed. Furthermore, by viewing their lessons, teachers were able to experience a different reflective practice, as they developed new ways to examine their classrooms and to critically self-evaluate their pedagogical actions. During the reflective and collaborative post-observation sessions, the student teachers established connections with theoretical course content, previous learning and teaching experiences, and their personal knowledge when analyzing their pedagogical actions in videotaped lessons.


  Through collaborative supervision, future teachers were able to engage with their own professional development and become active participants in decision making regarding the complexity of language teaching and learning. They could also investigate their own pedagogical practice, aiming at a better comprehension of the language-teaching process in real school situations, as they were able to look at their own classrooms as a place to expand their practical and theoretical knowledge.


  Figure 1 summarizes the different dimensions involved in student teachers pedagogical knowledge (re)construction after video-supported post-observation sessions.
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  During the sessions, it was possible to note that student teachers who observed their pedagogical actions through videos became more reflective and self-evaluative, developing their investigation skills, as they identified problems and searched for answers. When searching for these answers, they were influenced by their previous language-learning and teaching experiences and by theoretical and practical knowledge concerning language teaching and learning. It is important to recognize that this knowledge is viewed differently according to their personal values and intuitions of what works in an EFL classroom. We believe future teachers also considered their learners objectives, taking variables of educational contexts into account when implementing changes in their teaching practice.


  Thus, we conclude that with collaborative supervision, teacher candidates can be encouraged to identify and understand the complexities of language learning and teaching locally and globally, instead of formulating technical and universal solutions that might not cater to the specific needs of different educational contexts.


  One of the limitations of this study was that the researcher/supervisor did not observe prospective teachers classes over an entire school year and that other relevant aspects of language teaching could have been discussed with more collaborative and reflective sessions and videotaped lesson debriefings. It is also important to implement these practices in other contexts of teacher supervision, involving more teachers and supervisors to analyze the similarities and differences of the results obtained. In addition, all classes were observed and videotaped by the researcher/supervisors. It would be interesting to suggest that teachers themselves record their lessons, delegating them more auto-nomy in this process.


  Collaborative supervision through videos of classroom teaching can be implemented in other teacher education programs, but the particularities of those contexts should be analyzed in order to make this suggestion feasible for both supervisors and student teachers because it demands extra time from teaching practice classes. Another important aspect to consider in its implementation is related to teacher education course curricula, which need to guarantee formative spaces for the use of video programs aiming at teachers professional development.


  Furthermore, supervisors should be able to develop strategies to improve student teachers teaching practice and nurture reflective practice. They are also expected to support teachers language learning and teaching knowledge construction through collaborative reflections on their pedagogical practice. Because of these responsibilities, they should be highly qualified and experienced, as they need to be knowledgeable about teacher supervision, constructive feedback and collaborative projects in teacher education.

  


  1This article is based on the PhD study entitled, The process of pedagogical practice (re)construction of pre-service English language teachers, which was supervised by Prof. Dr. Maria Helena Vieira-Abraho and financed by FAPESP (number 08/53911-2).


  2The term supervisee is used by Ho (2003), and it refers to future language teachers supervised by a teacher educator.


  3Pseudonyms created by the researcher.
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  This qualitative descriptive study aimed to ascertain the extent to which classroom management constituted a problem among pre-service foreign language teachers in a teacher education program at a public university in Colombia. The study also sought to identify classroom management challenges, the approaches to confronting them, and the alternatives for improving pre-service teachers classroom management skills. The results revealed that classroom management is a serious problem with challenges ranging from inadequate classroom conditions to explicit acts of misbehavior. Establishing rules and reinforcing consequences for misbehavior were the main approaches to classroom management, although more contact with actual classrooms and learning from experienced others were alternatives for improving classroom management skills.
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  Este estudio cualitativo descriptivo busc determinar en qu medida el manejo de clase constituye un problema para docentes practicantes de lenguas extranjeras en un programa de licenciatura en ingls en una universidad pblica Colombiana. El estudio busc identificar los desafos de manejo de clase, el enfoque para afrontarlos, y las alternativas para mejorarlos. Los resultados revelaron que el manejo de clase es un problema serio que va desde condiciones inadecuadas del saln hasta actos explcitos de indisciplina. Establecer reglas y consecuencias por indisciplina fueron el principal enfoque de manejo de clase mientras que mayor contacto con sitios de prctica y aprender de otros con experiencia fueron alternativas de mejoramiento.
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  Introduction


  The student teaching practicum, which constitutes the first time many students in teacher education programs actually teach in real classrooms, is considered an opportunity [for pre-service teachers] to apply theoretical knowledge and skills, previously gained in the [teacher education] classroom, to authentic educational settings (Williams, 2009, p. 68). However, this practicum generates various challenges that pre-service teachers will face. Issues such as overcrowded classrooms, students at different levels of language proficiency (Sarioban, 2010), classroom discipline, assessing students works, the organization of class work, relationships with parents, and insufficient and/or inadequate teaching materials (Veenman, 1984, p. 143) often plague teachers when they first enter the teaching profession.


  Soares (2007) claims that teacher educators overlook the issue of classroom management by putting forward theories and pedagogy that revolve around the concept of ideal learners. This leaves pre-service teachers with a sense of hopelessness and with little but their intuition to guide them (Soares, 2007, p. 43) in coping with disruptive situations and incidents in their classrooms. Although teacher education programs cannot hope to account for all the different types of settings and conditions beginning teachers will inevitably encounter (Farrell, 2006, p. 212), it is their responsibility to guide pre-service teachers into discovering alternatives and implementing strategies to deal with issues inherent to the teaching profession, including classroom management. This guidance eases their transition from teacher preparation programs to real classroom settings and thus increases their likelihood of success.


  We administered a questionnaire and interviewed pre-service teachers, practicum supervisors, and cooperating teachers in an English teacher education program to determine if classroom management constituted a problem and to identify classroom management challenges, the approaches used to confront them, and the alternatives for improving classroom management skills. Although this is not the first study to address the issue of classroom management in Colombia or elsewhere, it served to diagnose the problem of classroom management in this teacher education program.


  Review of the Literature


  The Teaching Practicum


  The teaching practicum has been defined as the major opportunity for the student teacher to acquire the practical skills and knowledge needed to function as an effective language teacher (Richards & Crookes, 1988, p. 9). A practicum experience can be classified as direct or indirect. In a direct experience, student teachers adopt a supervised or unsupervised teaching position in a real classroom, whereas in indirect experiences, they watch someone else teach the class (Cruickshank & Armaline, 1986). The participants in this study were engaged in a direct supervised teaching experience.


  According to Richards and Crookes (1988):


  
    The practice teaching typically begins with observation of the cooperating teacher, with the student [teacher] gradually taking over responsibility for teaching part of a lesson, under the supervision of the cooperating teacher. Supervision may take the form of occasional or regular visits by the supervisor, reports to the supervisor from the cooperating teacher or the student, peer feedback, or conferences with the supervisor. (p. 20)
  


  In relation to the support provided by schools and colleagues, Farrell (2003) showed that the transition from the teacher training institution to the secondary school classroom is characterized by a type of reality shock in which the ideals that were formed during teacher training are replaced by the reality of school life (p. 95). In learning to face this reality, pre-service teachers must face and address many types of issues and challenges including classroom management.


  Classroom Management: Definition and Causes


  Classroom management has been defined as the actions taken to create and maintain a learning environment conducive to successful instruction (Brophy, 1996, p. 5). It is also thought to consist of integrating four areas: establishing and reinforcing rules and procedures, carrying out disciplinary actions, maintaining effective teacher and student relationships, and maintaining an appropriate mental set for management (Marzano, 2003, p. 88). It follows that classroom management should not be seen as synonymous with classroom discipline; it involves those other aspects mentioned above that are equally inherent to teaching. Crookes (2003) similarly sees a well-managed classroom as a relatively orderly room in which whatever superficial manifestations of disorder that may occur either do not prevent instruction and learning, or actually support them (p. 144). What the above definitions of classroom management have in common is establishing an appropriate environment and therefore order in the classroom so that teaching and subsequently learning can take place.


  Classroom management has been regarded as a serious challenge for many pre-service and even in-service teachers (Balli, 2009; Quintero Corzo & Ramrez Contreras, 2011). The challenge stems from many possible issues involved in managing a classroom. Brown (2007) affirms that classroom management involves decisions about what to do when:


  
    	You or your students digress and throw off the plan for the day.


    	An unexpected but pertinent question comes up.


    	Some technicality prevents you from doing an activity.


    	A student is disruptive in class.


    	You are asked a question to which you do not know the answer.


    	There is not enough time at the end of a class to finish an activity that has already started.

  


  In regards to the impact of classroom management on the teaching practicum, Stoughton (2007) revealed that classroom management was identified by pre-service teachers as a subject about which there is a fairly wide disparity between what is taught in university classes and seminars and the theoretical construct upon which many behavioral plans are based (p. 1026). Equally important are the specific problems pre-service teachers find during their practicum. These may include disruptive talking, persistent inaudible responses, sleeping in class, unwillingness to speak in the target language (Wadden & McGovern, 1991), insolence to the teacher, insulting or bullying other students, damaging school property, refusing to accept sanctions or punishment (Harmer, 2007, p. 126) and lack of interest in class (Soares, 2007).


  Even though classroom management is an area of interest and preoccupation for pre-service language teachers, it has not been extensively researched in Colombia. Chaves Varn (2008), in looking at the strengths and weaknesses in a teaching practicum, found that student teachers were not being properly trained to manage a classroom, and Insuasty and Zambrano Castillo (2011) identified classroom management as one of the most commonly discussed issues during the feedback sessions between supervisors and pre-service teachers.


  Castellanos (2002) found that factors such as the environment and teachers attitudes were among the causes of childrens aggressive behavior when playing competitive games in the English classroom. This study highlighted students self-esteem and teachers fair treatment in class as elements that might help teachers to maintain positive atmospheres in their classrooms. Prada Castaeda and Zuleta Garzn (2005) also identified some of the difficulties (e.g., giving instructions, introducing the topic, managing the classroom) that four primary school pre-service teachers had in their practicum and the strategies they used to deal with them (e.g., reflecting on their own experiences and knowledge, setting objectives for immediate action, and examining whether or not their actions had been successful).


  In a more recent study, Quintero Corzo and Ramrez Contreras (2011) sought to help teacher-trainees overcome indiscipline in the English as a foreign language (EFL) classroom. They found heterogeneous classes, lack of academic interest, affective factors, parental neglect, and education policies as reasons for indiscipline in EFL classes. Some of the strategies participants claimed to be effective in coping with discipline problems were:


  
    	Making instructions clear and giving them before grouping students.


    	Keeping learners busy, always giving them something to do within the allotted time.


    	Managing time wisely.


    	Preparing and including attractive materials.


    	Stating rules for class procedures and activities, emphasizing the consequences for breaking the rules.


    	Giving the students responsibilities.


    	Changing activities frequently.


    	Monitoring students by walking around the classroom.


    	Respecting differences among learners, considering their backgrounds and learning paces and styles. (Quintero Corzo & Ramrez Contreras, 2011, p. 68)

  


  These studies have helped to consolidate a rather scarce but growing body of research in the area of classroom management in English language teaching in Colombia. This phenomenon has become a prominent challenge for many pre-service teachers who are about to enter the teaching profession. These teachers constantly struggle to implement strategies to reduce the negative impact of poor classroom management in their practicum.


  Classroom Management Models and Approaches


  A number of approaches have been proposed to help teachers address classroom management in their lessons. Wolfgang and Glickman (1986) talked about three categories for problem solving in classroom practice: relationship/listening, rules/rewards, and confronting/contracting. The first stresses the need for a facilitating environment in which the teacher supports students inner struggles to solve problems in class. The second focuses on the teachers taking control of the environment, and rewards, rules, and punishment are used to ensure students appropriate learning behavior. The third emphasizes the teachers constant interaction with the students, both working together to arrive at joint solutions to problems of misbehavior; students are encouraged to take responsibility for their actions but need the active involvement of a kind but firm teacher (Wolfgang & Glickman, 1986, p. 19).


  Other models for classroom management include the assertive discipline model (Canter & Canter, 1976), which suggests that at the beginning of the year, teachers must establish a discipline plan that includes rules and procedures and consistently apply consequences for misbehavior, and the withitness and overlapping model (Kounin, 1970), which focuses on teachers constantly scanning the whole classroom to assess if students are paying attention or doing what they are supposed to, also known as eyes in the back of his head (Kounin, 1970, p. 81). This model also highlights overlapping, or what the teacher does when he has two or more matters to address at the same time. Another model is the choice theory model (Glasser, 1990), which sees teachers as leaders and attempts to rid them of the thought that if students are not punished, they do not learn. Teachers are urged to help students make good decisions and to remind them that they are capable of performing and behaving well in class. This model also encourages teachers to conduct class meetings whenever they deem it necessary so that students can evaluate themselves and design plans for improvement.


  Weber (as cited in Pellegrino, 2010) similarly talks about three authority types: traditional, which involves students following the teachers management based on cultural learned behaviors; legal/rational, through which the teacher establishes his authority after creating and reinforcing a set of values and rules whereby obedience is not owed to the individual, but rather the impersonal order instead; and charismatic authority, which relies on personal devotion to the figure that possesses the qualities exalted by the followers (Weber as cited in Pellegrino, 2010, p. 64).


  Such models and approaches helped us to characterize the issue of classroom management in the present study and to answer the research question related to how pre-service teachers currently deal with classroom management issues in the practicum. Although it is not our goal here to fully advocate a particular approach to managing the classroom, we are more inclined to consider views such as Wolfgang and Glickmans (1986) confronting-contracting perspective, Glassers (1990) choice theory model, and Webers legal/rational authority based on rational values and established rules. Nonetheless, we must highlight that no classroom management style or approach should be fully adopted or constructed without taking into serious consideration the characteristics of the teaching setting. The present study may help teachers to determine which approach or model best fits the needs of their particular contexts.


  Method


  This study followed a qualitative descriptive orientation in that it involved interacting with people in their social contexts and talking with them about their perceptions (Glesne, 2011) regarding classroom management. Accordingly, the study considered participants views initially gathered through a questionnaire and then further explored them via semi-structured interviews. The study was conducted in the context of an undergraduate EFL teacher education program at a public university in Colombia. Students enrolled in this program had to take 147 credits to be certified as EFL teachers. The program curriculum was organized into three large formation fields: Discipline Specific, Teacher Professional Identity, and Socio-Cultural Identity & Development (Trans.). The first of these sought to help students develop their communicative competence in English, and the third aimed at developing students socio-humanistic competencies. However, it was the second fieldTeacher Professional Identitythat focused directly on the areas of pedagogy and didactics. These areas involved courses such as general pedagogy, methods, and the teaching practicum.


  Within the field of Teacher Professional Identity, students had to complete two practicum periods, which were meant to give them the possibility of gaining experience by teaching English for one academic semester at a primary school and another one at a secondary school, both usually located in the same city where the teacher education program was offered. As stated in the course objectives of the teaching practicum syllabus, this teaching experience gets pre-service teachers involved with aspects such as lesson planning, teaching skills, students assessment, extra-curricular activities, use of resources, and reflection and self-evaluation (Universidad Surcolombiana, 2004, p. 2, [Trans.]).


  Pre-service teachers are placed in a school in mutual agreement with the practicum coordinator. Cooperating teachers are then chosen according to the courses available at each school and whether or not they accept to work with a pre-service teacher throughout the semester. Finally, practicum supervisors are appointed by the practicum coordinator based on their availability and workload regulations established by the university. Typically, practicum supervisors must observe pre-service teachers and meet with them at the university to give them feedback on lesson plans and observations at least once a week.


  The questions that guided this study were as follows:


  
    	To what extent is classroom management perceived as a problem for pre-service teachers in their practicum?


    	What classroom management challenges do pre-service teachers typically encounter in their practicum?


    	What characterizes the approach pre-service teachers use to deal with classroom management issues in their practicum?


    	What are participants views of possible alternatives for improving pre-service teachers classroom management skills throughout their EFL teacher education program curriculum?

  


  Participants


  The study involved the participation of 34 pre-service teachers, 10 practicum supervisors, and 17 cooperating teachers in the EFL teacher education program. There were 20 female and 14 male pre-service teachers. Seventeen were in public primary schools and 17 in public secondary schools. Similarly, 18 of the 34 pre-service teachers were in their first practicum period, with the remaining 16 in their second period, which means that the latter group had one semester of accumulated teaching experience as pre-service teachers. Cooperating teachers (13 female, 4 male) and practicum supervisors (6 female, 4 male) were selected based on their extensive experience hosting and supervising pre-service teachers, 6-7 years for the former and 10 years average for the latter both in primary and secondary schools.


  Participants were initially approached in person as a group in one of the practicum meetings at which they accepted participation in the study of their own free will by signing a consent letter. Following the ethical procedures, they were then asked to respond to an initial online questionnaire (Appendix A). Afterward, a smaller sample of 10 pre-service teachers, six practicum supervisors, and six cooperating teachers from among those who had agreed to be part of the study was invited for follow-up semi-structured interviews (Appendix B). Each interview was arranged in consultation with those participants who had stated in the questionnaire that classroom management constituted a problem in the practicum and who had agreed to take part in a follow-up interview. Codes1 were used throughout the study to guarantee the principles of anonymity and confidentiality.


  Data Collection and Analysis


  The use of these methods and types of participants contributed to validating the data and achieving triangulation. We piloted the questionnaire with colleagues and some former students of the same teacher education program. The purpose of the questionnaire was to collect participants demographic information and to gain their initial insights on the research questions. The follow-up semi-structured interview sought to obtain a more in-depth view of the answers provided in the questionnaire and to elicit potential stories or additional insights regarding classroom management.


  We used grounded theory as the approach to analyze the data. Corbin and Strauss (1990) observe that this technique enables researchers to conceptualize the social patterns and structures of the information through a constant process of comparison. Grounded theory is a systematic process that involves three main stages as follows: Open coding involves using colors to code the different patterns that emerge as a result of comparing the data. In this study, these codes were directly connected to the research questions. After a rigorous process of comparison, we named every phenomenon and copied and pasted all of the related statements in a separate document to define the initial preliminary categories. Axial coding occurs within one category, making connections between subgroups of that category and creating connections between one subcategory and another. Here, we found relationships between the subcategories, and we then designed a chart (Table 1) containing four main categories and the associated subcategories. These categories were broken down into specific issues that helped explain the general findings of the study. This chart was permanently improved as more data emerged and as a result of the constant process of comparison. Selective coding similarly involves validating relationships and refining and developing the final categories (Corbin & Strauss, 1990). Categories are integrated, and a grounded theory emerges. In this final stage, we were able to integrate all categories into the final four broad categories, which helped us to present the findings in a more orderly fashion.
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  Findings


  The following categories illustrate the main findings of the study:


  Classroom Management Affects Teaching Regardless of Subject or Experience


  Some of the participants, particularly cooperating teachers in high schools, claimed that the classroom management issues pre-service teachers encountered in the practicum were inevitably part of the teaching profession and not exclusive to language teaching. They were aware that it was something pre-service teachers had to confront and learn along the way regardless of the subject they had to teach. For example, CT3 made the following claim:


  
    Now I realize that many student teachers have to suffer because of the indiscipline of the students, but it is not only with EFL student teachers, it is with all the teachers, with the math teacher, the P.E. teacher, the religion teacher, with all of them...students misbehave.
  


  Further evidence of classroom management being a problem was observed when pre-service teachers in secondary school claimed that classroom management interfered with instructional time. They stated that they often had to stop the lesson to solve all kinds of situations in class:


  
    All the time one spends managing the discipline...organizing things...the class does not last one hour but forty minutes and what can one do in forty minutes?...time flies and one can do nothing. (PT4)
  


  Similarly, PT18, while doing his practicum at a high school, felt that it was difficult to use the teaching methods and strategies he had been taught in the teacher education program because he had to devote so much time to organizing the students before he could start the lesson:


  
    At times, all that [we learned in the teacher education program] about the communicative methodology...is complicated to manage...because one has to concentrate on getting the students to settle down, to be seated, to listen to the instructions, and then the last ten minutes is the time we have for class.
  


  This can be connected to Farrells (2003) observation that the ideals that pre-service teachers receive during their preparation programs are replaced by the hard reality of school life. This may have led participants to perceive mismatches between what they had learned in their teacher preparation and what they encountered in real school classrooms.


  Challenges and Factors That Affect Classroom Management


  Managing the classroom during the practicum was initially reported as a serious problem on the online questionnaire by participants in both primary (62%) and secondary (47%) school settings, and the follow-up interviews provided more robust evidence of the same tendency. Figure 1 shows a condensed view of the problems identified by participants in both settings.
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  In regards to specific classroom management challenges that pre-service teachers encountered in their practicum, many such challenges had to do with external, nonacademic factors that influenced students behavior or did not contribute to an adequate learning atmosphere in the context of primary and secondary schools. One such factor was the high temperatures in class because the weather in the city was usually very hot and the classrooms were not equipped with air conditioning or ceiling fans. Noise from outside was another factor that was usually caused by different sources (people on the street, students in other classrooms, cultural and social activities inside the school, etc.). In addition, other factors included overcrowded classrooms, inconvenient seating arrangements, and lack of or insufficient resources. The comments below illustrate some of those problems:


  
    These are relatively large groups of 40 students with whom one has to deal, with many problems such as noise, indiscipline, the changing moods of students. (PT6)
  


  
    Sometimes the classroom was hot; there were ceiling fans but some of them just did not work. There was no air conditioning...and the room was large and there were windows, but anyways the heat was always felt...Students said that it was very hot. (PT12)
  


  Another factor that made classroom management difficult, especially for pre-service teachers at high schools, was that they could not see themselves as teachers in the practicum: at the beginning one does not see oneself as a teacher but as a college student that is carrying out an activity (PT2). They felt that this had serious implications because the high school students did not see them as their teachers either, and they were more inclined to challenge their authority and be disrespectful toward them. Therefore, they felt they needed to be firm and assertive so that their students would take them more seriously. PT4 made the following remark:


  
    I had a lot of problems to gain the respect I deserved, to be seen as a teacher...because they addressed me as viejo (old man), or they talked to me as if I were one of them. Then gaining their respect has been really difficult, as well as getting them to follow the instructions I give them.
  


  This may inevitably lead pre-service teachers to feel uncommitted and discouraged from doing the job or developing a passion for the teaching profession. As claimed by Pellegrino (2010), novice teachers, who are viewed by most students as temporary and not supreme authority in the classroom, have a more difficult time establishing traditional authority in the classroom (p. 3).


  Some other issues were related to students language levels and attitudes toward the class. These issues included students who had difficulties understanding or expressing their ideas in English, unwillingness to participate, and lack of attention and motivation in class. This lack of interest and motivation, according to practicum supervisors at primary and high schools, was sometimes accompanied by feelings of boredom and frustration, which then led to students being disruptive and caused other classroom management issues.


  To further illustrate the issue of lack of interest and attention in class, PT10 commented on an incident he had with one of his students. The pre-service teacher contacted the students parents because the child was not showing any progress or interest in class. The childs mother then came to the school and said that her son was having conflicts with another boy who was bothering him. The pre-service teacher said that he was not aware of that incident and that he was still concerned about the childs lack of progress in class. In the end, the childs mother blamed the pre-service teacher for not paying enough attention to what was going on in class. This incident equally served to illustrate the relationships with parents, noted by Veenman (1984), as another factor that pre-service teachers have to face during the practicum.


  Linked to the previous factors, there were other issues ranging from minor acts of misconduct (e.g., disruptive talking, tardiness, failure to do homework) to major acts of misbehavior such as yelling at each other, physical aggression, and insulting or bullying other students. For instance, CT5 told us about an episode a pre-service teacher at a secondary school had in one of his colleagues lessons:


  
    One day she [the pre-service teacher] had a group of students who got into a fight in class and then as the incident was getting out of control, she requested the cooperating teachers assistance. However, there was such chaos that the academic coordinator had to go to the classroom to try to settle everyone down. Soon after, a police officer was called in, after a few moments...in the middle of the chaos...the students got hold of the police officers gun. The officer noticed the gun was missing when he was outside the classroom. The gun was immediately recovered from the top of a desk. Later the students stated that they had taken the gun just for fun.
  


  This may have been an isolated incident, but it certainly had a huge impact on the pre-service teacher in that it let her experience the complex reality of classrooms, especially in terms of the potential dangers of situations like this one. When the incident occurred, the pre-service teacher reported that she was shocked but also somewhat relieved because she had seen how the cooperating teacher and the academic coordinator had also not been able to manage the situation. As a former practicum supervisor, one of the researchers had pre-service teachers come to the feedback sessions with great discomfort and frustration because of the extreme situations they faced at their practicum sites.


  Pre-Service Teachers Approaches to Managing the Classroom


  Regarding the approaches that pre-service teachers used to manage their classrooms, responses varied depending on the nature of the problem or situation. However, focusing on maintaining control appeared to be the most predominant approach among pre-service teachers across school settings. Most of the participants, including cooperating teachers and supervisors, claimed that pre-service teachers made great efforts to control students behavior in class by establishing and reinforcing strict rules from the beginning and reminding students of the harsh consequences if they did not follow the rules. This approach typically involved talking louder to the students to regain their attention, writing notes in their notebooks so that their parents could see them, reminding students of who was in charge, intimidating students with negative remarks or low grades, assigning extra work in class just to keep them busy, and at times getting into verbal confrontations with students. In this respect, PT26 affirmed that students lack of discipline was very common in class and so, at times, he had to raise his voice, talk louder to the students, and be tough with them so that they would pay attention. PT1 made use of similar strategies:


  
    Sometimes I regain their attention by talking loudly and angrily. I change their seats. Sometimes I see myself confronting them, and then I bring the students records folder [with the intention of writing a negative remark].
  


  The strategies used by these pre-service teachers tended to reflect an authoritarian approach to managing the class, which has common characteristics with the assertive discipline model (Canter & Canter, 1976) and the traditional authority type (Weber as cited in Pellegrino, 2010). Another tendency, mainly among pre-service teachers at secondary schools, was to seek the assistance of the cooperating teacher or to refer students directly to the discipline coordinator or principal whenever they misbehaved in class. This was perceived by a small number of practicum supervisors as strong dependence on others and may have contributed to reaffirming the view that pre-service teachers did not see themselves as teachers who were capable of managing situations on their own.


  To a much lesser extent, three of the pre-service teachers at primary schools and one at a secondary school favored a more friendly approach to managing the classroom. They privileged actions such as building rapport, raising awareness among students about their behavior in class, motivating students through positive feedback and dynamic activities, and involving students in the lessons. Some of these actions can be associated with the categories of relationship-listening and confronting-contracting (Wolfgang & Glickman, 1986) to problem solving characterized by the teachers being supportive while working collaboratively with the students to build a positive learning environment. In this respect, PT21 made the following remark:


  
    I talked to the student alone and then tried to make him reflect on what happened in class. I asked him what makes him feel uncomfortable, why he gets into so much disruptive talking, why he misbehaves in class.
  


  One of the cooperating teachers similarly added:


  
    Student teachers try to bring them many games because this is what cooperating teachers do not do; they do not play with the students...then some student teachers try to be more active, more dynamic (CT14)
  


  These pre-service teachers used an approach based on gaining students confidence and respect. This way of managing conflicts and disruptive actions may have a strong connection with the personality type of each pre-service teacher. Based on our personal experience with pre-service teachers in the same teacher education program, some of them were usually calm and patient and therefore appeared to be more effective at managing the classroom. Similarly, as was claimed by one of the practicum supervisors, these pre-service teachers may have adopted this style as a result of having accumulated experience from their first practicum period mostly in high school (PS2). Additionally, two of them had acted as substitute English teachers for short periods of time at two private schools in the city.


  Alternatives for Improving Classroom Management


  In terms of alternatives that the EFL teacher education program could implement to help pre-service teachers improve their classroom management skills, participants in both types of settings emphasized that the program should offer them more opportunities to be involved in authentic school settings. Most pre-service teachers and some cooperating teachers claimed that this could be achieved through different strategies, such as a course on classroom management with both theoretical and practical components, more specific observation tasks prior to the beginning of the practicum, more supervision and feedback during the practicum, and spending more time in current school contexts so that they could get acquainted with classroom management policies. Specifically, PT22 commented:


  
    I think that we need a bit more reality. It is too much theory, and sometimes one gets to the classroom and one has forgotten everything. It would be something that prepares us better so that one gets there and feels ready, like I know what to do, I know what I can find there, I know what things may go well and what things may go wrong. It has to be something that brings us closer to the reality of the schools.
  


  PT26 similarly affirmed:


  
    The micro-teaching sessions of the methods courses should take place in the real context...in a classroom with 40 students and not just for one or two classes but for two months or a month...so that at the time of the practicum when we get a group of students to teach...we have had a previous warm-up to get to this.
  


  Participants also highlighted the relevance of learning from experienced in-service or successful pre-service teachers, which could be in the form of seminars, debates, or talks. For instance, PT7, PT4, and PS9 felt that there should be workshops and talks with practicum supervisors and pre-service teachers where they could share their both positive and negative experiences in classroom management. These workshops, added PS9, may also serve to highlight pre-service teachers attitudes such as being friendly and kind with the students during the practicum and familiarize them with the school context, especially in terms of guidelines or regulations for effective classroom management.


  Conclusions


  Participants in this study indicated that classroom management is a serious problem for most pre-service teachers in their practicum across primary and secondary school settings. Similarly, the phenomenon of classroom management appears to be inherent to the teaching profession, and it affects instructional time. The classroom management challenges pre-service teachers usually encounter, regardless of the school setting, range from inadequate conditions in the classroom environment, pre-service teachers seeing themselves as college students as opposed to teachers, and learners negative attitudes and low language levels to more explicit acts of misbehavior such as physical aggression, insulting or bullying other students, and showing disrespect to the teacher.


  It was also evidenced that pre-service teachers dominant approach to managing the classroom centered on maintaining control through establishing rules and reinforcing consequences for negative behavior; only a few focused on seeking student involvement and cultivating students positive dispositions toward the class. Additionally, more and earlier contact with real teaching settings and opportunities to learn from other successful or more experienced others were identified as the main alternatives for improving classroom management skills.


  Participants equally suggested alternatives that include a course on classroom management, which has never been offered by this teacher education program; more observation tasks, which have been limited to two or three hours before the practicum starts; and promoting and socializing successful teaching practices with new pre-service teachers throughout the practicum.


  Recommendations


  Future curriculum revisions and research initiatives in this teacher education program should contribute to integrating the practical and theoretical input (Yan & He, 2010) and to strengthening the existing school-university partnerships in preparing language teachers. Such partnerships can help to reduce the gap between pre-service teachers experiences as provided by teacher education programs and the real school settings where they have to conduct their practicum. Similarly, these curriculum revisions should respond to participants suggestions such as learning from experienced others and more and earlier involvement with real school contexts.


  Further analysis of the classroom management approaches participants appeared to favor in this study constitutes another avenue of inquiry. It would be interesting to generate opportunities for pre-service teachers to characterize and reflect on their own approaches to managing the classroom and so encourage them to explore other approaches (e.g., Glassner, 1990) by which the teacher becomes a leader manager as opposed to a boss manager or by which students can assume responsibility for their own behavior and take a more active role in building a more effective learning atmosphere.


  Limitations of the Study


  If we were to perform this study again, we would use classroom observation as another method to collect data because it would give us more explicit evidence of the problem and would help us validate the perspectives obtained through the questionnaires and the interviews. It would also be relevant to seek the involvement of school students so that their views as other key players in the practicum experience can either reaffirm or challenge those provided by pre-service teachers, practicum supervisors, and cooperating teachers.

  


  1PT1 = Pre-service teacher 1, CT1 = Cooperating teacher 1, PS1 = Practicum supervisor 1.
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  Appendix A: Questionnaire


  Note: The interview and questionnaire formats presented here were used with pre-service teachers. Those for supervisors and cooperating teachers followed the same pattern but were worded accordingly.


  Aim: To obtain participants views on the issue of classroom management in the practicum of an EFL teacher education program.


  Directions: This questionnaire contains a series of items regarding your practicum experience. Please read and respond each question accordingly. OPEN QUESTIONS MAY BE ANSWERED IN ENGLISH OR SPANISH.


  
    	Gender: Male ___ Female ___


    	Period of teaching practicum: 1st period _____ 2nd period _____


    	Current teaching practicum: Primary Education ___ Secondary Education ___


    	
      Select from the aspects below those you consider to represent great difficulties in your teaching practicum:

      
        	Lesson planning


        	Implementation of basic standards for competencies in EFL


        	Knowledge and use of the target language


        	Integrating language skills


        	Knowledge of learners and the learning process


        	Classroom management and environment


        	Assessing students learning processes


        	Use and availability of materials and resources


        	Reflection and journal keeping


        	Giving feedback


        	Promoting autonomous learning


        	Having good relationships with the school community


        	
          Other(s)? Please specify:

          

        

      

    


    	
      Which of the following do you perceive as problems in your practicum lessons?

      
        	Overcrowded classrooms


        	Students at different levels of language proficiency


        	Sitting arrangements


        	Noise


        	Heat


        	Lighting


        	Social and cultural activities


        	Insufficient and/or inadequate teaching materials


        	Time and length of the lesson


        	Students lack of interest and motivation in class


        	Disruptive talking


        	Inaudible responses


        	Sleeping in class


        	Tardiness and poor attendance


        	Failure to do in-class work


        	Failure to do homework


        	Cheating on tests


        	Unwillingness to speak in the target language


        	Insolence to the teacher


        	Insulting or bullying other students


        	Damaging school property


        	Refusing to accept sanctions or punishment


        	Use of cellphones or electronic devices


        	
          Other(s)? Please specify:

          

        

      

    


    	
      What do you typically do when any of the situations or actions in Question 5 above occurs in any of your classes?

      

    


    	
      How often do you... OR are you... in your practicum lessons?
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      What alternatives should the EFL teacher education program offer student-teachers to help them improve their classroom management skills?

      

    

  

  


  Appendix B: Interview Guide


  
    	
      What have been the most difficult factors you have had to address in your teaching practicum?

      

    


    	
      In terms of classroom management, what would you say are the most common difficulties you usually confront in your practicum?

      

    


    	
      Can you tell me about a time in your practicum when you had a problem with classroom management? What happened? What did you do?

      

    


    	
      What strategies do you use to handle the classroom management issues in your teaching practicum?

      

    


    	
      Did the EFL teacher education program curriculum provide you with enough orientation in strategies for managing problems related to classroom management before you started your practicum?

      

    


    	
      What strategies should the EFL teacher education program implement to help pre-service teachers improve their classroom management skills?

      

    


    	
      Is there any other comment or idea that you would like to add?
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  English foreign-language users often overuse words when faced with difficult situations. Called gushing, such excessive use of words is often legitimately employed by native speakers to express, for instance, gratitude and apologies when a simple thank you or sorry does not sufficiently convey an interlocutors feelings. This paper examines the appropriateness and effectiveness of gushing when employed by advanced students facing difficult situations. Answering discourse completion tasks, students from a private university in Guadalajara, Mexico were asked to employ acquiescing, persisting, and aggressing strategies to resolve two particular situations. The results indicate that gushing was widely used, but in communicatively ineffective ways, reflecting an area where teachers can help develop students communicative competencies.


  Key words: Insincerity, gushing, lack of knowledge, language insecurity, unnecessary reinforcement.

  


  Los hablantes del ingls como lengua extranjera frecuentemente usan palabras en exceso cuando enfrentan situaciones difciles. Hablantes nativos utilizan un excesivo nmero de palabras para expresar, por ejemplo, gratitud y disculpas cuando un simple gracias o lo siento no transmite completamente los sentimientos del interlocutor. Este artculo examina el uso excesivo de palabras por alumnos con un nivel avanzado de ingls al enfrentarse a situaciones difciles. Al responder un cuestionario de completacin, alumnos universitarios en Guadalajara, Mxico, usaron estrategias conciliadoras, interrogatorias y argumentativas para resolver dos situaciones especficas. Los resultados indican que un uso excesivo de palabras fue utilizado pero en formas comunicativamente ineficaces y reflejan un rea donde los profesores pueden ayudar a los alumnos a desarrollar competencias comunicativas.


  Palabras clave: falta de conocimiento, inseguridad del lenguaje, insinceridad, refuerzo innecesario, uso excesivo de palabras.

  


  Introduction


  This research project had its beginnings in students apologies uttered when they arrived late to class and attempted to explain their reasons in English. Often, the longer the explanation went on, the more dubious the apology sounded in the target language even though the students may have had a genuine reason for arriving late. While English foreign-language (EFL) users are often lost for words when faced with difficult, challenging, and unexpected situations, the opposite is also true: they frequently use too many words when fewer would suffice. EFL users need to find the right balance between not coming across as reticent and being too talkative and verbose. As expounded by Grice (1975) in his maxim of quantity, interactants usually aim to make their contributions as informative as necessary while not offering more information than necessary. Being too talkative may be due to the foreign-language users insecurity, lack of language knowledge, an unnecessary need to reinforce what is being said, or the inability to express oneself in an emotionally appropriate way. One of the aims of this paper is to identify the motives behind using gushing and to consider how teachers can help students in their spoken English to avoid unnecessary gushing.


  Additionally, in negative situations, foreign-language users may become particularly frustrated when they want to directly confront people who have been rude to them. Foreign-language users have choices: they may want to be submissive and accept the situation, they may aim to react in a proactive and defiant manner, or they may want to be aggressive and antagonistic. Beebe and Waring (2005) described these options in terms of aggressing, persisting, and acquiescing strategies (p. 71). While the aim of foreign-language teaching is not to practice rudeness in the target language, we will argue in this paper that teachers should at least equip their students with the necessary communicative resources so that they can react in the way they want to, and if they so desire, be rude. Of course, foreign-language users must be aware of the communicative consequences of being rude and impolite.


  Furthermore, students need to distinguish socially approved uses of gushing from those that are less appropriate. For instance, Aijmer (1996), in examining speech functions, argued that gushing may be expected and even encouraged when expressing extreme gratitude, rejecting an extremely kind offer, or apologising when another interactants feelings are hurt. Therefore, gushing may be an extremely effective communicative tool when used appropriately.


  To examine how foreign-language users engage in gushing, advanced studentsbased on their performance level on the TOEFLwere asked to react to a series of rude situations through the use of written discourse completion tasks (DCTs). They were given choices regarding the use of aggressing, persisting and acquiescing strategies (Beebe & Waring, 2005). The results examined the extent to which students engaged in gushing and emotionality and whether they did so in appropriate and effective ways. In the method section, we explain how the preliminary data were obtained, that is, through examining critical incidents and classroom discussion. While the study was carried out using only one task, we argue that the results provide sufficient argument to warrant a more in-depth follow-up investigation into this phenomenon.


  Gushing: Terminology


  Gushing has been examined in terms of speech act theory and the violation of Grices (1975) conversational maxims. However, given that there appears to be little current literature on the topic, this article aims to increase teacher awareness of this phenomenon.


  Examining gushing within speech act theory (Austin, 1962), Edmondson and House (1981) argued that illocutionary acts (i.e., utterances with


  a communicative purpose), are often given more emotional weight by interactants who try to identify themselves more closely with their addressees. For instance, an interactant may want to come across in an extremely supportive way, as in the following utterances:


  
    	Im most terribly sorry, I really am.


    	Thanks awfully. (Edmondson & House, 1981, p. 95)

  


  These two instances of gushing can only be considered appropriate when evaluated within a specific context. If one steps on someones foot by accident, an utterance such as Im most terribly sorry, I really am may be considered excessive, but not if one is late for an important social engagement. Context, participants, communicative implications, and the actual speech act itself are crucial in determining the appropriateness of gushing. Consequently, foreign-language users must evaluate the use of gushing in terms of appropriateness, acceptability, and usefulness. Sometimes, as argued by Bergman and Kasper (1993), foreign-language users may choose to gush because it provides an opportunity for knowledge display (p. 101).


  Also reflecting speech act theory (Austin, 1962), Aijmer (1996) identified a range of speech functions in which gushing is often found. She noted thanking when the social occasion seems to demand a high degree of emotionality or gushing (p. 69) and rejecting where the rejection of an offer is regarded as a face-threatening act, which requires politeness and conscious attention (p. 74). Aijmer offered the following example as an instance of profuse thanking with gushing, which is further accompanied by a compliment. (So that the reader can fully appreciate gushing, transcription symbols have been removed.)


  
    C: you can have a spoonful

    of cream with these if you like.

    B: I really wont thanks awfully.

    Theyre terribly

    good. (p. 74)
  


  Associating gushing with insincerity and a violation of Grices (1975) quality maxim, Jautz (2008) defined gushing as those cases where people display so much emotion when, for instance, thanking someone, that their utterances can no longer be taken to be sincere (p. 141). Jautz (2013) further noted that gushing can often be associated with disingenuousness and pretence. Referring specifically to radio phone-ins and broadcast interviews (but also applicable to other contexts), she argued that many examples of gushing may be found, i.e., cases in which people display so much emotion that one cannot take their utterances sincerely (p. 210). In considering the motivation behind such gushing, Jautz (2013) examined whether seemingly polite utterances are only examples of gushing in order to create a better image of oneself in public rather than to show respect for ones interlocutors and their (face) wants (p. 210). This is the potential pitfall for foreign-language users: they may not sound sincere, and by implication, convincing, when engaging in gushing. Apart from Jautzs (2013) current work, gushing has attracted scant interest in English-language teaching. Given the lack of relevant literature and to further investigate this phenomenon, we therefore decided to conduct classroom research by asking students to react to difficult situations, after which we evaluated their utterances in terms of gushing.


  Gushing: Pedagogical Dimension


  In English language teaching, teacher talking time (TTT) and student talking time (STT) have received considerable attention. Teachers are encouraged to reduce their own interventions to allow students to participate as much as possible (Gower, Phillips, & Walters, 1995; Harmer, 2007). However, as Harmer (2007) noted, in the case of teachers, teacher talking quality (TTQ) is just as important as student talking time: It is the quality of what we say that really counts (p. 118). We argue that the same observation should apply to students; that is, there should be a focus on the quality of student talk. Maximum opportunities for pair-work and group-work may only result in gushing if teachers do not focus on what learners are saying in terms of communicative effectiveness and appropriateness. Although in this paper, we examine students written answers of spoken dialogue and evaluate their effective use, there is a close corollary with student talking time, especially when it involves gushing.


  In terms of a general pedagogical framework, we adopt a Gricean approach to spoken language production and argue that students should aim to produce language that is informative (the quantity maxim), conveys the truth (the quality maxim), is relevant (the relevance maxim) and is spoken clearly and appropriate in length (the maxim of manner). If it is not used to convey supportiveness, gushing potentially breaks these maxims.


  Use of Gushing: Difficult Choices


  When faced with perceived rudeness, interactants have choices regarding how they want to react. For instance, one can accept and suffer rudeness and carry on. On the other hand, the alleged rudeness can be challenged. A third possibility is to respond in the same way, that is, be rude back. Beebe and Waring (2005, p. 71) described these strategies in terms of acquiescing strategies (apologize, express thanks, acquiesce, opt out), persisting strategies (argue, justify, request), and aggressing strategies (insult, threat, challenge).


  When employing acquiescing strategies, language users decide not to react to the rude situation. They may apologise for their behaviour, opt out of the situation altogether, or just say nothing. These strategies allow the perpetrator to get away with being rude. With regard to persisting strategies, language users may decide to take issue with the rude person, perhaps by arguing, justifying ones own behaviour, or requesting clarification from the other person. Far from being submissive, with this strategy the language user challenges the rude person. Finally, the foreign-language user may decide to answer back and not accept the rudeness by replying with insults and threats. Whichever strategy the language users choose, they must ensure that it is pertinent and effective. Any unnecessary gushing can easily undermine the efficacy of a given strategy.


  Communicative language teaching involves preparing students for a range of social situations and contexts and giving them choices with regard to how they want to react and be perceived and has become a generalised umbrella term to describe learning sequences which aim to improve the students ability to communicate (Harmer, 2007, p. 70). While teachers may argue that it is not their role to help students to be rude, students should be allowed to be rude if that is their decision and therefore should be given the communicative resources to do so.


  Method


  To analyse how students negotiate and react to negative situations and whether they engage in gushing, the lead author, as their teacher, asked 24 middle- and upper-class students studying English at a private university in Guadalajara, Mexico to voluntarily take part in the study. The study took place in March 2014 and included nine male and five female students in the cohort, with ages ranging from 20 to 25 years. They were studying to attain BAs in law, international commerce, and institutional administration and needed to obtain a TOEFL score of at least 550 points to graduate. The students had been studying English for over five years and were at an advanced level. Participants were assured that their identities would not be revealed.


  To introduce the topic, the lead author presented two critical incidents to the class. The incidents concerned two Mexican EFL users who had been asked in the United States where they came from, and their replies were sneered at. As part of a classroom discussion, students were then asked how they would have handled these critical incidents. Subsequently, they were presented with the two situations in this study. Their answers were then collected and analysed using Beebe and Warings (2005) acquiescing strat-egies, persisting strategies, and aggressing strategies.


  The instrument used for data collection was a single written discourse completion task (DCT), which students duly completed in one session (this instrument aims to obtain a communicative response from the responder). The students had to respond to the following two situations and were given no time limit.


  
    	You have a meeting with an American co-worker to discuss some company processes. When the meeting starts, you begin to give different ideas but he/she does not take them into consideration. Additionally, he/she does not give any reasons why he/she is doing that. How would you react?


    	You and some friends go shopping in the United States. When you get to the store, you start looking at some clothes. Suddenly, you realize that your friends are not with you anymore. You want to ask the sales person to show you some jeans in a certain size but your English is not very good. When you finally ask the clerk to show the jeans to you, he/she says that he/she cannot understand you and that you should bring someone who really speaks English. How would you feel about it?

  


  These situations reflect work and social contexts to which the students could relate because they were all studying to obtain professionally oriented BAs and had all been to the United States for extended periods of time to visit relatives, study, go shopping, etc.


  In answering the DCTs, the choices available to the students were explained to them in terms of acquiescing, persisting, and aggressing strategies. However, participants were free to respond to the two situations in any way they might choose.


  As previously discussed, gushing may be due to insecurity, lack of knowledge, unnecessary reinforce-ment, and insincerity. In the next section, we examine the motives behind gushing to identify areas where students could benefit from pedagogical intervention.


  This research reflects both quantitative and qualitative approaches. It is quantitative in that we wanted to ascertain the amount and levels of gushing, and it is qualitative in that we see the participants as individuals with their own ways of interacting. The results were analysed by quantitatively identifying the acquiescing, persisting, and aggressing strategies employed by the 24 participants and qualitatively the motivation for a chosen strategy in terms of language insecurity, lack of knowledge, unnecessary reinforcement, and insincerity.


  Results


  There were significant differences between the work and shopping contexts in the strategies employed and the levels of gushing. In the meeting with an American co-worker (Context 1), respondents principally used persisting strategies (13 answers), and the number of words per answer across all the strategies was roughly similar to that shown in Table 1.


  [image: ]


  In the shopping context, respondents mainly employed acquiescing strategies, averaging only 15.2 words per answer. Overall, the average number of words per answer dropped to 18.04 compared to 22.79 in the first context. The difference could have been due to the actual strategies used, the contrasting contexts or the students possible difficulty in negotiating social situations (see Table 2).
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  However, in the final analysis, the number of words may not be significant. It is more revealing to examine how each interactant tried to be perceived in a given context. Acquiescing and aggressing strategies may come across as shorter and to the point when compared to persisting strategies with which an interactant is trying to get his/her point across.


  After identifying the types of strategies used, we now examine the possible reasons behind gushing and examine their effectiveness with regard to the chosen strategy in the four identified areas: language insecurity, lack of knowledge, unnecessary reinforcement, and insincerity.


  Language Insecurity


  Instances of language insecurity in the students answers reflected significant difficulties in their efforts to get their points across. This led to gushing, which was apparent through repetition, appeals for help, and vague threats such as those seen in the following response to the sales clerk who claims that he/she does not understand the customer (Context 2):


  
    Im sorry, but at the moment Im all by my own. Ill appreciate if you make an effort to understand me, cuz Im really trying my best. So now can you please show me the jeans size small, or should I need to talk with the stores manager?
  


  The respondent starts off with an apology, indicating a sense of powerlessness which is confirmed by a sense of isolation with an emotional at the moment Im all by my own. She then calls on the clerk to make an effort which further indicates insecurity instead of asserting her role as a customer who should be attended to. Her follow-up request is accompanied by a vague threat of needing to talk with the stores manager. While on the surface this appears to be a persisting strategy (arguing, justifying, and requesting), gushing indicates helplessness rather than a customer demanding to receive the treatment that he/she deserves.


  An example of gushing when aggressing can be found in the following example from the meeting with the American co-worker (Context 1):


  
    If you dont like my ideas, can you please tell me and stop ignoring them? Give me some examples of what you are looking for, so I can improve my ideas.
  


  The respondent appears to attack the face (Goffman, 1967) of the American-co-worker with the use of direct and plain language and hence reflects an aggressing strategy. The use of please reflects decisiveness rather than politeness. However, any possible forcefulness is lost with the conciliatory Give me some examples of what you are looking for and the potentially submissive so I can improve my ideas. Instead of firmly stating his/her position and sticking to it, the respondent has accepted the rude behaviour of the co-worker and has accommodated to it.


  Lack of Knowledge


  Lack of language knowledge was also a significant factor behind gushing, as seen in the next example, which also involves the American co-worker (Context 1). The respondent uses I repeatedly instead of focusing on the behaviour of the colleague who is seemingly ignoring him/her:


  
    I think that you dont care about what I am saying. I really want to know why, if you dont want to listen to me, I prefer to go.
  


  The reply reflects a persisting strategy in that he/she is arguing and requesting. For example, she claims that she is being ignored with you dont care about what I am saying and emphatically says I really want to know why. However, her arguments succumb to an emotional if you dont want to listen to me, I prefer to go. Her point of view is reduced to expressing emotionality through gushing.


  Gushing can also be seen in the following example as the interactant offers emotional arguments about being ignored rather than confronting the co-worker head-on.


  
    Sorry, but can you let me know why you dont consider my ideas, I wanna contribute with my ideas in this project. I am very interesting, really.
  


  The initial use of sorry, with the immediate, polite request can you let me know, puts the interactant in a subordinate position. While trying to pursue a persisting strategy of arguing and requesting, the interactant asks to be taken into consideration but finishes with a weak and less-than-forceful I am very interesting, really. Her arguments for being allowed to contribute reflect an emotional appeal rather than offering solid reasons for her inclusion in the meeting.


  Unnecessary Reinforcement


  A major reason for gushing is the unnecessary reinforcement of ones position, and gushing may surface when all that is needed is a short remark. For instance, in the shopping incident (Context 2) when the clerk claims not to understand, one participant said:


  
    Sorry for my English I havent practiced it for a long time.
  


  This acquiescing strategy reflects a complete and utter submission to the shop clerk, who is actually the one who should be apologising for his/her rudeness. This acquiescing sorry is followed by an explanation for the customers poor language skills and why this has come about: I havent practiced it for a long time. The customer does not need to provide the reasons why her English may not be comprehensible. This is unnecessary reinforcement of ones position. If the customer really wants to apologise a much shorter and concise reply could have been offered, for instance, Sorry I didnt make myself clear.


  Unnecessary reinforcement can also be seen in the following example of a conversation with a co-worker (Context 1).


  
    Im sorry to interrupt, but I think that everybody in this meeting wants to participate. I have some different ideas that I would like you guys listen to. Please allow me just one moment so I can explain them to you.
  


  The participant has adopted a persisting strategy where he/she makes a case for being heard. First of all, he/she apologises with Im sorry to interrupt and tries to establish common ground with I think that everybody in this meeting wants to participate. However, he/she then creates a sense of distance by saying that he/she thinks differently than the rest: I have some different ideas that I would like you guys listen to. Next, he/she seizes the floor with Please allow me just one moment so I can explain them to you. Instead of coming across directly and to the point, this participant appears to have expended considerable communicative energy in just trying to gain the floor instead of simply making his/her point.


  Insincerity


  Insincerity can be seen in the following remark in the shopping incident (Context 2), where the participant adopts an aggressing strategy that seems to echo empty threats:


  
    You better bring someone more polite and who can understand me and if you cant I will go and never buy anymore in your store. I dont like people like you.
  


  The shop clerk has to find someone who is more polite and can understand the customer. If this does not happen, the customer threatens to boycott the shop and adds a gratuitous I dont like people like you. The whole utterance has little communicative force, and it is hard to see how the customer would achieve his/her communicative purpose after calling the clerk impolite and threatening to go elsewhere.


  In the following example from the business meeting (Context 1), the participant threatens to leave:


  
    Hey man I think you should start hearing my ideas or Im leaving because you are not respectful enough.
  


  The informality of hey man hardly adds weight to the interactants request. The threat to leave the meeting must be acted upon. It is more of an emotional cry to be heard rather than a solid argument. As an aggressing strategy, it does not sound particularly sincere.


  Discussion


  The findings from this study indicate that the participants did engage in gushing to add communicative effect when faced with rudeness. Its effectiveness, however, is questionable.


  First, the results indicate that the participants in the research adopted a wide range of strategies to address rudeness, suggesting that students may not react to negative incidents in predictable and conventional ways. Instead, they weigh their options and then choose. By summing the strategies used in both contexts, one can see that in total, there were 18 acquiescing, 17 persisting, and 11 aggressing strategies. As previously mentioned, a simple word count of each utilized strategy does not fully illustrate the level of gushing because each reply must be examined with regard to its communicative intention.


  With regard to language insecurity, participants employed repetition, appeals for help, and vague threats. Indeed, vague threats were a common feature of answers in general, and this could especially be seen in the number of threats to call in a supervisor. The need to go to a third party may undermine ones position in a tense argument, however, because it implies that one cannot get ones point across without additional help. Furthermore, language insecurity was reflected in the participants softening of an initially firm position, which often descended into an appeal for help and consideration.


  An inability to present solid arguments was reflected through the considerable use of emotionality with comments such as I am very interesting, really and if you dont want to listen to me, I prefer to go. These examples reflect a lack of knowledge in how to argue ones point and reply successfully in the target language. Emotionality should be used to strengthen ones position rather than plea for help.


  Unnecessary reinforcement could be witnessed in both the shorter and longer utterances. As seen in both incidents, sometimes a simple sorry can suffice instead of long drawn-out explanations. Furthermore, long-winded sentences often diminish the main communicative force of an utterance. For instance, Please allow me just one moment so I can explain them to you could be reduced to Let me say this. Furthermore, in the use of unnecessary reinforcement, the interactant runs the risk of not achieving his/her communicative goal. A remark regarding ones English, for example, such as I havent practiced it for a long time may not help a customer obtain the service he/she is looking for when the shop assistant says that he/she does not understand the client.


  Insincerity was particularly salient in the use of empty threats. Threats should be used to achieve ones communicative goals and not solely to express emotional distress. Threats to co-workers and shop assistants must be followed through and acted upon. Comments such as Im leaving because you are not respectful enough sound hollow, while remarks like I dont like people like you appear to serve little communicative purpose except to voice ones dislike.


  Conclusions


  In this paper, we examined the appropriateness and effectiveness of gushing in negative situations from an interactional viewpoint. While the data were collected from a limited sample of EFL users, findings show that these foreign-language learners did not use gushing particularly effectively. Its use highlighted communicative weaknesses in terms of language insecurity, lack of knowledge, unnecessary reinforcement, and insincerity. Given the lack of research in this area, further investigation with a larger sample is necessary, examining sociocultural factors that may influence the choice of a given strategy. Furthermore, the participants in this investigation studied at a middle- to upper-class private university, and the research contexts were designed to be familiar to them. Follow-up research would need to examine sociolinguistic variables related to gushing among other EFL populations.


  Students should be exposed to both the positive and negative aspects of gushing. Moreover, teachers should raise students awareness of gushing and how it can be used more effectively as well as how it can fail to achieve its objective. To this end, we suggest five possible scenarios for practising gushing, although, of course, many more can be found: (1) Giving ones opinion, especially when ones views are radically different from those of other interactants, while trying not to offend anyone; (2) making offers, especially when having family or friends over, and they decline invitations to eat or drink; (3) disagreeing, when one is with ones in-laws, for instance, but one does not want to offend or disrespect them; (4) making suggestions to friends that do not seem well-received and must be defended; and (5) offering advice to acquaintances that may be easily misinterpreted. This can be achieved through acting out role-plays and answering DCTs.


  This study clearly points to new areas for research. First, one must question whether written gushing is the same as spoken gushing.


  Second, the number of participants in our study was relatively small, and a larger study is required to confirm the results. Therefore, further research should examine a wider range of contexts with a greater number of participants. However, we argue that this paper contributes to an area that has been largely ignored in English language teaching.
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  Content and language integrated learning is an innovative pedagogical approach used in educational institutions worldwide. This study considers information and experiences from various settings in order to explore content and language integrated learning within the Mexican context. This study reports the perceptions of students in a BA program. Through the studys using qualitative research, the students voices students reveal their emotions, struggles, benefits, and opinions related to taking content and language integrated learning classes. The analysis of the participants information shows the potential for implementing content and language integrated learning programs in Mexico in that it suggests some areas of improvement for teachers, material design, administrators, and institutions in general.
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  El enfoque pedaggico de enseanza de contenido-lengua integrados es una tendencia innovadora en los sistemas educativos del mundo. El estudio se basa en la informacin y experiencia de varios contextos donde se ha usado este enfoque para explorarlo en el contexto mexicano. El artculo reporta las percepciones de estudiantes de licenciatura para conocer ms sobre la enseanza de contenido-lengua integrados. A travs de la investigacin cualitativa, las voces de los estudiantes revelarn las emociones, dificultades, ventajas y opiniones al tomar clases con este enfoque. El anlisis de datos muestra el potencial de la implementacin de programas de enseanza de contenido-lengua integrados en Mxico, mientras sugiere reas de oportunidad para docentes, diseo de materiales, administrativos e instituciones en general.
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  Introduction


  There are two main objectives for this study, the first being to give a voice to students pursuing their BA in foreign languages (Licenciatura en Lenguas Extranjeras, LILEX) at Universidad Autnoma de Zacatecas (UAZ) to express their perceptions about the content and language integrated learning (CLIL) classes they are currently offered in the program. The second objective is to offer valuable information to other students, teachers, school administrators, and Mexican institutions in general on the potential of implementing CLIL classes in tertiary education. By listening to students perceptions, I intend to draw a detailed picture that describes their experiences in terms of their opinions, challenges, strategies, and feelings when receiving content classes in a foreign language, English.


  Based on the students perceptions as presented in the present study, I offer proposals that could aid in improving the program considering particular features such as the contents, materials, teacher training, and class methodology. I hope this information will positively impact how English classes are perceived across UAZ. Hopefully, the data will also serve as a starting point for additional research about CLIL in order to understand how this phenomenon works in Mexico and how teachers, students, and society in general can benefit from it in this particular context.


  Context of the Study


  The foreign language BA program at UAZ in Northeast Mexico opened in August 2011, after ten years of curriculum planning and design. The program lasts four years, and students are offered three majors in the field of applied linguistics: teaching, translation, or enterprise-services assistant. One of the main innovations of this program is that along with the variety of subjects that students take, they are required to take a foreign language (L3) of their choice, which could be German, French, or Italian. All subjects (except the L3) in the first three semesters are taught in Spanish, and when students start the fourth semester, all of the core subjects (except the L3) are taught in English. Students English language competence is monitored every semester by their taking a TOEFL sample test, on which they should increase their score by 30 points each time.


  In terms of the programs teaching staff, they must also fulfill particular requirements in order to be hired. In general, teachers are expected to have at least an undergraduate degree in linguistics, teaching, or any other area depending on the subject they will teach. They must also have an English level equivalent to C1 according to the Common European Framework of Reference for Languages (CEFRL), and they should preferably have at least a B1 (CEFRL) level in any other foreign language.


  Literature Review


  This section provides a collection of terms and definitions that serve as frames of reference for the study.


  Education and Language Policies


  Education and how it is implemented in different contexts has been closely related to the particular linguistic features of the agents and participants who take part in the education processes in different domains. The inclusion of languages (especially English) in schools curricula has gained great importance over the last years. Seidlhofer (2011) notes how English as a lingua franca is spreading in various and varied manifestations and adapted to the needs of intercultural communication (p. 17) in different contexts. Therefore, its consolidation has been imminent in response to the communication needs of individuals around the world. Governments from nearly every country have been faced with the fact that implementing English language teaching in schools is very important if they want to be immersed into and keep up with the rapid flow of information and communication with their counterparts around the world.


  Considering the work and studies being conducted regarding not only bilingual but also multilingual education in different parts of the world (Costa & DAngelo, 2011; Lorenzo, Casal, & Moore, 2010), it can be said that this is a trend that has proven to be successful in different contexts. It shows great potential to address some of the major issues in education systems worldwide in terms of language, and it also offers solutions in this area.


  Defining CLIL


  Countries and institutions that have implemented the use of foreign or second languages in their education systems and curricula have worked with an innovative pedagogical approach that has come to be known in recent years as CLIL. According to Coyle, Hood, and Marsh (2010), [CLIL] is a dual-focused educational approach in which an additional language is used for the learning and teaching of both content and language (p. 1). Thus, it is important to emphasize that the attention that is given within a classroom to both language and content should be balanced because CLIL is an innovative fusion of both (Coyle et al., 2010, p. 1). It is because of this duality and potential flexibility, which characterizes CLIL, that it is conceived as an integral approach. Therefore, Graddol (as cited in Coyle et al., 2010) describes it as the ultimate communicative methodology (p. 5). It was claimed that the main feature that set CLIL above the most popular communicative methods known in the 1990s was the the high level of authenticity (Coyle et al., 2010, p. 5) that could be reached through it.


  CLIL in Tertiary Education


  Costa (2009) explains how studies on CLIL . . . have continued to increase in terms of its outcomes in primary and secondary schools, but there is still a lack of research at the tertiary level (p. 85). Although research is still limited in regard to CLIL as it is implemented or perceived in universities, there have been important efforts to identify the phenomena present in this context, and there is in fact increasing interest in the matter. Costa (2009) mentions that because of the rapid change in the academic trends in schools around the world, students and teachers face a reality in which knowledge is mostly accessible to those who speak English because it is considered the lingua franca of today. Recently, European countries have made remarkable progress regarding the implementation of CLIL in their universities, and they are viewed as models for institutions in other parts of the globe where this approach has been recently and slowly entering tertiary-level education.


  CLIL in Mexico


  Unlike European countries that have developed and implemented clear linguistic policies for their education models and other instances of their government structures (Coleman, 2006; Dalton-Puffer, 2011; Lorenzo, 2007), Mexican authorities have only recently acknowledged learning English as a foreign language (EFL) as a policy that must be officially implemented in schools (Davies, 2009). Related to this occurrence, Maza (2012) observes how Mexico has faced important problems in this area because of the lack of human resourcesteachers who are professionals in the field of EFL.


  Even though efforts are being made to support EFL in this country, there is still a long way to go before English teachers and the Mexican educational system in general are able to accomplish what has been accomplished so far elsewhere, especially in European countries, in implementing CLIL. This comparison, according to Davies (2009), is relevant because Mexican public ELT is increasingly modeled on the CEF [Council of Europe Framework] (p. 10). Therefore, it is highly possible that some tertiary education institutions in Mexico are working on designing or operating CLIL programs because this pedagogical approach has been proven to be successful in other parts of the world.


  Method


  Research Questions


  To explore the issues participants face regarding using CLIL at this stage of their learning process, the following research questions were proposed: (1) What are students perceptions about CLIL courses in the BA in foreign languages program? (2) What are the major challenges students face in CLIL courses, and what are the strategies they use (if any) to help themselves reach their learning objectives? (3) What are students perceptions regarding the benefits of taking CLIL classes?


  Qualitative Research


  According to Gonzalez (as cited in Cohen, Manion, & Morrison, 2011), qualitative research provides an in-depth, intricate, and detailed understanding of meanings, actions, non-observable as well as observable phenomena, attitudes, inten-tions, and behaviours (p. 219). All of these features that are inherent to qualitative research were found to be useful and efficient for exploring and explaining the studys findings. Merriam (2009) states that qualitative researchers are interested in understanding how people interpret their experiences, how they construct their worlds, and what meaning they attribute to their experiences (p. 5). Given that qualitative research focuses specifically on portraying participants perceptions in order to understand their experiences with CLIL, the research questions were designed in such a way that the potential answers would describe in detail the participants visions about the issues discussed.


  In addition, Drnyei (2007) highlights that qualitative research is very helpful in deciding what aspects of the data require special attention because it offers priority guidelines that are valid by the main actors themselves (p. 39). Given this important feature of qualitative research, classifying the participants data was more practical because some of the main topics had already been identified or noted by the study participants.


  Research Participants


  The study required volunteers in their fifth semester. After they learned the study details and how it would be conducted, a total of 11 students volunteered to participate, six women and five men. Before the data collection process began, all participants were asked to sign a letter of consent, and additional information about the study and its procedures was provided.


  Data Collection Instruments and Procedures


  Data for the research were gathered using semi-structured interviews in which the researcher uses a written list of questions as a guide, while still having the freedom to digress and probe more information (Mackey & Gass, 2005, p. 173). Additionally, semi-structured interviews, according to McDonough and McDonough (1997), allow for greater flexibility . . . for example in changing the order of the questions and for more extensive follow-up responses (p. 183). It was thought that the instruments flexibility would also allow participants to perceive the task as less stressful, and this would encourage them to provide useful and more authentic information.


  Once the interview guidelines were produced in accordance with the research questions, the data collection process began by agreeing on individual interview schedules proposed by the students within a time frame set up by the researcher. Before participants were interviewed, they were made aware of the procedures and ethical policies and the protocol to be followed in the task. Because participants had different levels of English or Spanish proficiency, they were asked to choose whether they wanted to be interviewed in either English or Spanish. This option was provided to ensure the comfort of the participants so they could express themselves freely and without linguistic obstacles.1


  Results and Discussion


  Derived from the data analysis, the following sections present the information about the students perceptions regarding various aspects of the CLIL courses.


  Perceptions About CLIL


  During the interviews, participants were asked to describe their feelings about having to take content classes in English. Figure 1 shows a scale that contains the information expressed by the participants. The emotions and feelings that had positive connotations are grouped on the left side of the scale, and those with a negative connotation are placed on the right.
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  As shown in Figure 1, there was a balance between the participants positive and negative emotions in terms of quantity given that the number of positive and negative categories is the same. This feature is also interestingly mirrored in the way students expressed their ideas during the interviews. The majority of the answers had both positive and negative elements, which can be observed in the following examples: I felt excited, but at the same time, I was fearful (Sara) and, I was happy and nervous at the same time (Gerardo). It is worth mentioning that the emotions and feelings expressed by the participants did not vary greatly despite the fact that their levels of language command differed. Although for the majority of students who defined themselves as native speakers of English (NSE), emotions were mainly positive, as observed in the quotes I was pretty excited! (Regina) and I felt happy and less anxious (Gisela), participants still reported having a sense of uncertainty about what CLIL classes would be like.


  In addition to the emotions and feelings that the students could identify, other factors played an important role in how the students perceived this educational model. Mehisto, Marsh, and Frigols (2008) observe that the teachers and the material design are two of the most important elements for working successfully with the CLIL approach. Considering this, participants were questioned about their initial perceptions of their teachers and classmates and the materials in the CLIL classes. Table 1 presents the answers regarding the three elements that were previously mentioned, and a detailed analysis and discussion about them follow in the next sections.
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  Perceptions About Teachers


  Teachers are regarded as one of the main elements within a classroom, and in the case of this study, the role of teachers is crucial to how the approach is perceived by students. It is worth noting that presently, all of the CLIL teachers working at LILEX are native speakers of Spanish. Before taking classes in English, the students had interacted with the same lecturers in Spanish only, and thus, knowing that these same teachers would begin to speak English inside the classroom caused curiosity in most of the students in a variety of aspects. For example, one of the participants stated:


  
    I noticed that in regards to the teachers pronunciation, I was surprised! I was used to something else, so it was a weird change . . . it was weird because I expected it to be like back there [in the United States] . . . I expected perfect pronunciation, and I saw it wasnt like that. . . . But then one realizes that pronunciation is the least important; what really matters is the content. (Maira)
  


  Pronunciation is one of the main aspects of language that speakers perceive during an interaction, and it is to be expected that students would consider this feature to be important in CLIL classrooms. In regard to learning a language or learning through a language, students and teachers have certain beliefs about pronunciation and accents. Many of these beliefs could originate mainly from previous experiences or interactions with speakers of the target language, or they could simply emerge from expectations about what language pronunciation should be like.


  As shown in Table 1, the participants who were interviewed consisted of both NSEs and NNSEs. Students self-identified during the interviews as members of either group despite the fact that even among them, the English proficiency differed. To define themselves as members of either group, participants considered a variety of aspects, resulting in the expression of different ideas. For instance, when asked about her identity as an NSE or NNSE, one of the participants specified:


  
    Im a native speaker of Spanish because I was born here [in Mexico]. From when I was born until I was eleven years old, I was here. However, Im a native speaker of English, but in the academic aspect . . . when I speak Spanish is something very colloquial. In fact, thats something I want to change a little, but my English is more academic; I can easily use a different level of language. (Maira)
  


  The previous self-definition of this participant clearly considers her different skills in both languages, and this feature can make this particular student a member of both groups under different circumstances. However, because of this identity that participants share, and because of their high language proficiency in general, NSEs perceptions of the CLIL teachers English pronunciation in terms of accent was different than those of the NNSEs, which was noted in the first quote in this section. Lippi-Green (1997) notes that when a native speaker of a language other than English acquires English, accent is used to refer to the breakthrough of native language phonology into the target language (p. 43). Taking into account the participants perceptions of the teachers accents, the teachers language proficiency was questioned in some cases, as can be observed in the following quote:


  
    I would say that half the teachers were well prepared, overqualified even. I would say: They have a very good level of English, and they make their classes interesting; it looks like were learning. Some teachers who didnt seem to have good training have surprised me! They have helped me a lot. (Javier)
  


  The participants perceptions about the teachers language proficiency are similar to those found by Aguilar and Rodrguez (2012). In their study, some of the students were concerned about the fact that their teachers were not NSEs, but they reported overall satisfactory perceptions of the CLIL classes in relation to how the teachers spoke the language of instruction and the class in general. As can be observed in the previous quote, in the end, the participants perceptions about this aspect of the CLIL class at LILEX can be categorized as positive.


  Perceptions About Classmates


  Within a classroom, students engage in interactions not only with the teacher but also with their classmates. This is possibly one of the most significant experiences for students in that they share various encounters with each other. Regarding their perceptions of their classmates, the participants made revealing statements. It was in this aspect that the separation of the NSE and NNSE groups was clearly defined. The following quote by an NSE participant illustrates the situation:


  
    I saw a lot of tension because in the first semesters, when it was like pure Spanish, I remember that Gisela and I used to struggle a lot! And our classmates obviously saw that...and we were like: Oh come on help us, . . . and everybody was like: Oh no, I know and you dont. And now that its in English, the ones who were above, now theyre below, and some of them ask me for help, and Im like, Oh yeah, Ill help you. . . . Thats the tension. And most of them, they feel very frustrated in English. (Regina)
  


  In contrast, an NNSE participant reported the following observation:


  
    Those who come from or have lived in the United States are the ones who come mainly from small towns. They come back and group together, and sometimes they isolate us or we isolate ourselves. Its like one always finds a group to fit in. (Roxana)
  


  From the quotes above, it is evident that participants perceive differences among them, and they describe them according to their group memberships. These distinctions made by participants themselves evidently had an impact on the environment in the CLIL classroom.


  Participants reported how the classroom environment changed once the courses began being taught in English. The class dynamic changed, identities were redefined or questioned, and all of this led to attitudes that turned negative in some cases:


  
    About my classmates, I saw an attitude of shock because some of them are non-native speakers and some of us (two or three) are native speakers or close . . . and I saw a change in them, a decrease in their academic performance. That makes one feel bad because I used to be one of the weak students, and now . . . theyre below . . . I feel like their self-esteem went down, and their behavior towards us is very strong. Its like they say: You can speak better than me. (Gisela)
  


  The implications of these changes are quite relevant to how students learn through CLIL. Mehisto et al. (2008) state that CLIL classes work to create life experiences and at the same time to tap the innate language learning ability we all had as young children and adolescents (p. 32). In this study, the NSEs experienced the CLIL approach when they began taking classes in Spanish during the first three semesters of the major, whereas for the NNSEs, the process began in the fourth semester. It is very interesting to see how even when both groups had the experience of working with CLIL in different stages of their learning processes, their reactions towards each group were similar and yet had different outcomes. When NNSEs had the advantage of speaking Spanish, they were reported as not helping the NSEs, but when the language of instruction changed to English, the NNSEs were able to receive help from NSEs. This particular phenomenon cannot be generalized to all students taking CLIL classes in this program, or for that matter, any other program. This behavior could just be perceived as a characteristic of this particular cohort. Thus, it would be advisable to consider the presence of interactions of this type in other CLIL groups in order to reach a final conclusion about how different categories of speakers might react in CLIL environments at school.


  Perceptions About Materials


  The last aspect the participants evaluated was material design. Overall, the participants had positive perceptions of the materials in that they found them to be appropriate in terms of language and content. The following quote exemplifies this idea:


  
    [Materials] were appropriate; I found them understandable. I even expected a higher level, something more difficult for me to understand, but it was the opposite. I started reading, and I saw that I could understand the texts. They were appropriate for our level, and I stopped being nervous. (Gerardo)
  


  From the quote above, it can be interpreted that after having contact with the materials in the CLIL classes, the students were able to reduce their anxiety about not being able to follow the class or the readings given by their teachers. By having a positive first experience with the materials, participants managed to build new perceptions of the classes and the target language. According to Coyle et al. (2010), materials, in addition to teachers and students, are essential in a CLIL classroom because they are linked to motivation and anxiety, two significant factors in the process of language learning. The fact that students feel that they are able to work with materials allows them to feel confident, and they can therefore concentrate on other aspects of the learning process: I receive [the content] without worrying about not understanding; instead, I can concentrate on the subject (Maira).


  In addition to having a positive perception of the materials in the CLIL classes, the participants recognized another important aspect related to the courses and the tools used in them. They were able to identify genres and vocabulary that were completely new to them in English, as is highlighted in the following statement:


  
    For example, linguistics is something very different. Its not just learning grammar because there are texts about other topics that are very different from those that one is used to reading. (Ramiro)
  


  Identifying academic genres is one of the main features of CLIL, and it is also considered one of the most important skills that CLIL students should develop. Therefore, these findings derived from the participants observations coincide with the research analysis of CLIL genres by Llinares, Morton, and Whittaker (2012). They emphasize the importance of recognizing the types of texts and discourses that are to be found in CLIL classes. In doing so, teachers can design materials that prepare students to manage different genres successfully, and the class dynamic will change in favor of students. If students are in fact already on the path of acknowledging CLIL genres, as was expressed in their answers to the questions, then the actual work with them would be expected to become more efficient.


  Challenges Faced in CLIL Courses


  In response to the question What has been the most challenging aspect you have faced in the English content classes?, nearly all students responded that academic writing was the main difficulty they had encountered: Writing [has been difficult] because I didnt have much practice. I hardly ever wrote in English, so I have had to practice (Leo). Another participant noted the problems he had had with academic writing and the possible reasons for that:


  
    Writing is difficult, especially essays. I think the reason is that I have lowered my reading rhythm. Before, I used to read more and I wrote better, I mean back in the United States, and now that I came back [to Mexico], I find obstacles to keep reading. (Javier)
  


  As was mentioned earlier, students discovered new genres within the CLIL classes that made it challenging for them to keep up with the class content and the tasks. Earlier, it was also mentioned how teachers are responsible for the usage and design of materials that help students gain a better sense of the genres they need to be familiar with in a CLIL classroom. However, other factors influence students perceptions of the difficulty level of the CLIL class.


  In this sense, another participant mentions, Speaking has been the most difficult. . . . Fear takes over me, and I block; I forget all the words; its horrible! (Roxana). In regard to these aspects that participants perceived as difficulties, Davies (2009) notes that one of the major challenges for English students in Mexico is that they are not offered the English they are more likely to need, for medicine, engineering, business administration, and so on (p. 14). Therefore, the participants previous expressions appear to be plausible given that their knowledge until they began the formal CLIL classes was mostly general rather than academic, even in the case of some NSEs.


  Another challenging aspect that was reported by participants is the grammar, because here in Mexico, they focus too much on grammar structures (Gisela). Students are generally concerned about this feature of language because knowledge of English grammar has been traditionally highly valued in Mexico. This perception coincides with what Maza (2012) identifies as one of the main disadvantages for implementing CLIL in Mexico, which relates to balancing acquiring and understanding content at the students language proficiency levels. From the quote by Gisela, it can be interpreted that the focus on language form is still present and plays an important role in the CLIL classes students currently receive at LILEX.


  In addition to the previous concern expressed by the participants, there was a reference to their difficulties in increasing their TOEFL scores. As was mentioned earlier, the program requires students to take a sample test to measure their language proficiency each semester. However, participants have faced problems in regards to performing this activity:


  
    On the TOEFL, I havent been able to increase my score. On the contrary, I lowered my score for a long time and now I think Im exactly like I was when I decreased. That causes me uncertainty that I cant...I mean, Im sure I know more than when I started the major. (Ramiro)
  


  According to Vency and Ramganesh (2013), the TOEFL is one of the most popular instruments used by institutions worldwide to help them measure their students language proficiency. Considering this, there should be a direct relationship between students performance in the CLIL classes and their results on the TOEFL exam. The fact that the participants perceptions of their performance on this test were negative can be linked to the other issues they identified as problematic in the CLIL classes, such as academic writing and reading.


  Participants are in fact perceiving an increase in their language command and what they can do and achieve while performing various tasks within the CLIL classroom. However, Van de Craen, Mondt, Allain, and Gao (2007) report that for the case of young learners, if, however the learning of reading and writing takes place in the first language, the learners most important language for academic achievement remains the first language (p. 71). Although the previous findings are mostly applicable to students between 9 and 10 years old according to Van de Craen et al., it could be that some of the NNSE students in this CLIL program experienced difficulties in this area because they had not fully developed academic skills in English, whereas NSEs who went to school in an English-speaking country did build these academic skills to a higher level.


  However, Van de Craen et al. (2007) note that for older students, results seem to depend much more on individual variation, teacher characteristics, and intra- and interpersonal variation and abilities (p. 72). Considering all of the previous information, it would be worth working especially with NNSEs or weak NSEs (students who came back to Mexico still as young learners) to help them develop their cognitive, academic, and linguistic skills in general. Because these students are only in the first year of the CLIL experience, they would still have the time to improve, and they would be able to see progress in their daily academic performance as well as in less frequent but compulsory activities, such as taking the TOEFL exam.


  Benefits About CLIL Classes


  Table 2 shows the results of the perceptions expressed by the participants as advantages or disadvantages in taking CLIL classes at LILEX.
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  Interestingly, the items that the participants reported as being disadvantages correspond to a certain extent to most of the challenges they encountered in the CLIL classes. As mentioned previously, the items that participants perceived as difficulties or challenges were related to their academic skills and development within the CLIL classroom. However, there are two salient items in this group of what participants perceived as disadvantages: (1) not having a strong foundation in Spanish and (2) their Mexican pride was crushed.


  The first item reported by participants is relevant because it reflects a well-known linguistic fact that is a link between knowledge of the L1 (mother tongue) and learning the L2 (Agustn Llach, 2009). As Agustn Llach (2009) notes, there is still controversy in determining whether the influence of the L1 is positive or negative in acquiring the L2. However, the fact that the participants mention this particular issue as something that concerns them is important to be considered at least in regard to the affective elements that impact how they learn the second language through CLIL classes:


  
    I think that we should have a specific class in Spanish...writing maybe. We should take it as something extra, because sometimes one focuses on English, but we dont know Spanish...so, hows that possible? (Ramiro)
  


  From the quote above, it can be interpreted that students are probably looking to their L1 to find something close to what they are doing in the L2 in terms of academic skills. Although the writing systems in English and Spanish are different (Crawford, 2010), students might possibly feel closer to or more familiar with the academic genres if they knew them well in Spanish first. In a study conducted by Aguilar and Rodrguez (2012), there is reference to the fact that students suggested including some sort of translation into their L1 as part of their interactions with teachers in the CLIL classroom. This finding could provide evidence that students enrolled in CLIL classes could consider it helpful to be able to access some information in the L1.


  The second item relates to participants self-identifying as being native or non-native speakers of English. This issue was observed to influence the interactions of both groups within the CLIL classroom, and it is also linked to students perceptions of the language used as the medium of instruction at this stage of their education process:


  
    It is a disadvantage [to use English] in terms of pride, but it is an advantage because it helps us increase the level of students, and this prepares us for a different type of context. Its not just learning English as a language but as something that we use in other contexts. (Maira)
  


  Despite the fact that some of the participants could perceive their Mexican pride as being threatened by the usage of a language such as English, they did perceive the benefits and advantages they would have by learning this language: The focus of the major is that [learning English], so it obviously has to happen...we have to do it (Leo) and This is as it should be, because if this is what we are focusing on, then classes have to be taught in English (Ramiro). It is observable that students are aware that this is a step they have to take in their learning process, and they know that it is something they will eventually need to see as natural.


  Because of this awareness about having to use English in their content classes, the students also see advantages in the CLIL approach. According to Table 2, most of the items identified as advantages related to developing academic skills and practicing the language. In this sense, one of the participants voiced the following idea about the advantages she has perceived:


  
    This is a great opportunity to be bilingual and then trilingual...it is awesome because besides learning the language, one also learns the culture and many concepts that simply...A common speaker would just have a normal conversation . . . but, for example, they cant talk about linguistics or teaching. (Sara)
  


  Some of the advantages are perceived by various participants as being disadvantages at the same time and vice versa. However, according to their expressions, this serves as a sort of motivation that encourages students to continue working on improving themselves in academic aspects in general.


  Participants Suggestions for the CLIL Classroom


  Regarding future CLIL students (groups in the first and third semesters), the participants recommended prior preparation and practicing skills such as speaking or reading in the target language (English). Based on their experiences in over a year of working with the CLIL approach in the program, the participants stated that having prior preparation in the language and reviewing the core concepts (subject content) they had seen in previous semesters would have allowed them to feel more confident when they began the CLIL classes.


  It was also noted that the teachers role is very important, especially in CLIL classrooms. Students suggestions for the CLIL teachers included improving the methodology and material design, introducing assignments in English in earlier semesters, empathizing with students, and extra tutoring. The students suggested promoting coordinated work with students, teachers, and administrators to learn about what happens inside CLIL classrooms, support student projects and improve facilities and material access.


  Conclusions


  From the research conducted in this study, important information has been revealed. This studys findings will undoubtedly serve as a basis for implementing other CLIL programs at UAZ and at other universities across this country. Based on these findings and considering the research questions, it can be concluded that:


  
    	Students have an overall positive perception of the CLIL courses offered in the BA in foreign languages at UAZ that sets an optimistic premise for the successful implementation of other CLIL programs at this institution and at other Mexican universities. However, participants identify many areas that could be improved in regard to teachers, classmates, materials, and the environment in general.


    	Students in the CLIL program at LILEX struggle mainly with developing academic skills such as academic writing, identifying and using academic genres, and vocabulary. Students have not used any particular strategies to improve these aspects, although they are aware of their weaknesses and possible ways to overcome them.


    	Students perceive the benefits of taking CLIL classes by being able to use the language in a different context and improving their academic skills. However, they would like to have deeper knowledge of the Spanish language. Although they feel positive about learning school contents in English, some of them are concerned about this language threatening their Mexican pride.

  


  In addition to the above, and considering the findings of the study, it is advisable that the BA in foreign languages program and potential CLIL programs to be offered at UAZ or other tertiary education institutions in Mexico consider the following ideas:


  
    	Training the teachers through international certifications that guarantee advanced command of the English language. Although the latest research in the field of world English (Crystal, 2003; Jenkins, 2009) debates the idea of using standardized exams (e.g., IELTS, TOEFL) to measure a persons linguistic competence, these exams are still acceptable ways to keep teachers updated and prepared to a certain extent until new instruments or trends are released.


    	Training teachers in methodology for CLIL classes and material design. In addition to having advanced knowledge of the language of instruction, teachers also need to be current on ways of delivering both content and language (Hillyard, 2011). Having expertise in teaching strategies, methods of assessment, and material design would give teachers more tools to provide students with what they need in order to acquire deeper knowledge about their major and other areas of interest to them.


    	Training and updating teachers about current issues in their areas of specialization, preferably in English so they can have deeper knowledge of the content and language they teach in the CLIL classroom. As mentioned previously, it is important that teachers be in constant training, not only to know more about what they do and what they teach inside the classroom but also so they can place themselves in students shoes. Doing so would sensitize teachers and lead them to be empathic with their learners, thereby strengthening the affective aspects of language learning.


    	Careful design of the CLIL curricula so that the approach is implemented at least in the main subjects of the program beginning in earlier semesters. Operating a CLIL program is complex because many factors and aspects must be considered. Thus, constant revisions of how the program is working and implementing action research about the situations related to operating a program of this type would allow for reflections and actions regarding the appropriateness of starting CLIL instruction earlier in a BA program.


    	Including workshops or multidisciplinary training for English and content teachers in order for students to develop general and specific academic skills. Collaborative work among language and content teachers would easily allow for enriching and improving the CLIL syllabus, and having teachers as models of cooperative work would undoubtedly positively impact the environment so that students could leave behind issues of division and discrimination within the school domain, thus translating into tolerant behavior outside of school.


    	Promoting campaigns by students, teachers, and administrators in which English is appreciated as a global (Crystal, 2003) language that allows for intercultural communication and knowledge exchange. Gaining knowledge and fostering reflection on the new trends of language policies worldwide would help students contextualize the type of education they are receiving. This would also sensitize learners, teachers, and administrators to be more tolerant of and open to debates and reflection about languages and education issues in general.

  


  Recommendations for Future Research


  This study is the first of its type to be conducted at LILEX and at UAZ, and therefore, there are a number of areas for research that could be exploited in order to increase the knowledge about the CLIL phenomenon at the micro and macro levels. These recommendations for further research could include the following ideas: (a) contrasting students perceptions about the CLIL courses at LILEX with the perceptions of the CLIL teachers, (b) studying the perceptions about native speakers of English (Mexican-American students) working with the CLIL approach in Mexico, and (c) studying the effects of CLIL classes on students performance on the TOEFL exam.

  


  1As part of the ethical policies, interviewees were assigned pseudonyms in order to protect their identities. It is also important to mention that ten of the eleven participants asked to be interviewed in Spanish, and therefore, the extracts presented throughout the article were translated into English by the researcher. Reginas interview was completely carried out in English.
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  This research has the aim of highlighting the importance of motivation in the process of learning English as a foreign language. For that purpose, some factors that affect motivation are described, using as a starting point the answers obtained from a questionnaire given to students in their fourth year of compulsory secondary education. The main conclusions of the research show the fundamental role of factors such as the teacher, the four skills, students interests and daily habits, among others. Finally, some guidelines for a teaching methodology are proposed with the intention of future development.
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  Esta investigacin nace con el objetivo de resaltar la importancia de la motivacin en el proceso de aprender ingls como lengua extranjera basndose en los resultados obtenidos en un cuestionario para alumnos de cuarto curso de Educacin Secundaria Obligatoria. Las principales conclusiones de la investigacin muestran el papel fundamental que juegan algunos de los factores que afectan a la motivacin como el profesor, las cuatro destrezas, los intereses y hbitos de estudio de los alumnos, etc. En la parte final de la investigacin se describe una serie de pautas para desarrollar una propuesta metodolgica que tenga en cuenta los resultados de este estudio.


  Palabras clave: aprendizaje de segundas lenguas, destrezas, factores, intereses de los alumnos, motivacin, profesor.

  


  Introduction


  In recent decades, the role of the English language has increased throughout the world, and the necessity of fully understanding it is generally accepted. Nevertheless, how this language is addressed in Spain is still insufficient, which is clearly demonstrated in the results from the Education First: English Proficiency Index (Education First, 2012), in which Spain is ranked in the group of medium level of English along with a small number of European countries such as Portugal, Italy, and France; the remainder, meanwhile, are at higher levels. This result is even worse if we focus our attention on Andalusia, which is classified as having a low level of English in comparison with the other communities in Spain. By observing these outcomes, two assertions can be made:


  
    	We recognise the importance of English


    	We are attempting to improve our English levels, but we are doing it erroneously.

  


  Regarding the first statement, it is important to mention that the consideration of English as the essential tool for communication has forced the Spanish government and educational institutions to attach importance to its presence in the learning development of children and teenagers. Consequently, all students in primary and secondary education in Spain are taught English as a foreign language (EFL) as one of their compulsory subjects. Since 2007/2008, students have begun learning English at the age of 6 (the first year of primary school), continuing to age 16 (the fourth year of compulsory secondary education [CSE]) and, if they continue studying, also in Bachillerato. Furthermore, the Spanish Ministry of Education introduced the MEC Programme1 in 2007, which was designed for students and teachers who wanted to improve their foreign language skills by living abroad for a short period of time.


  Concerning the second statement, we can confirm that it is also partly true because the current measures are less than sufficient, which is shown in the poor results (only 23% of the Spanish population consider that they speak English well [Education First, 2012]). One of the main criticisms of the Spanish education system regarding teaching foreign languages is that students spend approximately 10 years learning English at school but that very few of them end secondary education with a B1 level (the level described by the Common European Frame-work of Reference for Languages, Council of Europe, 2001).


  There should definitely be some incongruities in the process of teaching English in Spain that can explain the differences between the number of hours of English taught at school and the students low levels of the language at the end. Consequently, this research will focus on the different factors that affect motivation in secondary school students who study English to discover if there is a connection between their low English levels and their motivation.


  Motivation and Foreign Language Learning


  Definition of Motivation


  The idea of motivation is a recurring topic throughout the history of language teaching and is considered fundamental for achieving positive results in any task. This long journey is reflected in the fact that there is no single definition, but instead a number of them. The existence of this variety of definitions shows the difficulty in describing motivation and its role in the process of learning a language. Consequently, the first step is to clarify some of the problematic aspects of the term motivation as it was described in Rodicio (1999):


  
    	Motivation is not a physical feature; that is, it cannot be observed directly.


    	Motivation is just one of the pieces in the complex mechanism that moves peoples conduct, but it is not the only one.

  


  With these problematic areas in consideration, it is important to remember some of the definitions that have been written in previous investigations:


  
    	Crookes and Schmidt (1991) identified motivation as learners orientation with regard to the goal of learning a second language.


    	Madrid (1999) explained the concept of motivation as an individual state that is influenced by different factors such as beliefs, interests, goals, and wishes that demand an effort from students.


    	Spolsky (2000) described motivation as the amount of time a learner is prepared to spend on learning tasks.


    	Ortega Martn (2002) explained that motivation is an individuals disposition to learning a task that can be modified both by him- or herself and by the surrounding circumstances.


    	Cole (2007) defined motivation as the internal state that instigates, directs, and maintains behaviour.

  


  These are just general ideas to be considered in defining motivation that will be followed in this research. That is, motivation will be understood as what encourages students to freely devote their time to a specific activity. It encourages students not only to initiate the activity but also to continue working on it throughout their lives. These reasons are individual and personal and different in each individual context, and they can come from the students themselves or from external stimuli.


  Theories About Motivation in Foreign Language Learning


  If the idea of motivation can be problematic to define, we find the same situation regarding the numerous theories and classifications put forth by authors. In this respect, some of the most famous theories about motivation in the field of foreign language learning will be mentioned.


  One of the most important theories comes from Gardner (as cited in Madrid, 1999) and his socio-educational model, which depicts the attitudes and motivation in foreign language learning and the distinction between integrative and instrumental motivation:


  
    	Integrative motivation: Consists of students desire to become part of the culture related to the language they are studying. Students may identify themselves with the values and features of the culture that represents the language. Therefore, they might want to learn English in order to live in an English-speaking country, work or study in one, interact with people who speak the language, and so forth.


    	Instrumental motivation: Is connected with the idea of learning a language that will be used as a tool for different purposes. The language is not the students goal but their means to a higher purpose, such as studying, reading, or promoting. Students with instrumental motivation think that English will be helpful for them, but they have no real interest in the language itself.

  


  Another traditional classification has been the distinction between students who are intrinsically vs. extrinsically motivated by Deci and Ryan (2000), who explained intrinsic motivation as the choices people make for their own sake without considering any external component, such that they are intrinsically rewarded.


  This definition is close to Gardner and Lamberts (1972) view of the subdivision of motivation into two separate aspects, but Deci and Ryan (2000) change the names of the categories in order to include some considerations that were left out of previous classifications. In this respect, intrinsic motivation was related to students interests and goals, that is, when they develop a skill for a task because it is their will. In contrast, extrinsic motivation consists of external stimuli that influence students behaviour regarding the language.


  Factors That Affect Motivation


  In terms of this point, different theories have been compiled. Some of the most interesting authors and their classifications will be mentioned here.


  
    	
      Spolsky (1969) refers to the most meaningful factors that affect the teaching/learning process:

      
        	The teaching method.


        	The age.


        	The aptitude.


        	The attitude. This last factor is the one that most affects motivation because it directly relates to the education context (teachers, friends, family, etc.) that surrounds the learner.

      

    


    	
      Skehan (1989) lists four motivating factors as the most significant:

      
        	The activities in the teaching/learning process: This factor is important because a great part of the learners interest in the language will depend on the types of activities developed in class.


        	The final results: Good results are understood as a reward for the learner, whereas bad results are similar to a punishment. In this case, motivation is the consequence of these results: Students with good final results are going to be more motivated than students with bad results.


        	Internal motivation: This is connected to the students ideas about the language as a consequence of previous experiences and the use of the language at home, among others.


        	Extrinsic motivation: The influence of external stimuli such as rewards or punishments.

      

    


    	
      In the outcomes extracted from Madrids (1999) research about the factors that affect motivation in EFL learning, some factors were mentioned as the most noteworthy. These were as follows:

      
        	The importance of the English language in the present society.


        	The personal features of the English teacher.


        	The types of tasks developed in class and the teaching methodologies that are implemented.


        	Features about the subject itself in comparison with other subjects.


        	Environmental factors (family, school, etc.).


        	The intention of integration in English-speaking countries.

      

    


    	
      Drnyei (2001) presents three main types of motivational sources:

      
        	Course-specific components: the syllabus, teaching material, teaching method, and learning tasks.


        	Teacher-specific components: the teachers behaviour, personality, and teaching style.


        	Group-specific components: the dynamics of the learner group.

      

    

  


  The Research


  Objectives of the Research


  The following are the objectives established for this research:


  
    	To discover some of the current factors that affect motivation in EFL learning in the fourth year of CSE in two different schools in Granada, Spain.


    	
      To study how other aspects of English teaching affect students motivation, such as the following:

      
        	The role of the English language in the students life.


        	The approach to the four skills and how they are treated in class.


        	The teachers role in the students motivation.


        	Other factors.

      

    


    	To offer a methodological proposal in relation to the results obtained in order to reflect the most important factors that affect motivation in teaching practice.

  


  The Sample


  This research took place among a group of 51 students (male and female) who were in their fourth year of CSE, and their ages ranged from 14 to 17 years. This school level was selected because it is one of the most problematic levels of secondary education; it serves as a passage between compulsory and optional (Bachillerato) education. As a consequence, some students in this year are willing to complete it in order to finish school, but others study hard in order to reach the Bachillerato as well prepared as possible. Because of this, there is a vast difference in students skill levels and also in their motivation. It can be considered that at this level, motivation as a key factor in the learning process is easier to identify and study.


  The students who participated in this investigation were not from the same school: Group A was from a state high school, and Group B was from a semi-private school; both were located in the central area of Granada.


  Group A


  This sample consists of 14 boys and six girls who have different characteristics. At the school, this group is considered problematic compared with the other groups in the same academic year because some students have significant personal problems that usually interfere in their school lives. These problems are related to economic difficulties, cultural interference, and, as was mentioned above, lack of motivation. This is exemplified in the fact that only 10% of the students have passed all subjects in the second term of the school year. Moreover, 35% of the students have repeated a year during CSE.


  Group B


  At this school, there are students from many different cultures and ideologies, despite the schools religious orientation. This class comprises 31 students (19 boys and 12 girls), and the students are considered, in general, to be a hardworking group. It can be added that 3.2% of the students in this group have repeated a level during their CSE. Generally speaking, these students have higher English levels than those in Group A, which can be seen in the percentage of students who have passed all of their subjects in the second term (51.6%).


  Measurement Tools and Data Collection


  Two different procedures were used in order to systematically collect the data for this investigation: a questionnaire and a period of observation. The reason for selecting these two measurement tools for data collection is that they were considered to be appropriately suited to the research purpose. They are presented below:


  The Questionnaire


  This questionnaire was considered the main measurement tool. In order to select its questions and items, the authors consulted different sources such as Brown (2002), Drnyei (2001), and Madrid (1998). The questionnaire was in Spanish (because Spanish is the mother tongue of most of the students) in an effort to avoid misunderstandings among students with difficulties in foreign languages. The students names were not asked so that they would answer the questions unguardedly.


  The questionnaire was face-to-face, with the researchers taking notes on what was said, and it consisted of 20 questions that were both open- and closed-ended. The following is a brief classification of the questions:


  Personal information questions about three different aspects:


  
    	Biological characteristics: age, sex, and mother tongue.


    	Questions related to their academic lives.


    	Questions linked to the role of English in their lives.

  


  After these personal questions, the remaining items were grouped into three different organizational fields:


  
    	Items connected to the language itself and students interest in it (Questions 1-8).


    	Items dedicated to English at home, comprising queries about homework, the students parents, their study habits, etc. (Questions 9-12).


    	Items related to English in the classroom, with questions about the teacher, the four skills, the materials used, etc. (Questions 13-20).

  


  The questionnaires validity was analysed by three experienced lecturers, as was explained in the theory of investigator triangulation described by Guion, Diehl, and McDonald (2013). This method consists of using different investigators in the related field of study in order to check the resources and techniques that were used. If the group reaches the same conclusion, the research and its results can be considered valid. In this case, the experts studied the following aspects of the questionnaire:


  
    	The items are clearly presented, specifically the wording.


    	The items accurately reflect the information the student is being asked about.


    	The items are closely related to the students and their contexts.


    	The items do not present more than one piece of information each.


    	The items are relevant to the study of motivation.

  


  The Period of Observation


  In the field of education, observation is an important tool for data collection, usually as a complement to other techniques. It can be a useful device if it is properly used, for which good planning and organisation are needed. The first step is to determine the type of observation that will be developed (Anguera as cited in Lpez Fuentes et al., 2012):


  
    	Level of interaction between the observer and the observed. The observation will have two different periods: participative and non-participative.


    	Level of systematicity: It will be a non-systematic observation.

  


  Other Devices


  Finally, it is interesting to make a brief commentary about the computer programme that was used to analyse the data that were collected from the questionnaire. The programme was the most recent version of IBM SPSS 21 (Armonk, NY, USA), which is one of the most popular databases used in research. For the qualitative datathat is, the open-ended questionsa series of charts were designed to cover this extra information.


  Results


  First Variable: Personal Information


  The average age of the participants in this research is 15.51 years, which means that despite the number of students who have previously repeated a level, the average age is appropriate for the level of the fourth year of CSE (15-16 years). Regarding sex, there were a total of 51 students, 33 male (62.7%) and 18 female (35.3%). The greater number of male than female students may be justified because both schools were traditionally single-sex schools (only boys), and although this situation has already changed, the higher number of male students could be a leftover of this tradition, even more so in the last levels of secondary education.


  It is important to mention that 15.7% of the students have repeated a level. An interesting aspect of this variable is the great difference between the two groups of students: in Group A, 35% had repeated a level, but in Group B, only 3.2% had repeated a level.


  In order to consider the different marks the students had obtained, the marks were classified into five groups: (1) failed, (2) pass, (3) good, (4) very good, and (5) excellent. Marks were grouped from 1 to 4.99 = failed, 5 to 5.99 = pass, 6 to 6.99 = good, 7 to 8.99 = very good, and 9 to 10 = excellent (see Figure 1).
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  Figure 1 shows the great difference between the two schools: looking at the figure, it can be seen that Group A has higher English levels than Group B, considering that the students marks likely reflect their English levels. The main conclusion that can be drawn after observing these results is that the differences in the levels of students in the same class could be problematic for good development in the language teaching and learning process.


  The age of beginning to study is another key factor that can help us to understand students English levels. To group all of the answers, there are four different categories:


  
    	Under 3 years of age


    	From 3 to 5 years of age


    	From 6 to 12 years of age


    	Over 12 years of age.

  


  The selection of ages was not made randomly but was based on students ages at the beginning of each education stage: at 0-3 years of age, students can start nursery school; at 3-5, they start preschool; at 6-12, they begin primary education; and over age 12, they have begun secondary education (Figure 2). Thus, by analysing the age at which students began school, it can be established at what stage they began learning English.
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  Most students (45.1%) began to study English in elementary school (6 years); only 13.7% had begun learning English before they were 3 years old. Muoz (2006) demonstrated that young learners have better understanding of the concepts of new languages. Nevertheless, the age of beginning to learn is not as important as the amount of exposure; as Lightbown and Spada (2006) summarised foreign language programmes that begin with very young learners but offer only minimal contact with the language do not lead to a great deal of progress. Hence, the age and the amount of input can be determining factors in learning languages, but we will not be focusing our attention on these aspects, given that we consider the age of beginning only as personal information, the same as age or native language.


  Second Variable: Students Interests


  This group of questions is essential to describing students motivation towards the language. The first important thing to know is whether or not students like English in order to consider that those who admit they do like it are likely to be more motivated to learn than those who do not. Other factors will be considered and described subsequently, but this will be the basis for the explanation of the outcomes. In this research, 78.43% of the students liked English, and the remainder (21.57%) did not.


  In general, we can say that students usually like English not as a subject but as a language itself. This assertion can be made because they like English independent of their marks, for different reasons: most of the positive answers are related to students who enjoy using English in real life, such as for communication, travel, hobbies, and future plans. The remaining positive answers are connected with characteristics of the language itself (interesting, easy, beautiful, etc.). In the negative column, most of the answers are related to specific aspects of the language such as its difficulty, the required effort, and so forth.


  It is also significant to mention that 100% of students intend to improve their English levels because they are clearly aware of its current importance (96.1% of them think they will use English in the future). They have different justifications for their reasoning, such as having better work opportunities, traveling, and making friends.


  It is also worthy to note the importance of some students opinions about the language. The massive presence of the Internet in these students lives has brought some benefits for learning languages, and one is the immense data bank of media that they can now access. Nearly half of the students responded that they were accustomed to watching films or TV shows in English.


  Apart from the previously mentioned hobbies, there are other daily activities in which students usually use English, for example, television, the Internet (including social networks), mobile phones, computers, and games. The results show that in all of the aforementioned activities, the students who usually use English are those who confessed that they like it. In contrast, among the group of students who do not like English, more of them did not use it daily (see Table 1).
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  Finally, regarding music, it is not necessary to mention that a very large percentage of the music available on the Internet and on the radio is in English. The influence of music is unquestionable, but the intention of this query was to go further and discover if students were really interested in understanding and singing songs in English. The result of this query was that 82.4% of the students have looked for song lyrics in order to better understand the song at least once.


  Third Variable: English at Home


  This group of questions is related to the students habits in relation to studying English at home. The outcomes show that only 29.4% of the students usually study every day. Another interesting point is whether they usually travel abroad with their families, and there is a great difference between the two groups of students: in Group A, 60% of students do not travel abroad with their families, but in Group B, the percentage increases dramatically to 95% of students.


  Fourth Variable: English in the Classroom


  In the last group of variables, the point of interest is the connection between students opinions about the English language and how it is approached in the classroom. Students had to select characteristics from a list to describe their English classes. The results show that most students used positive adjectives, such as interesting (64.7%), useful (58.8%), funny (45.5%), and innovative (39.2%). It is interesting to highlight that only 9.8% of the students considered their English classes difficult, and some (27.5%) described them as easy. Regarding this result, we would like to comment that three students (all from Group B) wrote commentary on this fact. They explained that in all of their years in secondary education, the topics and the level have always been the same, and therefore, although they selected some positive aspects of the class, they think their teachers should be more demanding in order to make the most of the English classes.


  The students were also asked about the charac-teristics of a good English teacher. These are the results: having a good level of English (86.3%), making participative lessons (66.7%), and funny lessons (60.8%). At the end of the list, they included characteristics such as be young (19.6%) and be strict (3.9%).


  As a final point, students had to answer questions about different skills and how they are approached in the classroom (Figure 3).
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  The results presented in Figure 3 can be explained with students own justifications. They consider speaking the most important skill, mainly because they think that it is the skill they will use most often in real life to communicate. Those who answered all skills explain that they are all part of the language, and therefore, they are all useful depending on the context. Those who mentioned grammar did so mainly because they consider that they will not be able to speak or write if they do not have the necessary knowledge of the languages grammar. Finally, students who selected listening did so because you should be able to speak but also to understand what others say.


  In this reasoning, we can perceive how students understand the English language mainly as a tool for oral communication, one of the main characteristics of the communicative approach. Nevertheless, although students recognise the importance of the oral skills, these are also the most difficult skills along with grammar (see Figure 4).
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  Conclusion and a Methodological Proposal


  The most significant results of the research are presented here based on the established objectives:


  There was an in-depth study of some of the current factors that affect motivation in the study of EFL in the fourth year of CSE at two different schools. It was discovered that currently, students are aware of the importance that English will have in their futures, and therefore, some of their primary motivations to learn it are to have better jobs, travel abroad to meet new people and new cultures, and live in an English-speaking country, among others. All of the students in this research want to improve their English, and all of them have clear ideas in this respect. Another important factor that affects their motivation levels is the idea that English is present in every aspect of their daily lives. Consequently, they watch films and series in English, they listen to songs and read their lyrics in English, and they are becoming accustomed to reading magazines, blogs, etc. in English. They usually use English on their computers, on the Internet, in social networks, and so on.


  Additionally, how other factors in their lives and in their classrooms may affect their motivation was studied. Specific factors were considered, such as the following:


  
    	The role of the English language in students lives. As was mentioned before, English is present in nearly every hobby, and therefore, it plays an important role in the students lives. In spite of this, some students are likely to use it and are not afraid of it, but a small part of them are still on guard.


    	The approach to the four skills and how they are treated in class. The results show us that students are more motivated when the focus of the lesson is on skills such as speaking and listening; they do not enjoy a high emphasis on grammatical aspects, and they missed some extra practice in other skills such as reading and writing. Most students agree with the idea that the most important (or at least the most useful) skill is speaking, and therefore, they are ready to learn more and enjoy more in lessons in which this skill plays a central role. In contrast, more than half of the students agree with the fact that grammar is the most difficult aspect of learning English. It is not necessary to discuss grammars importance in this process, and consequently, it cannot be neglected, but it can be approached in different ways, likely in ways that are more related to students interests.


    	The teachers role in the students motivation levels. This is likely the factor that was most directly related to students motivation in the classroom. The students responses showed that in general, they preferred teachers with good English levels, although this was not a determining factor for them, and they also had teacher age preferences. Nevertheless, from the students points of view, some factors are important such as having good English levels, having good pronunciation, and making funny and participative lessons. Because of this, we can observe that students are more motivated with teachers who show proficiency in the language and who teach it through funny and participative activities. Apart from these results, specific student comments showed the importance of the teacher in their learning English.


    	Other factors such as the importance of games and of diversity in the materials used in class. In general, most students like the use of new technological devices in class to enhance their learning opportunities.

  


  The final objective refers to proposing a methodology that contains all of these factors in order to give students more reasons to be motivated. Some guidelines are proposed here to consider in developing future work:


  
    	It is important to follow a communicative approach to the language because communication is the main reason students want to learn English. Moreover, specific time should be devoted in each lesson for this purpose that forces students to use the language to talk about particular topics.


    	It would also be interesting to follow a task-based approach because each task can be oriented to a specific field of the students interests, and in each of these tasks, different materials can be used. Then, all tasks should lead to a final task in which students must demonstrate what they have learned. This idea is also connected to the spiral approach, which uses graded activities that progress from easier to more difficult. This is also a device for considering attention to diversity, referring to the differences between higher and lower achievers.


    	Equally important is the idea of scaffolding, that is, building students new knowledge in connection with their prior knowledge in order to avoid the problems students reported about repetitive content each year without learning anything new. Scaffolding is also essential for students at lower levels because if a teacher knows a students starting point, it will be easier to target new concepts to that student.


    	In class, integrating the four skills is fundamental so that students will not miss practicing any particular skill, such as writing.


    	The need to use material that is linked with students interests, including information and communication technology. This material should contain interesting topics and should relate to students daily lives. Therefore, the use of authentic materials, similar to what students will have to face in real life, is important. In this way, they will understand English as a real tool for their personal development.


    	Regarding the classroom itself, it is important that the class be organised and systematic in order to make the most of each lesson and to not waste time. Additionally, students respond better to activities if they know what will come next, and thus, it is important to have clear lesson guidelines.


    	The teacher should attempt to combine features that are important to students (as shown in the variable of the characteristics of a good teacher), for example: teaching with kindness and enthusiasm, having a good sense of humor, being patient, teaching in English as much as possible, developing rapport with students (knowing their names and some personal information is important), creating a positive but working atmosphere, encouraging students performance, and avoiding tension and anxiety in the classroom (McLaren & Madrid, 1996).

  

  


  1Characteristics of the MEC (Ministry of Education and Culture) can be found at https://sede.educacion.gob.es/catalogo-tramites/becas-ayudas-subvenciones/para-estudiar/idiomas.html.
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  The purpose of this action research was to explore the types of interactions that foreign language learners experience while using a wiki as a supporting tool for a face-to-face research course. This design allowed me to play a dual role: first, I studied my own classroom setting and students. Second, I implemented a pedagogical intervention based on a collaborative online learning interaction. The data were gathered from participants posts, and the findings revealed that class tasks promoted an asynchronous voluntary interaction among participants in which they shared knowledge and experiences while expressing the opinions and points of view that enabled them to actively participate in the face-to-face class.


  Key words: Collaborative learning, foreign language learning, web 2.0, wiki.

  


  El propsito de esta investigacin accin fue explorar el tipo de interacciones que estudiantes de lenguas extranjeras presentaron al utilizar una wiki como herramienta de soporte de un curso presencial. Este diseo me permiti desempear un doble papel. Por una parte, estudi mi propio saln de clase y estudiantes; por otra, implement una intervencin pedaggica con base en una interaccin colaborativa en lnea. La informacin se recolect por medio de 128 aportes hechos por los participantes. Los hallazgos revelan que las actividades de clase permitieron una interaccin asincrnica voluntaria entre los participantes en la cual ellos compartieron saberes y experiencias, a la vez que expresaron opiniones y puntos de vista que les permitieron participar activamente en la clase presencial.


  Palabras clave: aprendizaje colaborativo, aprendizaje de lenguas extranjeras, wikis, web 2.0.

  


  Introduction


  This article attempts to describe my experiences during an 80-hour research course that was taught during the spring semester 2012. This introductory course was intended to provide foreign language pre-service teachers with qualitative and quantitative theoretical research foundations, methodologies, and evaluations of research. Throughout this course, six intermediate-level English students were engaged in collaborative activities while reading, summarizing, and critiquing research papers that allowed them to discuss and compare the relationship between the theoretical foundations learned in class and what is published in the research field of foreign language learning and teaching.


  Based on my former students feedback, and seeking ways to embrace information and communication technologies (ICTs) to create better learning environments, I designed a wiki as a core element of the course in order for the students to be part of a collaborative, complementary online learning experience that would allow them to interact with one another, post tasks, and provide and receive feedback from others.


  In contrast to myriad other neologisms, there appears to be a broad consensus on the origins of the term wiki, derived from the Hawaiian word for quick, which was coined by Ward Cunningham, the first creator of a wiki in 1995. Its applications are as diverse as humans imaginations and as plentiful as humans needs. According to Vaughan (2008), wikis have recently emerged as a very powerful digital tool for supporting student collaboration (p. 48). Castaos and Piercy (2010) defined a wiki as an online database that allows users to create, edit, and reflect on the content of a web page (p. 948). In educational environments, wikis are particularly interesting for learning purposes (Reinhold; Shih, Tseng, & Yang; Wang & Turner; Yukawa as cited in Kimmerle, Moskaliuk, & Cress, 2011). Furthermore, wiki users can share their knowledge, create a joint artifact, discuss and integrate different opinions, and develop innovative ideas [thus] wikis may be considered as powerful tools for learning and knowledge building in educational contexts (Kimmerle et al., 2011, p. 138).


  Accordingly, wikis can be applied to a diverse set of systems, features, approaches, and projects (Lamb, 2004, p. 38). In my teaching experience, I have found that providing students with technology-supported learning environments implies a dynamic and more engaging way of developing learning projects. In other words, students interact and use a foreign language (FL) in a real context, alongside their peers, and professors are given the opportunity to monitor and obtain up-to-date information on their students progress.


  Although no generation is more at ease with online, collaborative technologies than todays young people (Economist Intelligence Unit, 2008, p. 5), todays classroom teachers seem not to be prepared to address digital natives, who have grown up in an immersive computing environment. Where a notebook and pen may have formed the tool kit of prior generations, todays students come to class armed with smart phones, laptops, and iPods (Economist Intelligence Unit, 2008, p. 5). It is customary for most FL teachers to ban the handheld wireless devices students bring to the classroom because they are found to be interrupting. Perhaps after professional training, FL teachers could start to advocate the use of all types of technological gadgets to be integrated into the curriculum. After having created the wiki Becoming-a-Researcher (http://becoming-a-researcher.wikispaces.com/), I have come to understand that all of the dynamic processes generated by this student-student interaction through this wiki paved the road for course takers to master the qualitative and quantitative theoretical research foundations, methodologies, and evaluation of education research. Mostly, the interactions were guided by the tasks and questions I asked in order to lead the discussions. Although this was a face-to-face course, the wiki provided participants with an opportunity to strengthen the key topics that were developed during class time. However, the wiki also allowed participants to share their reactions and the feelings they experienced as the course gradually developed.


  Two questions guided this study: (a) What type of interactions does the use of the wiki generate among foreign language learners? (b) How does the use of a wiki influence the foreign language learning process? Consequently, the purpose of this study was to explore the sorts of interactions foreign language learners experience while using a wiki as a supporting tool to a face-to-face research course.


  A Learning-by-doing Experience


  This qualitative inquiry took place within an introductory research course, which is the first of a set of four research courses. After a rigorous self-evaluation process in the FL program in which this research took place, it was found that although professors incorporated ICT tools into their classes on a regular basis, they had not measured the impact of their use on learning and teaching foreign languages. Consequently, I embarked upon a research project to engage FL learners in a web 2.0-mediated collaborative learning process in order to provide pre-service FL teachers with a dual purpose: first, providing FL students with training in ICT through a learning-by-doing experience and second, facilitating collaborative knowledge construction in the field of foreign language research by having them become members of the wiki Becoming-a-Researcher. Although the students were enrolled in a face-to-face course, the wiki was designed as a core course element for the students to interact with one another mainly based on the activities and tasks I created as part of the course syllabus.


  Theoretical Background and Literature Review


  Technological innovations might help to re-design learning and teaching in higher educational environments. As such, professors who are familiar with emergent technologies (e.g., wikis) have come to understand that they offer powerful opportunities to online collaboration (Godwin-Jones, 2003, p. 12). According to Bandura, co-constructing meaning in a democratized digital space has a certain social constructivist elegance (as cited in Higdon, 2005, p. 3). Most activities that are suggested through wikis are developed through collaborative work. Reading and writingreceptive and productive skillsare the most common language skills used for acquiring and exchanging knowledge. In a wiki, the flow of interactions allows users to play a twofold role: readers are writers, and readers and writers jointly form a community of collaboration (Ferris & Wilder, 2006, p. 2).


  In an FL setting, this mutual learning appears to be sufficiently valuable. First, students are given real opportunities to improve their competence in the target language while commenting on their classmates production, and second, students demonstrate knowledge by posting comments, ideas, and reflections on a specific topic.


  Relevant to the study are the notions of wikis and collaborative learning. As with other web 2.0 applications, the so-called wiki wayopen, pre-structured asynchronous collaboration in a text-based environment (Bryant, 2007, p. 11)allows users to create, edit, and delete web page contents. Wikis can be used as collaborative writing tools and have the potential to facilitate collaborative knowledge building amongst learners (Lee as cited in Bryant, 2007, p. 9). After having used wikis for personal projects, I found that they were excellent online environments to support face-to-face courses because they encourage people to share early drafts, interim thoughts and texts for others to contribute, plus they move beyond individual ownership of documents towards a more open, collaborative approach (Bryant, p. 12). The main idea was to give the students an opportunity to co-construct based on one anothers production.


  A number of studies have reported the use of wikis for educational purposes, such as collaborative learning environments, collaborative construction of wikis, online collaboration, and collaborative knowledge building (Boulos, Maramba, & Wheeler, 2006; Bruns & Humphreys, 2005; Duffy & Bruns, 2006; Kessler & Bikowski, 2010; Kimmerle et al., 2011; Koak-Usluel & Mazman, 2009; Li, Dong, & Huang, 2011; Su & Beaumont, 2010; and Witney & Smallbone, 2011).


  In Colombia, a small number of studies have discussed the use of web 2.0 technologies within educational settings, especially the use of blogs. For example, Insuasty and Zambrano Castillo (2010) examined how student teachers could be empowered as more reflective practitioners through journal keeping and blog group discussions (p. 87). Quintero (2008) conducted research that attempted to analyze the role that feedback played in the process of writing. Participants interacted by means of using blogs (p. 7). Similarly, Espitia and Clavijo Olarte (2011) reported on a teacher education experience in which tools such as blogs, earning software, e-mail, forums and internet-based tools were used to improve EFL learning and teaching (p. 29), and Cote Parra (2000), in a small-scale project, described how online discussion groups contribute to fostering learning interactions outside the classroom settings. Some studies have reported on implementing other web 2.0 tools, such as WebQuest (Jimenez Pulido, 2009); StoryBird (Herrera, 2013); Hot Potatoes (Beltrn Lpez, 2009); and BlackBoard (Salinas Vacca, 2014).


  In contrast, I have adopted a collaborative learning perspective based on a dialectical constructivism that highlights the importance of social interaction in developing knowledge and thought (Moshman as cited in Bruning, Schraw, Norby, & Ronning, 2004, p. 195). According to Silverman (as cited in Cortez, Nussbaum, Woywood, & Aravena, 2009), the second area of research stemming from computer-supported collaboration (CSC) is computer- supported collaborative learning (CSCL) which aims at enhancing the learning process and improving students academic results with the help of tech-nology (p. 126). This definition is consistent with the main goal of this project, which allowed students to share their experiences, challenges, and knowledge building while becoming familiar with the theoretical foundations and intricacies of conducting research in the education field.


  
    Higdon (2005), suggests that wikis allow students to co-construct meaning in a democratized digital space (p. 1), and Fountain (2005), states that the use of wikis to support collaborative projects helps promote pride of authorship and ownership in the teams activities. (Vaughan, 2008, p. 56)
  


  My incorporating a wiki as a core feature of this course gave the students the opportunity to interact and create a cooperative online learning environment.


  Context of the Study


  During spring semester 2012, 12 foreign language undergraduate students enrolled in a face-to-face introductory course on research at a public university in Colombia. This 16-week course was designed to provide an overview on facilitating the theoretical foundations of qualitative and quantitative research, methodologies, and evaluation of FL research. After having consented to participate in this exploratory qualitative research, the participants embarked upon a web 2.0-mediated collaborative learning experience in which they were required to contribute on a voluntary basis to the suggested activities as an online support to the face-to-face curricular activities.


  With regard to the students participation, they were expected to make voluntary contributions on the posted activities. Students participated as a way to reinforce topics that had been previously studied in class. They posted their individual contributions, and most of them were definitions, brief explanations of research designs, summaries, and personal insights on research papers. In other words, interacting through the wiki helped participants to build their knowledge on topics discussed in class, ask questions, and edit their own posts and their classmates. As the students participated, they also explored and learned how to use the tools offered by the wiki.


  Description of Online Tasks


  Throughout the semester, I designed seven tasks to give the students the opportunity to internalize and better comprehend the concepts and theoretical foundations of different qualitative and quantitative research designs. For example, participants engaged in reading, summarizing, and critiquing research papers, which allowed them to discuss and contrast the relationship between theory and what is published in the field of learning and teaching foreign language research.


  A typical task, at first, asked the participants to read a passage, concept, or research paper; second, to answer a series of questions to check their understanding of the reading selection; and third, to help others by suggesting ways of improving their written answers. The participants were also encouraged to ask one another for help. Although most of their interactions were triggered by the task itself, their opinions and comments were also posted throughout the course.


  Although I started using this wiki in 2011, this paper reports on the interactions students and I had during the spring semester 2012. During this course, the participants posted 46 direct messages in response to the seven tasks, and these messages generated 82 messages in the form of questions, comments, or requests for clarifications.


  Method


  Drawing on a naturalistic paradigm, I conducted an action research study because this design is characterized as research that is done by teachers for themselves (Mertler, 2006, p. 2). Action research is defined as systematic procedures done by teachers (or the individuals in an educational setting) to gather information about, and subsequently improve, the ways their particular educational setting operates, their teaching, and their student learning (Mills as cited in Creswell, 2011, p. 550). This design allowed me to play a dual role as researcher and implementer of the pedagogical proposal. The former allowed me to study my own classroom setting and my own students. The latter gave me the opportunity to put into practice a collaborative learning process.


  Data Analysis


  The qualitative analysis is based on 128 posts written by the participants as result of the interactions generated by the tasks that were suggested through-out the course. The posts included: 46 direct responses to the seven tasks and 82 responses in the form of questions, comments, or requests for clarifica- tions.


  I decided to use one message as the unit of analysis because its parameters are determined by the author of the message (Rourke, Anderson, Garrison, & Archer, 2000, p. 10). In other words, there are no restrictions on the type of message that is produced as a response in terms of length (e.g., a sentence, a word or a paragraph, among others). In addition, using this unit of analysis makes it easy to identify the posts, and the number of units to be analyzed increases as the participants enter any type of response.


  Findings


  After I analyzed the 128 posts, they were labeled using 14 codes that were aggregated into two main categories: becoming familiar with course content, which shows how participants expressed their levels of understanding of the concepts, theories, or research designs that we studied in class, and collaborative learning, a category that explains multiple ways of interaction among participants.


  Becoming Familiar with Course Content


  The participants engaged in an asynchronous exchange of experiences and knowledge while becoming familiar with theories, concepts, and research designs. For the most part, they asked and answered questions in order to have a better understanding of the concepts and theoretical foundations of different qualitative and quantitative research designs by introducing, paraphrasing or summarizing concepts, theories, or designs. This interaction may explain how their contributions allowed them to comprehend the course content and to be better prepared to take part in the face-to-face class. A total of 22 contributions were posted under this category.


  The participants used the wiki as a way to introduce key concepts or theories that helped them expand on what they were expecting to learn in class. The next sample illustrates how one participant shared a definition with his classmates:


  
    Hi everybody I just want to share with you a good definition of Culture:

    According to an English anthropologist, Edward B. Tylor describes culture in his book Primitive culture, published in 1971 with this words: Culture is the complex whole which includes knowledge, morals, belief, art, law, custum and any other capabilities and habits acquired by a man as a member of society [sic].
  


  Although participants posted concepts without thorough discussions on their part that did not generate threaded discussions with the rest of the participants, the simple exercise of using the wiki as a way to share key concepts allowed them to interact actively during the face-to-face discussions in class.


  As opposed to simply introducing a definition, when paraphrasing a concept, the participants displayed a more demanding intellectual exercise in which they restated concepts using their own words. The following excerpt shows how one participant explained in her own words what she had understood about the concept of culture:


  
    Hi, guys...Today I want to tell you what I learned about culture. To begin we could express many definitions of culture according some authors and also for us. Now, I learned CULTURE is a way in which the human being learns many social aspects such as beliefs, habits, traditions, customs, language and standards of morality which are part of his personality and allowing him to adopt a role into a society (environment) [sic].
  


  This contribution shows a higher level of comprehension because the participant elaborated a more sophisticated sort of sharing in which she decided to paraphrase a concept. In so doing, it seems that she went through a more complex process that required her to first understand the concept and then to restate it in her own words.


  Along with paraphrasing, when summarizing, participants demonstrated that they were able to condense multiple definitions and concepts into reasonably shorter versions. As one participant posted:


  
    In short, culture is the process of learning due to experiences, habits, customs and knowledge where it is involved into a social group; with the purpose to educate and to form the human beings with values, beliefs and all time acquiring new experiences [sic].
  


  It can be inferred that when participants shared summarized versions of concepts or ideas, the wiki enabled them to exercise a more complex skill that involved understanding and restating ideas, thoughts, and concepts. Along with paraphrasing, when learners summarized concepts or ideas, they demonstrated a higher level of comprehension.


  Collaborative Learning


  The participants engaged in online collaborative learning in which they expressed their opinions and points of view and used the target language naturally. This collaborative learning experience illustrates the way participants interacted while taking part in the discussions linked with some of the tasks that were suggested during the course. A total of 57 interactions were posted.


  Participants sometimes expressed their opinions through brief posts to thank another student for helping them to improve their posts. The following extract illustrates one of the instances in which a participants showed her appreciation to a classmate:


  
    Thanks X, your opinion is very important to me to improve in a good way my future critiques...In fact, I tried to do my critique in a clear and specific manner to understand much better and to comply with the purpose of making known my paper, criticizing an Action Research [sic].
  


  Although participants made minor grammatical mistakes or typos while posting their messages, meaning was not compromised. In other words, what really mattered to those who participated in this online community was providing timely advice or suggestions to help others to accomplish tasks more effectively or efficiently. It is important to highlight that the wiki was suggested as a way for the students to be better prepared for the classes. Consequently, the written assignments appeared to have been polished based on the suggestions students made on the wiki. Similarly, during the face-to-face sessions, having spent some time interacting on the wiki helped them to internalize the concepts and theories and be willing to take part in class discussions.


  Interestingly, participants did not only note their classmates mistakes; they also suggested improvements. It seems that the wiki actively engaged students in two-way interactions, giving them the opportunity to negotiate meaning and come to agreements. These exchanges may reflect a collaborative learning environment in which the students helped others to improve their posts, and, conversely, obtained ideas and comments from others. What this seems to suggest is that participants worked cooperatively to achieve understanding while improving their language skills. That is to say, the wiki exposed the participants to a natural way of using linguistic skills while giving them the opportunity to internalize and better comprehend the course content.


  More importantly, taking into account that the feedback was not regarded as being judgmental, it was customary to accept fellow students suggestions. A thorough review of the posts revealed that once they had been viewed, nobody rejected any of them. In other words, the camaraderie exercised during the online interactions strengthened the scholarly and personal ties among participants.


  With regard to participants expressing their points of view on others posts, this web-based student-student interaction served to provide others with timely feedback. In the following exchange, one participant advised a classmate on the way she should have fixed a post: Hi X, I think you should be more clear and specific when you write a conclusion. Taking into account that participants were EFL learners, they struggled not only with the theories and concepts studied in class but also with the accurate use of the target language. According to some early posts, their participation centered more heavily on language use than on what was needed to fully understand concepts and theories, which was the core element of this course. The following excerpt explains this recurring concern: You can change analyzed to examined in order to avoid repetition. Although the course aimed at developing participants research competences, the wiki allowed them to improve their linguistic skills while positively impacting their face-to-face interactions and their classroom participation as well as their mastering of the course content. Eventually, as participants became more comfortable exchanging comments and ideas, they gradually focused on the course content rather than the language itself. The following interaction describes how one participant further elaborated on an earlier comment:


  
    I see what do you mean but do not forget quantitative design collecting numeric data from a large number of people. In addition it has three types of quantitative method: experimental, quasi-experimental and survey; in this case quan design generalizes. On the other hand qualitative studies a phenomenon in a real context; I mean, it explores people behaviors; and it does not generalize [sic].
  


  It is noteworthy to mention, however, that the participants comprehension levels significantly increased, as evidenced during class time, as the interactions came to center on the content rather than the form. The following contribution depicts how participants interacted on a voluntary basis:


  
    Finally I would like to know, Why are there different cultures in the world??? What do you think is the MAIN reason??? maybe, because everybody think in a different way, or people try to create their own identity [sic].
  


  It seemed that participants found the wiki a way to ask others and to expand their knowledge. Furthermore, this online environment provided participants with an opportunity to use the target language naturally, by asking and answering questions, for example.


  In addition, the sort of interaction the wiki generated allowed participants to track their own progress, as evidenced by their posts and their evident comfort levels when taking part in class activities. As one of the participants explained:


  
    After this second term I can infer how difficult is to read and reread a paper, for instance, and start doing a critique. Nevertheless, being objective, I can see progress in my knowledge in the research field. I still got a doubt and maybe its late to clarify it but I want you to help me to stablish the difference between Criticism and Critique. What I know is that the first is especially adversely and the other one is a serious examination of something but at last they are synonyms. So what? [sic]
  


  This participant understood that the best way to gain more robust knowledge on the course content required her posting her contributions on the wiki. As she interacted, she became aware of what she had grasped and what was yet to be mastered. It is important to note, in addition, that this visibility offered participants a twofold benefit. First, the way the tasks were structured allowed them to interact on a voluntary basis, and second, in spite of the grammatical mistakes, the participants progressively became part of an online community that shaped their thinking as they shaped others.


  Conclusions


  The purpose of this action research was to explore the sorts of interactions that foreign language learners experienced as they used a wiki as a supporting tool to a face-to-face research course. In an attempt to answer research question one, I would say that once the participants embarked upon web 2.0-mediated collaborative learning, class tasks promoted voluntary interactions among them in which they expressed their opinions and points of view. This online environment engaged the participants in an asynchronous exchange of experiences that enabled them to actively participate in the face-to-face class. With regard to the second research question, I consider that this type of online interaction allowed


  participants to use the target language naturally. By and large, the tasks required them to answer specific questions, giving them the opportunity to contrast their ideas and understanding with those of others. More importantly, as they developed reading and writing skills, participants were exposed to meaningful learning in context. Taking into account that most of the mistakes they made while posting did not compromise meaning, the mistakes were regarded as a natural part of the learning process. In the long term, this type of collaborative learning experience could help participants not only to improve their foreign language competence but also to become lifelong learners.
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  The present study concerns the activities teachers develop and ninth-graders participation in responses to those activities. The objectives of this study were to identify and describe the types of teaching activ-ities developed and how students respond to them and to show how the target language is used in the classroom. The data collection was conducted through daily field notes and a diary. The findings show that in the classroom, the teacher develops twelve types of activities, and the percentage of use of the target language is low.
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  El presente estudio da cuenta del tipo de actividades desarrolladas por una maestra y la respuesta/participacin de los estudiantes del grado noveno en esas actividades. Los objetivos de esta investigacin fueron identificar y describir el tipo de actividades desarrolladas, la forma como los estudiantes responden a stas y mostrar el uso de la lengua extranjera en el saln de clase. Para recolectar los datos se us registro diario de y un diario de campo. Los resultados muestran que en el saln de clases la docente desarrolla doce tipos de actividades y que el porcentaje de uso de lengua extranjera es bajo.


  Palabras clave: actividades de clase, lengua extranjera, lengua materna, participacin estudiantil.

  


  Introduction


  It seems that the manner in which teaching activities are developed promotes or restrains students use of the target language (L2) inside the classroom. Consequently, this issue has been a matter of attention and concern during my over five years teaching foreign languages (English and French). Furthermore, in the last two years, classroom observations in my teaching context have triggered research needs on the aforementioned issue. These observations showed that the use of English (mainly in public schools in Cali, Colombia) is not significant and that students participation in English class is low. For instance, a study by Hernndez Gaviria and Faustino (2006) revealed that Spanish is the language that predominates in the English classrooms in public schools in Cali and that teachers and students communicate in L2 when asking for short directions, answering questions, and participating in dialogues. Similarly, in an article published in 2010 in the newspaper El Pas1 and at the webpage of the Colombian Ministry of Education (Bilingismo an, 2010), it is stated that both teachers and students have deficient levels of English, and the situation is worse with students from public schools. One of the interviewees, Dr. Cardenas from Universidad del Valle (Colombia), argued that among the causes of this backwardness are the unfavourable teaching conditions and teachers unpreparedness to teach English. However, studies conducted in various English as a foreign language (EFL) settings (Akram & Malik, 2010; Peace Corps, 1989; Richards, 2006) argue that students low English use is also attributable to the disconnected ways in which foundational skills are addressed in the different activities that are developed in language classes.


  Contrary to what many authors state (Almarza Snchez, 2000; Brown, 2007; Gocer, 2010; Harmer, 2007a; Hinkel, 2006), it appears that many teachers disregard or have found it difficult to integrate the four foundational language skills (speaking, writing, listening, and reading) into their language teaching activities. For instance, an activity that involves reading is not seen as a source for exploiting other language skills, which could foster a holistic use of language and superior student involvement. It appears that there exists a close relationship between the types of classroom activities teachers develop and students participation in and responses to them.


  Some authors defend the idea that activities must be developed in a way that fosters learners active involvement (Harmer, 2007a, 2007b; Hinkel, 2006; Richards, 2006). As is known, language-teaching activities should aim to develop communicative skills (Klippel, 1984; Peace Corps, 1989; Richards, 2006), and activities should be developed in a way that shows each skill as a subset or constituent of a whole, the language. As a result, learning outcomes should improve if activities are carried out in such a way that they integrate various foundational language skills; if activities are meaningful for the students, they will feel more motivated to participate, and this will create an enriching teaching-learning process. Because of the connection between the teachers activities and the students responses to them, it is necessary to look at language teaching activities and their impact on students. Thus, this study aims at identifying and describing types of teaching activities, the way students respond to them and the ways the target language is used in the classroom.


  This research was developed to fulfill some of the requirements for passing the course Classroom Research Seminar II, which is part of the syllabus of the BA in foreign languages (English-French) in the School of Language Sciences at Universidad del Valle (Colombia). Some of the purposes of the course are to acquaint pre-service teachers with research methods, instruments, techniques, and their future teaching environments. Pre-service teachers are also encouraged to reflect about possible research problems in order to ultimately report the findings in a semester final project.


  Review of the Literature


  Many scholars have addressed the question of classroom activities in the EFL classroom, students participation and responses, and the ways that either L1 or L2 are used. All of these aspects are of the utmost relevance for the present study and will be further discussed next.


  Teaching Activities


  Richards and Schmidt (2010) define teaching activities as any classroom procedure that requires students to use and practise their available language resources (p. 9).


  Richards (2006) contends that in communicative language teaching (CLT), activities have to include role-plays, group work, and projects with which fluent use of language can be promoted rather than focusing on formal aspects of language such as grammar. Because the main purpose of the teaching-learning process is to have students use the target language fluently, classroom activities must focus on negotiating meanings, correcting misunderstandings, and using strategies to avoid disruptions in com-munication. Richards also characterizes activities that focus on fluency as follows: Reflect natural use of language, focus on achieving communication, require meaningful use of language, require the use of communication strategies, produce language that may not be predictable, and seek to link language use to context (p. 14).


  Equally, Riddell (2003) describes a group of activities that are useful for fostering language skills, grammar, and vocabulary, as well as the role of the teacher before and during each stage of a given activity. Riddell states that before an activity, teachers must identify the most suitable activity based on their class levels, their learners average ages, class features and time available, and the targeted language aspects. Some suggestions during the activity are as follows: Be varied in your choice of activities from lesson to lesson. Practice activities need to be carefully selected, and properly set up with instructions and examples. Practice activities should be as relevant and interesting as possible (Riddell, 2003, pp. 94-95).


  According to Klippel (1984), activities for practising a foreign language have left the narrow path of purely structural and lexical training and have expanded into the fields of values education and personality building (p. 6). He describes activities in terms of their topics, the speech acts involved, level, organisation, preparation, time, language focus, and educational aims. Klippel makes the following points about designing teaching activities:


  
    Since foreign language teaching should help students achieve some kind of communicative skill in the foreign language, all situations in which real communication occurs naturally have to be taken advantage of and many more suitable ones have to be created. Two devices help the teacher in making up communicative activities: information gap and opinion gap. Information-gap exercises force the participants to exchange information in order to find a solution (e.g. reconstitute a text, solve a puzzle, write a summary). Opinion gaps are created by exercises incorporating controversial texts or ideas, which require the participants to describe and perhaps defend their views on these ideas. Another type of opinion gap activity can be organised by letting the participants share their feelings about an experience they have in common. (Klippel, 1984, p. 4)
  


  Other points made by Klippel (1984) are that activities should help students recognize themselves in the target language, and for that to occur, the activities have to be meaningful and create students interest, which will improve their performance.


  
    Learning is more effective if the learners are actively involved in the process. Learner activity in a more literal sense of the word can also imply doing and making things; for example, producing a radio programme forces the students to read, write, and talk in the foreign language as well as letting them play with tape recorders, sound effects, and music. (Klippel, 1984, p. 5)
  


  Klippels (1984) conception of activities is in agreement with the view of skills integration that were mentioned earlier in this study and with Richards and Schmidts (2010) definition of what EFL activities imply that learners will be doing. Thus, the question of teaching activities, as was stated earlier, is crucial in language teaching and learning. Accordingly, there are many more theoretical and practical documents that can be consulted by the novice teacher to become familiar with the theory and practice of activities or by the expert teacher to continue widening the insights on this overarching issue. Gunduz (2004), for instance, conducted a study in which the main purpose was to investigate the effects of activity types on learners language production in a classroom setting (p. 31). Other relevant works are those of Allegra and Rodrguez (2010), Clutterbuck (1999), Gairns and Redman (1986), Granger (1998), Harmer (2007b), Hinojosa Cordero and Quinatoa Mullo (2012), Howard-Williams & Herd (1989), Nielsen Nino, (2010), and Seymour and Popova (2003). The aforementioned documents are very relevant because they contain practical and theoretical ideas for teaching the foundational and subsidiary language skills, that is, vocabulary, grammar, and pronunciation.


  Students Participation/Response


  Authors have addressed the matter of participation in both EFL and English as a second language (ESL) classrooms. As stated in a document by the Peace Corps (1989), participation is inextricably related to activities inasmuch as students participation increases if the selected activities involve them. Solihah and Yusuf (n.d.) conducted a study in which they aimed to describe the quality of students classroom participation and its factors. In their study, they observed an English teacher and 13 seventh-graders of a public junior high school in Bandung (Indonesia); the study reveals that students participation in and contributions to activities were low and they preferred to keep silent; the teachers control of the classroom processes and the students lack of confidence in participating are dominant. In the same way, a study by Majid, Yeow, Ying, and Shyong (2010) sought to explore students perceptions of class participation and its benefits, barriers to their participation, and the motivational factors that may improve their class participation (p. 1). The study was conducted with students who had graduated, but it shows important findings about the issue of classroom participation, and it also serves as a proof that concerns about this matter are present not only at the elementary and high school levels but in higher education as well. Majid et al. also found that:


  
    a majority of the students agreed that class participation was helpful in their overall learning. It was interesting to note that over 90% of the students said that instead of talking in a big class, they usually preferred participating in small group discussions. They also indicated that they were more likely to participate in classes taught by friendly and approachable instructors. The major barriers to class participation, identified by the respondents, were: low English language proficiency, cultural barriers, shyness, and lack of confidence. (p. 1)
  


  Language Use Inside the Classroom


  The idea of no L1 use inside the language classroom is the product of the direct method, which appeared in the late 19th century. It appears that it was (and is still today) considered that if only the target language was used in the classroom, the teaching-learning process would have better outcomes, at least in terms of communication. Nonetheless, it is important to note that teachers should not see L1 use as a sacrilege to the learning process. Accordingly, Hamer (2007b) questions the ban on using L1, presents a series of the advantages and disadvantages of using L1 in L2 classrooms, and summarises how and when to use students L1 in class. Harmer (2007a) maintains that:


  
    The first thing to remember is that, especially at beginner levels, students are going to translate what is happening into their L1 whether teachers want them to or not. It is a natural process of learning a foreign language. On the other hand, an English-language classroom should have English in it, and as far as possible, there should be an English environment in the room, where English is heard and used as much of the time as possible. For that reason, it is advisable for teachers to use English as often as possible, and not to spend a long time talking in the students L1. However, where teacher and students share the same L1 it would be foolish to deny its existence and potential value. (pp. 38-39)
  


  To know more about language use inside the language classroom, one can review the studies by Hitotuzi (2006), Lasagabaster (2013), Muoz Hernndez (2005), and Snchez, Perna, Rivas, and Villalobos (2012).


  Context of the Study


  This project was carried out at a public high school in the city of Cali, Colombia. The pedagogical methods are oriented toward integral, inspiring development in which learning takes place in cooperation with others and the formative process is developed based on the values of the human being.


  Regarding teaching English, the school has adopted the requirements of the National Bilingual Plan (NBP) 2004-2019, and the English teachers stated that they used the communicative approach. The students who were observed received three hours of English per week, and because of an agreement that the institution established with SENA (Servicio Nacional de Aprendizaje [National Apprenticeship Service]), the students receive extra classes once a week; this is to reinforce their English skills and to train them with employment focus.


  Participants


  The group of participants was composed of 39 teenagers (20 female and 19 male between the ages of 14 and 17) and their teacher. The teacher holds a major in modern languages and a series of diplomas and certifications for teaching English. She has been teaching for 24 years, and at the time of the observations, she was a full-time teacher at the school where the study took place.


  Method


  To conduct this qualitative research, a review of research studies was carried out to shed light on the nature of ethnography, how to conduct classroom observation, daily field notes, and keeping observation records (Allwright & Bailey, 1991; Fernndez Loya, 2002; Geertz, 1973; Gutirrez Quintana, 2007; Hernndez Sampieri, Fernndez Collado, & Baptista Lucio, 1991; Nunan, 1992; Sandin, 2003). In regard to qualitative studies, Hernndez Sampieri et al. (1991) state that they allow for deeper data and better contextualization of situations.


  This is an ethnographic study, and in order to develop it, nonparticipant observation was conducted from January 26 to April 26, 2012. During this period, nine lessons were observed and recorded.


  Procedure


  To develop this ethnography, I rely mainly on Hernndez Sampieri et al. (1991), and during my fieldwork, I made nine recorded observations. The initial stage of the research was devoted (with the guidance of my research tutor) to revising and consulting in order to build the conceptual framework. This allowed for familiarizing myself with the emic vocabulary, different research approaches, the methodological traditions, and developing group workshops with the aim of clarifying doubts. The second phase consisted of preparing and selecting aspects to observe, which paralleled the fieldwork with the nonparticipant observations, daily field notes, and the reflection diary keeping. In this phase, the research questions were also established: What activities does the teacher develop in order to promote the foundational and subsidiary language skills in the classroom? How do the students participate in and respond to the activities? What is the relationship between the activities developed and the L1/L2 use inside the classroom?


  The third phase was devoted to constructing the body of the project, that is, the writing process. In the fourth phase, the observation records and daily field notes were refined and analysed. In this phase, the activity types and categories were also established. The fifth phase was mainly devoted to analysing those types and categories; during this period, there was a revision and rereading of all the materials as well as data coding in which three categories of data were processed: teaching activities, skills and language aspects, and students participation and responses. A recoding process followed in order to reduce the categories to more concrete ones according to their frequency of appearance. Finally, the data were interpreted for the conclusion statement. Each of the aforementioned phases was done with the advice of my methodology course professor.


  Data Analysis


  During the nonparticipatory observations, the information was gathered through daily field notes and recordings. I later coded and classified the data, naming and grouping them by frequency of appearance. To do this, I used the Microsoft Word tool color text highlighter, which helped to better distinguish and establish the categories. The reflective diary was useful for registering impressions of what was being observed, reflecting on what was going well or poorly in the study, and compiling ideas for how to process and name the categories.


  Findings


  After the process described in the previous section, it was possible to identify three types of categories and subcategories, as shown in Table 1.


  [image: ]


  Teaching Activities


  Here, activities refer to all realizations or practices that the teacher conducted inside the class during the nine observations and that suggest the use of any language or subsidiary skills. The following were the twelve teaching activities that were identified:


  
    	Oral instruction/explanation in L1: This happened when the teacher spoke in Spanish to the students to illustrate and/or clarify information about the teaching, institutional information, and so forth:


    	
      
        Teacher: chicos, l viene observar la clase, l va estar el resto de la clase con nosotros [Guys, hes here to observe the class; he will stay with us for the rest of the class].
      

    


    	Summoning students attention and/or giving orders in L1: When the teacher asked students to pay attention, keep silent, behave, and so on or when she asked them to do something:


    	
      
        Teacher: No quiero que se hablen entre parejas porque cada pareja tiene un libro diferente [I dont want pairs to speak among you because each pair has a different book].
      

    

  


  Later, after the teacher notices that students are talking too much, she asks them if they have already finished the exercise, to which they respond in the affirmative. Thus the teacher tells them: entonces todos me entregan los cuadernos [So all of you give me your notebooks].


  
    	Asking questions in L1 or verifying students comprehension: When the teacher talked to students to check if they had understood information or an instruction that had been given to them or given to obtain information from them:


    	
      
        Teacher: A ver...levanten la mano quienes no hicieron la tarea [Lets see...raise your hands those who didnt do the homework].
      

    


    	Oral instruction/explanation in L2: When the teacher used L2 to give directions or illustrate or clarify information about the teaching, institutional information, etc.:


    	
      
        Teacher: Today, youre going to have reading practice; Im going to bring books.
      

    


    	Summoning students attention and/or giving orders in L2: When the teacher used L2 to ask for students attention, ask them to keep silent and behave, etc. or when she ordered them to do or not to do something:


    	
      
        Teacher: Last week, I only received one work. Im really disappointed, very bad homework. I told you you can work at home. Youre going to have a bad grade...1! Finish the homework and gave [sic] me the workbook. Youre really relaxed. Students: (Just whispers of concern).
      

    


    	Asking questions or clarifying in L2: When the teacher asked students questions and/or checked whether they had understood the information or instruction given to them:


    	
      
        Teacher: And you? When are you going to me? She went, she went; and you? Do you feel nervous about me?
      

    


    	Written instruction in L2: When the teacher wrote any information or instruction on the whiteboard or on a sheet of paper in L2:


    	
      
        On the whiteboard is the direction for a quiz: Write sentences with the following words:

        1. dont - my - soda - like - friends.

        2. are - from - where - you?

        3. does - girl - the - not - study - here

        4. favorite - English - subject - my - is

        5. Live - do - where - you?

        A student: Profe, qu hay que hacer? [Teacher, what do we have to do?]. The teacher does not respond.
      

    


    	Silent reading: The teacher gave the students books that contained stories. The reading was done sometimes individually and sometimes in pairs, and the students had to follow the teachers instructions:


    	
      
        Teacher: Those are my books; you have to care for them. I love my books. The first one is this.

        Students: (They just listen; everybody is silent, and then there were very low whispers).

        Teacher: OK people, be quiet; you have to read the title. First, read the title; second, underline the unknown words; look up the unknown words in your dictionary; etc.

        Teacher: Qu van a encontrar all? El verbo To Be, el verbo hablar, el verbo comer, etc. [What are you going to find in the reading? The verb to be, the verb to speak, the verb to eat, etc.].

        Some of the books the students read were: Treasure Island by Robert Louis Stevenson and The Cranes Gift by Steven and Megumi Biddle.
      

    


    	Unscramble writing: The teacher wrote some scrambled sentences on the whiteboard, and the students had to work individually to write (unscramble) them on a sheet of paper, which took place during assessment processes:


    	
      
        Teacher (orally): You have to write words with these words. Dont cheat please, dont cheat.

        Students: Profe, qu hay que hacer? [Teacher, what do we have to do?] (The teacher does not answer and continues writing on the whiteboard).

        1. parents - home - are - at - today - my

        2. The - dont - students - like - pets

        3. They - why - here - are?

        4. They - people - wonderful - are

        5. me - please - help - teacher
      

    


    	Dialogues/role plays: This occurred during assessment processes as follows: The students have to work in pairs or individually in order to create a conversation about any of the topics studied during the term. Each pair goes in front of the class and acts out a structured and predictable question-answer dialogue about their personal information, including like and dislikes. Unpaired students performed the dialogue with the teacher:


    	
      
        A. What is your favorite place?

        B. My favorite play is soccer.

        A. No, no, place.

        B. My favorite place is Palmeto.

        A. Do you have pets?

        B. Yes, I have three.

        A. Where do you work?

        B. I dont work, name.

        A. Where do you study?

        B. I study in...

        A. What you favorite subject?

        B. My favorite is English.

        A. What is favorite singer?

        B. My favorite singer is...

        A. Umh! This is singer is amazing.

        B. Do you see TV?

        A. Yes

        B. What is your favorite serie? (At this point, the teacher (in Spanish) asks the pair to stop because they are going off the topic).
      

    


    	Oral construction of sentences: The teacher, standing in front of the students, started a sentence and then chose a student and asked her/him to complete it. The student is helped by the teacher when necessary:


    	
      
        Teacher: You are...(the students continue), you are very good people.

        Teacher: I love dancing, do you love dancing? (to another student). Do you love dancing?

        Student: I dont love dancing.
      

    


    	Correcting assessments: After an assessment process, the teacher invited the whole class to review the answers. The teacher asked or started the statement, and the students participated, giving the correct answers orally.


    	
      
        Teacher: OK, If you stay five minutes, I can correct the quiz. I will say the sentences as they are.

        Students: (scream joyfully)

        Teacher: Number one: My...

        Students (orally): My - parents - are - at- home - today (claps and screams).

        Teacher: Number two: The students...

        Students: dont - like - pets (claps and screams).

        Teacher: Why...

        Students: why - are - they -here? (Claps and screams)

        Teacher: They...

        Students: They are - wonderful - people.

        Teacher: (She just points to the sentence)

        Student: Teacher help me please.
      

    

  


  Some points to make about this category are as follows: The activity that was most practised is Oral instruction/explanation in L1, with an absolute frequency of 22 (24.7%). If other activities in L1 are added, L1 use frequency increases to 35 (39.3%). In contrast, certain L2 activities had a frequency of 54 (60.7%). In a sense, one could say that the activities genuinely promoted the target language use or that the teaching-learning process in this classroom is more developed in L2 than in L1. This is appealing, taking into account that in this particular contexta non-bilingual public schoolthere is evidence of lack of resources and materials (at least for teaching English) and that there is little need for target language use. Similarly, contrasting the subcategory Oral instruction/explanation in L1 with Oral instruction/explanation in L2, there is a gap in that the former appears 22 times and the latter 13 times. However, this must not be cause for concern because the reviewed literature states that it is appropriate to use L1 when giving instruction, clarifying, and so on, especially at beginner levels. Yet what one can lament is the few times Dialogues/role plays and Oral construction of sentences occurred. Figure 12 presents more details about the teaching activities.
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  Skills and Language Aspects


  
    	Oral production: This took place mainly when the teacher developed activities such as dialogues, responses to comments, orders, explanations, and oral assessments, which could take the form of either student-student or student-teacher interactions.


    	
      
        Student: Hello! Everybody.

        Students: Hello!

        Student: My name is JJ3 and . . .

        Another student: Teacher, can I make him a question?

        Student: How old are you? (Repeats three times, but JJ does not answer because he does not understand).

        (Seconds later) JJ?...My name is JJ

        Another student: Hello! How old are you. My name is...grado noveno [ninth grade]. Do you /laIf/ Vallado?4
      

    


    	Listening comprehension: This skill was used when the teacher spoke in L2 and when she had students do role plays (dialogues, conversations).


    	
      
        Teacher: Remember; I can help you, but Im sorry, I am very angry with you. You dont need me; you dont want my help.

        Student (during a dialogue): I /laIf/ in Vallado. I /laIf/.

        Teacher (correcting him): I /lIv/. (The student stutters and hesitates because of the teachers interruption).

        Student: I live with my parents. My favorite pet, my fa...I am fifteen years old.

        Teacher: Where are you from?

        Student: I am from Cali.
      

    


    	Written production: This occurred only during assessments, and students always worked individually when using this skill. For instance, the teacher asked the students to write a list of verbs and create sentences with them.


    	
      
        Teacher (direction for a writing exercise written on the whiteboard): Write 15 verbs = present - past participle. Make 5 sentences in present - past participle with HE.5
      

    


    	Reading comprehension: This took place during assessments or in-class exercises. Either the teacher gave students a handout with a short story or tale or students copied an instruction from the whiteboard. The activity was individual, or sometimes in groups. For instance, students had to read while paying attention to verb conjugations (present, past, past participle), unknown words, and so forth. Students could use their dictionaries once they had finished the reading:


    	
      
        (On the whiteboard): Exercise No. 2 with texts.

        1. Read the three texts again and:

        Look for: subject - verbs - predicates/complements

        2. Look at the verbs and say what is its tense.

        Teacher: Read the three texts again.

        Students: What is again?
      

    


    	Grammar: Students used this subsidiary skill when they were asked to unscramble sentences, making lists of verbs in the present and past participle tenses:


    	
      
        (On the whiteboard): Escribir el pasado simple y el pasado participio de los siguientes verbos [Write the simple past and past participle for the following verbs]: Put, play, fly, sing, dance, study, sleep, come, love, go, eat, drink.
      

    


    	Vocabulary: This subsidiary skill was utilized through readings, and it mainly occurred during assessments. It took place individually and in groups. Some of the texts the students read were: The Strange Case of Dr. Jekyll and Mr. Hyde by Robert Louis Stevenson, Black Beards Treasure by Jenny Dooley, and Love or Money by Rowena Akinyemi.


    	
      
        Student: (During a reading exercise: What does it mean come?

        Student: What does it mean from?
      

    

  


  It is noteworthy that the most practiced skill in the classroom was listening at 62.9%; this was likely not intentional but a byproduct of the instruction process. It has to be considered, as was already mentioned, that during the observation process, the teacher used no technological devices to develop listening activities. This implies that the target language the students listened to was the teachers or the other students; thus the teachers and classmates inputs had a crucial role in the context that was observed. Figure 26 better describes this matter.
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  Students Participation/Response


  
    	Order/Discipline: Students remained calm, kept volumes low, remained silent, paid attention to the teacher, and so on. This students response was closely related with assessment:


    	
      
        (During a silent reading): Latecomers continue entering the classroom in complete silence. By waving her head and hands, the teacher tells students to sit down. The students respond by body language too. Nobody speaks during the reading.
      

    


    	Oral participation in L2: This sometimes occurred impromptu or spontaneously, and at other times, it was the product of the teachers overt input, as an instruction, an order, a clarification, a correction or corrective feedback.


    	
      
        (Interacting with the teacher) Teacher: I love dancing, do you love dancing? (Teacher repeats) Do you love dancing?

        Female students: I dont love dancing. (One student repeats) I dont love dancing.
      

    


    	Group participation/repetition in L2: When the whole class participates (most of the time) as result of the teachers input.


    	
      
        (Whole class is creating sentences). The teacher continues encouraging the students to create more sentences. She has them repeat them, then she writes each sentence on the whiteboard): 6. They are very good soccer players. 7. My classmate is funny. 8. You are crazy people. 9. I love dancing.
      

    


    	Oral production in L1: When students communicated in Spanish to ask for clarifications, answer questions, and so on:


    	
      
        Teacher (during a reading test): Whats that?

        Student: para traducir [For the translation].
      

    


    	Repetition in L2: When students reproduced what the teacher had just said. Sometimes, students repeated to help the teacher keep the class calm.


    	
      
        Teacher: OK babies; come on, sit down.

        Students (helping the teacher): Vea que sit down; sit down hombre. (Because the students could not remember the way to reproduce the whole sentences in English, they combined L1 and L2).

        (Minutes later) Teacher (to a student who is misbehaving): Be quiet! F.

        Student: Be quiet, be quiet F.
      

    


    	Nonverbal participation/response: When stu-dents participate through gestures or body language. They did this in order to follow the teacher demands, instructions, etc.


    	
      
        Teacher: Do you feel nervous about me?

        (Student affirms by moving his head).

        Teacher: Stop, be quiet! F and N come here. (The students obey the teacher).
      

    

  


  As was mentioned before, listening comprehension was the skill that took place in the classroom most often. This fact could be closely related to one of the ways the students most participated (responded), which was Oral participation in L2, with eight (26.7%) appearances. A possible interpretation here is that if the teacher used L2 in the classroom, the students were likely to use this input to communicate in L2 as well. Another aspect to note is the amount of Nonverbal participation/response, with an absolute frequency of eight (26.7%). This is undeniable proof that even though students sometimes do not participate or respond orally to the teacher or to other classmates, they do understand what is being said to or asked of them. See Figure 37 for more details on the students participation and responses.
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  Other Findings


  In the correlation between students participation and responses and the activities that provoked them, this study found that if the teacher used L1 to communicate with the students, they were likely to respond or participate in L1. Additionally, if the teacher communicated in L2 and the students understood what she said but did not have the vocabulary or did not know or felt unsure about how to answer her in L2, they were likely to use nonverbal communication or body language to participate or respond.


  Other important aspects are that group and individual participation were very low; this means that the teaching activities did not significantly involve students. Similarly, it cannot be affirmed that any activity or activities provoked students indiscipline or misbehaviour; on the contrary, activities such as silent reading helped to keep students in order and calm.


  Conclusions


  The purposes of this study were the following: First, to identify and describe the types of teaching activities developed in a ninth-grade classroom. It was found that the teacher developed 12 types of activities, including activities that intended to present content (oral instructions/explanations in L1), control discipline (summoning students attention and/or giving orders in L1), and assessing students comprehension (asking questions in L1 or verifying students comprehension). The second objective aimed at examining how the students responded to the teachers activities. The results showed that students reacted in different ways, for instance, by following the teachers instructions (e.g., Order/discipline) but they decided in which language to respond, for example, Oral repetition in L2 and Oral production in L1. The last research purpose was to explore how the target language was used in the classroom. The observations and data in Figure 3 indicate that although receptive skillsthat is, listening comprehension (62.9%) and reading comprehension (7.1%)received much more attention (70%), productive skillsoral production (15.7%) and writing production (4.3%)were less emphasized (20%). As stated before, receptive skills took place when students heard the teacher talk (instructing them) in L2, when she had students listen to themselves in role plays (dialogues, conversations), and during readings during assessments or in-class exercises. In contrast, productive skills accordingly took place mainly when the teacher developed activities such as dialogues, when students responded to the teachers comments, orders, etc., and during assessments in which students had to write lists of verbs and create sentences with them.


  One of the implications of this study is that al- though there was significant use of the target language in the classroom, it was the teacher who dominated participation. This explains why receptive skills were predominant in the class that was observed, something that has been found in other studies elsewhere (Alvarado Rico, 2013; Davies, 2011; Johnson, 1995; Prieto Castillo, 2007; Urrutia Len & Vega Cely, 2010).


  It is important to acknowledge that receptive skills help students develop language proficiency but that teachers need to create better conditions for a balanced articulation of receptive and productive skills. Additionally, more work is needed to increase the use of the target language in the classroom. I do not oppose integrating L1 in foreign language classes, but its use must be pedagogically guided. It must be used for strategic purposes but must not dominate the classroom language environment. One call this study makes is for teachers to reflect on and design pedagogical strategies to involve their students and foster L2 communication in the classroom.

  


  1The source text is in Spanish; it was translated into English by the author of the current research.


  2OiexL1 = Oral instruction/explanation in L1, SSSaL1 = Summoning students attention and/or giving orders in L1, AqvL1 = Asking questions in L1 or verifying students comprehension, OiexL2 = Oral instruction/explanation in L2, SSSaL2 = Summoning students attention and/or giving orders in L2, AqcL2 = Asking questions or clarifying in L2, WiL2 = Written instruction in L2, SRead = Silent reading, Uw = Unscramble writing, D/rp = Dialogues/role plays, Ocs = Oral construction of sentences, Cass = Correcting assessments.


  3A pseudonym for the student.


  4Name of a neighbourhood.


  5It was not possible to obtain the result of this exercise, and thus, no example is provided.


  6OP = Oral production, LC = Listening comprehension, WP = Written production, RC = Reading comprehension, GR = Grammar, VOC = Vocabulary.


  7OrD = Order/discipline, OP/L2 = Oral participation in L2, GprL2 = Group participation/repetition, OP/L1 = Oral participation in L1, Rep/L2 = Repetition in L2, Nvpr = Nonverbal participation/response
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  This article analyzes the cultural content in three communicative English as a foreign language textbooks that are used as main instructional resources in the English classroom. The study examined whether the textbooks include elements of surface or deep culture, and the findings indicate that the textbooks contain only static and congratulatory topics of surface culture and omit complex and transformative forms of culture. Consequently, the second part of the article suggests how teachers can address deep-rooted aspects of culture that might help English as a foreign language learners build more substantive intercultural competence in the language classroom.


  Key words: Communicative textbooks, deep culture, EFL learners, intercultural communicative competence, surface culture.

  


  En este artculo se analiza el contenido cultural en tres textos de ingls comunicativo utilizados como el principal recurso de enseanza en la clase de ingls. Se indag si los textos incluyen elementos de la cultura superficial o de la cultura profunda. Se observ que los textos slo presentan temas admirables y representativos de la cultura superficial y no ofrecen temas complejos y trasformativos de la cultura profunda. En consecuencia, en la segunda parte del artculo se sugiere a los profesores de ingls cmo abordar aspectos complejos de la cultura profunda que podran ayudarle a los estudiantes de ingls como lengua extranjera a construir una competencia intercultural ms slida.


  Palabras clave: competencia comunicativa intercultural, estudiantes de ingls, cultura profunda, cultura superficial, textos comunicativos.

  


  Introduction


  Communicative textbooks occupy a main place in teaching English as a foreign language (EFL) because many teachers depend on them as the bases for helping learners develop communicative competence: the ability to use language, convey messages, and negotiate meaning with other speakers in social contexts of real life (Bachman, 1999; Savignon, 1997, 2001). To accomplish this task, textbooks include lists of communicative functions, grammar forms, and language skills to be practiced. Additionally, they display communicative tasks that simulate or are genuine real-life situations. However, little attention has been given to considering whether textbooks incorporate sufficient material to help learners build intercultural communicative competence (ICC). Tudor (2001) indicates that the sociocultural dimensions of communication and the cultural contents intervene significantly in language use and that, therefore, culture cannot be ignored in program designs and teaching. In this sense, culture cannot be disregarded in the design of communicative textbooks.


  Currently, the necessity to learn a foreign language goes far beyond learning grammar forms veiled in communicative functions. In consequence, the EFL field cannot ignore that learners must develop intercultural awareness to fit into a globalized world in which people from different cultural backgrounds establish international relations and become intercultural speakers (Banks, 2004; Byram, 1997). Learners need to foster what Kumaravadivelu (2008) has called global cultural consciousness, through which students learn to interact appropriately with new cultures that are often very different from their own. Then, if in many education settings the English language is taught through communicative textbooks, it is expected that they will provide the means to address the foreign culture. With this goal, textbooks should promote the enhancement of ICC, which is defined as the ability to understand and interact with people of multiple social identities and with their own individuality (Byram, Gribkova, & Starkey, 2002).


  In light of the previous assertions, this article analyzes the cultural content presented in three EFL communicative textbooks that are known worldwide. The analysis explores whether these textbooks offer rich content about the target/foreign culture/s and to what extent they might prepare learners to become not only communicatively competent but also intercultural beings. The analysis was supported by theoretical views related to the distinction between surface culture and deep culture, which are explained below.


  Theoretical Views on Culture


  Culture Involves Deep Culture, Not Only Surface Culture


  The EFL field has generally focused on teaching elements of surface culture, that is, the easily observable (Hinkel, 2001) and static elements that represent a nation. EFL materials often include holidays, tourist sites, famous peoples achievements, and food. However, these surface forms of culture are not sufficient for students to understand the target culture because they only entail the accumulation of general fixed information and do not provide opportunities to address the underlying sociocultural interactions that occur in different backgrounds.


  In contrast, deep culture embraces invisible meanings associated with a region, a group of people, or subcultures that reflect their own particular sociocultural norms, lifestyles, beliefs, and values. These deep cultural forms are very intricate, almost hidden, because they are personal, individual, possibly collective but multifaceted and because they do not necessarily fit the traditional social norms or the fixed cultural standards. For example, in past decades, Latinos valued large families, living with their parents and grandparents in the same house. However, younger Latino generations today value their independence and want to live on their own. Shaules (2007) observes that in many intercultural contexts, deep culture is not noticed or understood in any profound sense [because] it constitutes the most fundamental challenge of cultural learning (p. 12). Hence, deep culture often causes misunderstanding and confusion.


  Culture Is Transformative, Not Only Static


  Traditionally, the EFL field has considered culture to be a static entity that represents the main collective sociocultural norms, lifestyles, and values that are learned, shared, and transmitted by the people of a community (e.g., the British value punctuality, Americans are workaholics). However, these elemental visions not only tend to create stereotypes but are inaccurate in the current process of global communication given that culture is in constant transformation in multiples ways. It is dangerous to generalize that all of the people of a community share and follow the exact same established sociocultural norms with homogeneous compliance. Similarly, it is a mistake to believe that each culture is unalterable and fixed with its own norms and traditions, given that history itself has shown that one nation can indirectly or directly influence and change another and cause cultural alterations. Such are the cases of the British imperialism that exerted political power in India in the 18th century when England became the dominant culture and India the submissive culture, and the impact of the American dream in Latin America through international mass media in our contemporary age. In this sense, culture is a relative concept, not an absolute one, because it transforms over time and among people (Greenblatt, 1995; Levy, 2007). In fact, human beings are inclined to impose or change culture as they face or question cultural realities related, for instance, to oppression, politics, social conflicts, and human rights.


  Culture Is Contentious, Not Only Congratulatory


  EFL education has also focused on teaching culture in celebratory or neutral terms by emphasizing the most emblematic elements that define a cultural group and by spreading the idea that all cultures of the world happily coexist through mutual respect and tolerance. Therefore, learners create safe, celebratory opinions of the target cultures because they are never taught that defects in and deviations from the models of the correct cultural behavior also exist. Learners are taught to appreciate positive characteristics of other nations, such as that Americans are well-organized, the British enjoy having tea every afternoon, and Japanese people are humble. Congratulatory views also underline the study of tourist sites, the lives of famous celebrities, the main human achievements of a country, and tips on how to survive as a tourist in a foreign country.


  Contradictorily, Graff (1992) and Hames-Garcia (2003) state that teachers should avoid self-congratulatory approaches to culture, history, and identity in their pedagogy because celebratory discourses are one-sided in that they do not allow students to learn about the true conflictive sociocultural realities of a nation. Instead, approaches to culture and identity should promote a more critical approach through debates and models of controversy and conflict (Hames-Garcia, 2003, p. 32) against oppression, injustice, and power. In this sense, culture should be taught in the EFL classroom from a contentious and controversial perspective in such a way that it explores the deep, complex elements of culture. This approach helps students become more critical about the controversial cultural dynamics that exist in every nation. Examples of possible debatable topics can be the hegemony of the US in the political affairs of many nations of the world, the tendency of some Latin American presidents to be reelected and impose their power ad infinitum, and even the marginalization of minority groups such as gays, the disabled, and elderly citizens in capitalistic societies, aspects that are classified as confrontational topics of deep culture. Tudor (2001) affirms that teaching materials cannot be neutral because they have to reflect a set of social and cultural values which are inherent in their make-up . . . and explain a value system, implicitly or explicitly (p. 73). Accordingly, learners should be encouraged to study those implicit meanings through critical approaches based on debate and contestation rather than just learning passively about the neutral and congratulatory aspects that characterize a given community.


  Culture Is Heterogeneous, Not Only Homogeneous


  Similar to the previous features, culture is seen in the EFL classroom as a homogeneous entity in which all of its components are studied in equal and generalized terms. Atkinson (1999) refers to this form of culture as geographically distinct and relatively unchanging (p. 626) and as a set of rules that regulate all individuals behavior in a community uniformly as if they were identical. As a result, learners have a tendency to create standardized generalizations of the target culture because they are never given the chance to consider that there are exceptions to the cultural norm. Consequently, it is important to recognize that there are also subgroups and subcultures within a particular society with their own values and ideologies that differ from those of the dominant group and that can help learners reflect on issues related to gender, ethnicity, identity, social class, and power, that is, to understand the heterogeneous and hybrid value that all cultures of the world encompass.


  The concept of heterogeneity is closely related to the transformation of culture. The fact that a given community changes because of the influences of other nations or transforms itself because of the range of internal practices and the diverse individual and collective ideologies of its people demonstrates that culture is not superficial and static; it is more complex than it appears to be at first sight. If culture is naturally transformative and heterogeneous, EFL teachers should ponder whether what they teach in the language classroom, as Tudor (2001) suggests, are the real, deep intricacies or the stereotypical and superficial forms of a culture.


  It is concluded then that culture goes beyond static, surface, congratulatory, and homogeneous principles that only constitute initial and limited standpoints for understanding people from backgrounds different from our own. Guest (2002) identifies a number of problems when teaching the target culture from these basic principles, naming the creation of stereotypes, the failure to reflect about complex realities, and the propagation of intercultural boundaries and misunderstanding. To avoid this limited approach to culture, teachers should study it from a more critical standpoint because learners are then able to understand that it is transformative, deep, contentious, and heterogeneous. In this way, learners will be able to develop critical ICC.


  English Textbooks Analysis


  Led by the previous insights, the analysis of the three EFL communicative textbooks attempts to identify the levels of surface and deep cultural content that they incorporate in their units and how they can help learners build ICC to make them aware of cultural differences in the current globalized society in which they live. The textbooks were analyzed guided by the following question:


  Which surface or deep cultural topics do EFL communicative textbooks contain?


  Criteria for the Selection of the Textbooks


  The textbooks chosen for the analysis were designed by international British and American publishing houses and correspond to three levels: basic, intermediate, and advanced English. They are used in many countries worldwide for various EFL contexts. They have also been used in the language programs at three universities in Bogot, Colombia, for a number of years. This was an important decision because the texts were implemented as a means to prepare EFL pre-service teachers to become future teachers in the country. Furthermore, it was important to analyze how these instructional materials included culture and helped pre-service teachers to develop ICC.


  The names of the textbooks are not revealed because the idea is not to create prejudicial positions about their reputations but rather to offer EFL teachers some critical bases of analysis for how to more appropriately address culture as it is presented in textbooks. This examination will also be an opportunity to envision alternative materials that could facilitate the teaching of deep cultural content in the classroom.


  Analysis Procedure


  To answer the question that led this analysis, every single page and unit of the textbooks was examined to detect those activities in which culture was incorporated. Each topic was classified into two categories: surface or deep culture. All of the static aspects such as holidays, geographical sites, food, and important people were classified as surface culture, whereas all of the invisible aspects that appeared to be complex to approach were classified as deep culture. For instance, Table 1 shows that for the aspect holidays/celebrations, Textbook 1 included a reading about festivals in Spain, Italy, and Taiwan, and in the aspect important people, celebrities, and entertainment, the same book contained an interview with British actor Ben Silverstone. In addition, all of the cultural themes were examined according to the following features:


  
    	Topics of surface culture: characterized as being static, congratulatory, neutral, and homogeneous.


    	Topics of deep culture: characterized as being transformative, complex, contentious or congratulatory, and heterogeneous.

  


  These features are explained in detail in the analysis of each textbook.
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  Findings


  The Cultural Component in Textbook 1 (Basic Level)


  The analysis of Textbook 1 shows that all of the themes presented in each unit belong to the level of surface/visible culture. It contains six main neutral/celebratory aspects: holidays, tourist places, food, celebrities, traditions, and historical facts (see Table 1). There is no information related to deep culture, which means that the text is limited in promoting ICC.


  The themes are celebratory because they honor the emblematic symbols and happenings of different nations. For instance, the article about festivals that appears in unit three describes The Tomatina festival in Spain, the Carneval edelverea in Italy, and The Water Festival in Taiwan. It provides positive descriptions of the traditional activities people do during those celebrations. As an example, this is the description of the Water Festival in Thailand:


  
    Thailand has a Water Festival (Songkran) every April to celebrate the New Year. It starts on 13th April and lasts for two days. People throw water at each other all day and all night. (Sample taken from Textbook 1)
  


  Though this textbook envisions an intercultural scope of countries such as Spain, Italy, Taiwan, and Brazil, it focuses primarily on congratulatory descriptions of the target main culture that the textbook represents: England. It includes information about top British tourist attractions in London such as the London Eye, the Tower of London, and the Buckingham Palace and facts about British celebrities, architecture, and food, which are presented throughout the whole book. With these features, the textbook seems to proclaim a sense of ethnocentrism by presenting Englands most outstanding cultural symbols.


  Additionally, the people from the different countries that appear in the textbook possess a neutral celebratory attitude. They are cheerful tourists going sightseeing, traveling all over the world, going shopping, and having nice, safe conversations, implying that although the peoples of the world are all different, they are able to live together because of their intercultural harmonious understanding. The following phone conversation between a travel agent and a British woman who is planning to visit New York City shows neutral/congratulatory content:


  
    Lisa: Hello?

    Peter: Hi! Lisa? This is Peter Douglas from Changing Holidays.

    Lisa: Oh! Hello!

    Peter: What are your holiday plans for next week?

    Lisa: Er...Im going to fly to New York with my boyfriend, Jon.

    Peter: Great. And where are you going to stay?

    Lisa: Were going to stay in the Hotel Athena in Manhattan.

    Peter: What are you going to do in New York, Lisa?

    Lisa: Were going to go shopping...we want to see the Empire State Building, the Statue of Liberty, Central Park...
  


  This conversation notes tourist places as a congra-tulatory paramount topic. New York City is described as an attractive holiday destination with tall buildings and interesting sites. It shows a superficial view of the American dream based on materialism (going shopping and going sightseeing) and pictures the United States as the land of freedom represented by the Statue of Liberty. These topics lead to fixed superficial stereotypes of geographical sites because, as Hinkel (2001) asserts, this type of cultural information is unchanged and easily observable. Therefore, the main goal of Textbook 1 appears to be to provide relevant information about the emblematic aspect of culture/s. These elements confirm that culture is only considered static, neutral, and homogeneous in that learners are not encouraged to address any of the deeper elements of culture.


  The question that arises here is if this congratulatory/static view of culture is sufficient to prepare EFL learners to become intercultural individuals in this globalized world. In fact, most topics displayed in Textbook 1 appear not to foster interculturality but rather to provide learners with general information to be able to survive happily as tourists in a foreign country. We cannot say that this survival travel guidance enables ICC development. ICC embraces the understanding of more profound meanings and contents.


  The Cultural Component in Textbook 2 (Intermediate Level)


  The analysis of Textbook 2 found similar features to Textbook 1 in regards to the six main neutral aspects of visible culture: holidays, tourist places, celebrities, traditions, literature, and general information. However, whereas Textbook 1 included food and historical facts as part of its six topics, Textbook 2 included two different ones, literature and general information (see Table 2). Additionally, Textbook 1 is overloaded with topics related to tourist places and geographical sites, but Textbook 2s top cultural content is holidays and celebrations.
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  In contrast to Textbook 1, Textbook 2 incorporates two tasks that require learners to address aspects of deep culture (see Table 2, Customs/traditions). One of the tasks is to listen to a radio show in which three guests from Thailand, Dubai, and Nepal answer callers questions about table manners, greetings, clothing, male and female behavior, taboos, and offensive behaviors. Interestingly, EFL learners can learn the following information:


  
    	In Thailand, tourists should not touch anyones head because Thais believe that the mind is where each persons soul lives and it is disrespectful to touch it;


    	Thais greet each other by putting their palms together on the chest and bowing slightly while uttering an accepted greeting;


    	Tourists in Dubai should not take pictures of Muslim women because that is offensive;


    	People in Nepal eat with their right hand, never with silverware;


    	It is forbidden to eat beef in Hindu and Buddhist homes.

  


  This task provides learners with deep elements of culture that would be difficult to understand if one were not aware of those complex intricacies and would cause cultural misunderstanding. Nevertheless, it is a significant problem that a book with ten units contains merely two tasks that address deep culture. This factor confirms that static views of the target culture dominate the language classroom, as observed in Table 2.


  Moreover, although the radio show includes issues of deep culture, it still highlights a congratulatory tourist version of understanding other nations traditions in harmonious and safe terms. In fact, the purpose of the radio show is that the three guests from Thailand, Dubai, and Nepal answer the questions of three tourists who are planning to visit those countries and want to behave correctly while they are there. This task puts into question the extent to which textbooks prepare EFL learners with information that will allow them to live successfully as foreigners/tourists in strange lands or provide them with the actual ICC to manage cultural differences wisely and critically. Just because learners are given some useful travel tips does not ensure their development of firm ICC.


  More to the point, the great emphasis on elements of surface culture in Textbooks 1 and 2 leads us to conclude that they often promote a received view of culture (Atkinson, 1999) that conceives of cultural manifestations as a list of unchanging and homogeneous rules that determine a countrys behaviors and there is no room for exceptions. The learners receive and store cultural information in their minds, but they are neither told about possible deviations from the rules nor asked about their critical opinions regarding the differences by comparing their own and the target cultures. For instance, in relation to the radio show, instead of a assuming a received view of culture, it would be interesting to enrich the task by encouraging learners to research deeper aspects such as what would be the social consequences if a left-handed person could not eat with his/her right hand in Nepal, what issues of masculine hegemony are behind the fact that Muslim women cannot be photographed, and what religious, political, and economic implications are hidden under the ban on eating beef in Nepal. It is a fact that in the present, Nepal is no longer a country with one religion, Hinduism, and therefore, not everyone in Nepal strictly obeys the rule of not eating beef. Equally, cows that have been sacred for most Nepalese are eventually sold to India to be slaughtered by beef suppliers and are sold to Muslims, Christian communities, and many restaurants for tourists. That is to say, in the end, old sacred cows become part of an underground beef trade between Nepal and India because they are considered merchandise rather than sacred religious symbols. These examples show that the study of culture should envision not only a received and congratulatory view but also a deeper and even contentious analysis of why those cultural norms exist and why there are deviations from them. Discussing these complex cultural variations that define a country might empower EFL learners become more critical intercultural learners, a task that EFL communicative textbooks have still not achieved.


  The Cultural Component in Textbook 3 (Advanced Level)


  Textbook 3 equally displays elements of surface culture. The most prominent topic that appeared throughout the textbook is celebrities and entertainment. It includes six main topics: tourist sites, famous people, traditions, legends, general information, and basic historical facts (see Table 3). It also contains a series of short culture notes such as Go, a popular game on a square board, the meaning of a piggy bank, and the meaning of the stork as associated with childbirth, as observed in these examples:


  
    Culture note: A piggy bank is a container used mainly by children to store coins. Piggy banks are used to encourage good saving and spending habits. The pig must be broken open for the money to be retrieved, forcing the child to justify his or her decision. (Unit 3)

    Culture note: The stork is a type of bird that has traditionally been associated with childbirth in western folk tales. In the tales, the stork delivers newborn babies to their mothers. (Unit 8)
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  The analysis of these culture notes suggests that they are more oriented to explaining the meaning of new vocabulary that appears in the readings than actually teaching salient cultural facts. The piggy bank and the stork, for instance, are common concepts shared in many nations that do not necessarily imply deep cultural understanding. Moreover, these short culture notes do not appear in the textbook directly. They appear in the teachers guide and are optional for the teachers to address during the study of each unit. Indeed, Textbook 3 is primarily concerned with neutral, universal topics about our contemporary daily lives, including pets, shopping, well-known mysteries, stressful situations, and unusual hobbies, among others. Elements of deep culture are completely absent, so the textbook fails to promote critical ICC.


  Keeping in mind the question that guided this analysis, Textbook 3, similar to the previous textbooks, adopted a received, congratulatory, neutral, and static view of the few cultural references that it contains, which are considerably scarcer than the contents of Textbooks 1 and 2. Certainly, the topics in the three textbooks do not provide EFL learners with, at least, the basic skills to become critical intercultural citizens of the world, which is a disadvantage because they are influential textbooks designed by prestigious publishing houses to be studied by millions of learners worldwide.


  What Teachers Should Do to Address Deep Culture in the EFL Classroom


  In view of the fact that textbooks only approach static and congratulatory elements of surface culture, this section presents two examples in which deep, transformative, and heterogeneous views of the target culture can be addressed in the classroom. They will give teachers a general idea of how to choose and design tasks that aim at developing learners critical ICC, given that our analysis so far has shown that teachers should not depend completely on the received visions of culture that are presented in textbooks. With these examples, teachers are encouraged to discuss with their students culture-based material that includes not only celebrations, important cities, tourist places, and famous people, among others, but issues related to difference, power, ideology, identity, and even resistance, that is, elements of deep culture. The examples are designed for undergraduate EFL learners at the university level in Colombia. However, they can be adapted to suit the needs of other learners in other academic contexts.


  Example One: Native-Americans, Victims of Exclusion and Abusive Power


  The first cultural topic relates to the Nez Perce tribe, one of the many Native-American tribes that were attacked and displaced by the white mens campaigns against American Indians in the Great Plains (1874-1875) during the time of expansionism. Students can work on the study guide (Appendix A) that will help them approach this topic from a critical intercultural standpoint. As observed, the language in the reading and the questions are written at a basic level that would be readable in an elementary or intermediate-level English course.


  As the study guide suggests, the questions in Activity I: Understanding the Context, help learners reflect on the situation of Native Americans, a minority group in the US that was a victim of exclusion and violence by the white mens hegemony. It also helps learners compare possible situations of displacement and social exclusion between minority groups within their own countries and the situation of the Nez Perce. By establishing intercultural connections, learners are expected to address issues of deep and contentious cultural conflicts such as injustice, violence, abuse of power, and domination as well as transformative aspects of culture such as the influence of the white men on indigenous people, the Nez Perces resistance to oppression and displacement, and personal and collective ideas about honor. The readings in Section II, Discovering Cultural Facts, which includes the original version of Chief Josephs speech I Will Fight No More Forever, and Section III, Critical Reactions to the Conflict encourage learners to reflect insightfully on complex topics of culture. Some questions of main importance, for instance, 5, 6, and 7 in the last section, attempt to incite learners to express personal opinions about why the chief of the Nez Perce tribe surrendered and what realities of pain and suffering this Native American minority group endured because of white mens tyranny.


  As observed, the topic in the study guide intends to demonstrate that although the US has historically been a multicultural society, it has lacked any full understanding of intercultural awareness. From a contentious critical position rather than a congratulatory one, EFL learners are encouraged to discuss at the level of their language proficiency that despite many peoples belief that the US is the Land of Opportunity, where diverse communities live happily together, it is a place where discrimination and inequity have been historically practiced, as was the case with the Nez Perce tribe. It is evident that Native Americans, African-Americans, Asian-Americans, and Latinos have been deprived of equal status in US society through history because white men have considered themselves a superior race. Jay and Jones (2005) observe that white men and western cultures have legitimized overriding power in America and in the rest of the world and that discrimination against other racial communities comes from the colonial imperialist thought that White people possess supposedly unique characteristics, qualities purportedly making them both a superior race and the norm by which others are judged (p. 110). By helping learners become aware of the complicated, contentious, and non-celebratory elements of culture in the topic that is presented here and in many other similar topics and contexts, they might become progressively better able to develop critical ICC.


  Example Two: Single-Parent Families: A Cultural Decline?


  Critical ICC can also be developed with contemporary topics that are more closely related to learners own cultures. The study guide (Appendix B) addresses a cultural phenomenon that has impacted and affected many nations in the world: the proliferation of single-parent families. This controversial topic is a great opportunity for students to discuss intricate and complicated issues that demonstrate that culture is not always static, congratulatory, and homogeneous. With this topic, upper intermediate and advanced EFL learners are challenged to express their opinions about the traditional model of the family and to what extent that model is actually preserved or transformed in real life by the people of a culture. The questions in the first activity, Understanding the Context, invite learners to problematize the fact that not all families in many backgrounds necessarily follow the cultural construct that a family must consist of one father, one mother, and some children. During the discussion, learners might refer to social, economic, and religious standards that enact an ideal family model but that in real life are not always embraced and why increasing numbers of families are headed by single parents in our contemporary age.


  Similarly, Activity II, Discovering Cultural Facts, shows learners an article about single-parent families in the US so that students understand how this cultural phenomenon is also present in other countries. Section III, Critical Reactions to the Conflict, similarly encourages students to observe deep cultural motifs that could cause the decline or improvement of their own communities (e.g., how young peoples views about marriage and patriarchal masculinity have caused the spread of single-parent families). Similarly, learners are invited to do research about the value of the family in foreign countriesspecifically, China, the Zulu tribe in Africa, and Nepaland even to consider the sociocultural implications of why never-married families and same-sex-parent families might transgress the cultural norm (Appendix B, Activity III).


  Final Considerations


  This article has shown that the communicative textbooks used in undergraduate language programs at some universities and in other EFL settings mostly lack elements of deep culture that might help learners to develop ICC. Most of their topics belong to surface culture and are based on static, congratulatory, and homogeneous notions, all emblematic elements of the foreign culture/s. It is concluded that teachers are called on to consider teaching alternatives by means of seeking, adapting, and, if possible, designing culture-based materials through which EFL learners are encouraged to address deep culture in such a way that, instead of a received version of culture, they assume a critical position towards cultural realities as transformative and heterogeneous.


  This article has discussed that collective and personal issues related to power, hegemony, exclusion, discrimination, and oppression as well as resistance, independence, inclusion, individuality, and justice are multidimensional expressions of deep culture that oppose the fixed and idealistic cultural constructs imposed by any given society. These issues and many other complicated cultural topics, for instance, collective and individual attitudes towards dating, honesty, religion, sex roles, independence, money, education, injustice, and globalization, can be discussed in the EFL classroom.


  Teachers and material makers should take advantage of real-life resources such as newspapers, literature, documentaries, history, and movies to study topics related to race, discrimination, social class struggle, and human rights. Equally, they can create awareness through debates about how cultural traditions can be transformed or affected by, for example, the influence of technology, cyber-bullying, talk shows, reality shows, and television in general. Learners can also be encouraged to do basic ethnographic research on minority groups, urban tribes, personal lifestyles, and marginalized groups. As Olaya and Gmez (2013) suggest, not only celebrating cultures, but establishing critical views can empower [learners] to develop critical ICC (p. 62), even if they have to be exposed to deviant, non-celebratory, and questionable matters that might cause the reevaluation of preestablished and sometimes unjust cultural standards.
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  Appendix A: I Will Fight No More Forever (1877)


  
    	
      Understanding the Context

      
        	Do you know any information about the Native Indians or a minority group in your country? In which conditions do they live? Does the government help them?


        	Do you know any Native American tribes of the US? What information do you know about them? Where do they live at present? Where did they live in the past?


        	Do some research into the history of the Nez Perce, a Native American tribe. What are their traditions and problems?

      

    


    	
      Discovering Cultural Facts

      
        	
          Read the following passage about the Nez Perce, a Native American tribe of the US, and their relationships with the American government in the 19th century. Was it a good or bad relationship?

          
            The tribe of Chief Joseph (1840-1904), the Nez Perce, was known as peaceful and noble. In 1805, they met Colonel Nelson Miles, who explored the west for President Thomas Jefferson. There were treaties between the white men and the Native Americans, in which the Nez Perce had to accept that the government was the owner of the land. Chief Joseph, the leader of the Nez Perce, refused to sign the treaties because they were unjust. In response, the American government and settlers invaded the Nez Perces land, the Wallowa Valley, and forced them to move to a reservation on the Canadian border. Because of this injustice, some Nez Perce disagreed and killed some settlers. The war started, and Chief Joseph and his tribe were defeated and captured in 1877 by Colonel Miles. There were terrible consequences for these Native American people.
          

        


        	
          Read Chief Josephs Surrender Speech I Will Fight No More Forever (1877) after the white men attacked and killed many people from his Indian tribe. What is the tone of the speech?

          
            I am tired of fighting. Our chiefs are killed. Looking Glass is dead. Toohulhulsote1 is dead. The old men are all dead. It is the young men who say no and yes. He who led the young men is dead. It is cold and we have no blankets. The little children are freezing to death. My people, some of them, Have run away to the hills And have no blankets, no food. No one know where they are Perhaps they are freezing to death. I want to have time to look for my children and see how many of them I can find. Maybe I shall find them among the dead. Hear me, my chiefs, I am tired. My heart is sad and sick. From where the sun now stands I will fight no more forever. (Taken from Babusci & Guy, 1991, pp. 452-455)

            1Looking Glass and Toohulhulsote were the names of the chiefs of the Nez Perce tribe.
          

        

      

    


    	
      Critical Reactions to the Conflict

      
        	What started the war between the Nez Perce and the white men? Who do you think was right?


        	What was the attitude of the white men toward Native Americans?


        	What aspects of injustice and oppression can you see between the Native American and white cultures?


        	What does Chief Joseph want to have time for?


        	Mention three reasons Chief Joseph has for deciding to fight no more forever.


        	What do you think is the purpose of Chief Josephs speech?


        	Is there or was there a similar situation between any minority group and the government in the history of your country? What was the conflict? What do you think about that conflict?

      

    

  

  


  Appendix B: Single-Parent Families: A Cultural Decline?


  
    	
      Understanding the Context

      
        	What is the traditional model of the family in your country? Is it the same model in other cultures? Who is the head of the family according to that model? Why? Who has created that model?


        	Is the traditional model of the family followed by all the people in your country? Are there any other possible family versions that break the two-parent family model?


        	Why do you think the traditional ideal of a family is changing radically in your culture?

      

    


    	
      Discovering Cultural Facts

      
        	Read the following passage about the decline of two-parent families in the United States. Then, answer the questions.

      


      
        Single-Parent Families: A Cultural Decline?

        One out of every two children in the United States will live in a single-parent family before they reach age 18. According to the United States Census Bureau, in 2002, approximately 20 million children lived with only their mother or their father. This is more than one-fourth of all children in the United States.

        Since 1950, the number of one-parent families has increased substantially. In 1970, approximately 11 percent of children lived in single-parent families. During the 1970s, divorce became much more common, and the number of families headed by one parent increased rapidly. By 1996, 31 percent of children lived in single-parent families. In 2002, the number was 28 percent.

        The reasons for single-parent families have also changed. In the mid-twentieth century, most single-parent families came about because of the death of a spouse. In the 1970s and 1980s, most single-parent families were the result of divorce. In the early 2000s, more and more single parents have never married. Many of these single parents live with an adult partner, sometimes even their childs other parent. These families are counted by the Census Bureau as single-parent families, although two adults are present.

        The most common type of single-parent family is one that consists of a mother and her biological children. In 2002, 16.5 million or 23 percent of all children were living with their single mother. This group included 48 percent of all African-American children, 16 percent of all non-Hispanic white children, 13 percent of Asian/Pacific Islander children, and 25 percent of children of Hispanic origin.

        Single-parent families face special challenges, one of which is economic. In 2002, twice as many single-parent families earned less than $30,000 per year compared with families with two parents present. At the opposite end of the spectrum, 39 percent of two-parent families earned more than $75,000 compared with six percent of single-mother families and 11 percent of single-father families.

        Social scientists have found that children growing up in single-parent families are disadvantaged in other ways compared with those in two-biological-parent families. Many of these problems are directly related to the poor economic conditions of single-parent families. These children are at risk for the following: lower levels of educational achievement, greater likelihood of becoming teen parents, more conflict with their parent(s), less adult supervision, more frequent abuse of drugs and alcohol, more high-risk sexual behavior, greater likelihood of joining a gang, twice the likelihood of going to jail, greater likelihood of participating in violent crime, greater likelihood of suicide, and twice the likelihood of getting divorced in adulthood. How would these problems affect American society? Would American culture decline?

        Despite the fact that children from single-parent families often face a tougher time economically and emotionally than do children from two-biological-parent families, children from single-parent families can grow up to do well in school and maintain healthy behaviors and relationships. (Retrieved and adapted from Encyclopedia of Childrens Health: http://www.healthofchildren.com/S/Single-Parent-Families.html)
      

    


    	
      Understanding the Facts

      
        	How many children lived in single-parent families in the US by 2002?


        	What reasons increased single-parent families in the early to mid-1920s, in the 1980s, and in 2002 in the US? Can you infer what cultural changes marriage has suffered since the mid-1920s?


        	What is the most common type of single-parent family in the US? Is the situation the same in your culture?


        	In which way are children from single-parent families disadvantaged compared with two-biological-parent families? What do those disadvantages suggest about the role of the family in a culture?


        	Does the article suggest that children born in single-parents families can also be advantaged? In which ways? Would you agree?

      

    


    	
      Critical Reactions to the Conflict

      
        	What cultural views do people in your country have about single-parent families? In which ways are children advantaged or disadvantaged because of those views?


        	What cultural views do young people have about marriage? Is the situation the same as it was 50 years ago? Why do you think young families tend to divorce more often now than in the past?


        	What are the reasons why many young women become single parents in your culture?


        	What part do men play in the cultural shift from two-parent to single-parent families?


        	Would you agree that the increase in single-parent families could cause a cultural decline? Why?


        	Research the family model in these cultures and determine whether that model is still being adopted at present or has suffered changes, as it has in the US, England, India, China, the Zulu tribe in Africa, and Nepal.


        	In which ways do these types of families transgress the traditional family model: single-parent families, never-married families, same-sex-parent families?


        	What social and/or cultural implications might arise because of the transgressions of that cultural model?
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Figure 3. How Skills Are Approached in EFL Classes
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Appendix: Teachers’ Demographic Information
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Figure 4. Level of Difficulty as Perceived by Students
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Figure 2. Starting Age
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Figure 3. A Theoretical Approach to Authorship Development

Theories Explored Emerging Categories Theory
Sococultural theory
in second-language Networking, career socialization
teacher education processes, individual factors
(ohnson, 2009)
“Authoring
(Overington, 1977; Authors and writing, production, Authorship.
s & Curry, 2010; knowiedge production. Development
Carrasco, Kent, publishing, thesis supervision (aD)
& Keranen, 2012)
Self-authorship Adult development, cognitive
(Baxter Magolda & King, perspectives, lfe trajectories,
2012; Kegan, 1994) development of decision making skills






OEBPS/Images/v17n2a08t01.jpg
Table 1. Students’ Daily Activities and Their Use of English
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Table 5. Teacher Researchers’ Publications.
and Presentations

Publications

Presentations

Julio o Julio 88
Sebastian | 40 | Sebastian | 6
Manuel 30 Claudia m
Rosa 28 Rosa 27
Claudia 3 Isabel 25
Isabel Manuel 10

15
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Table 4. Teacher Researchers' Publications

in Spanish vs. Their Publi

ions in English

Publications in

Publications in

Spanish English
Julio 8 | Manuel =
Sebastian | 24 Rosa 8
Claudia 16 | Sebastian | 16
Rosa 10 Isabel s
Manuel s Claudia 7
Isabel Julio 7
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‘Table 1. Teacher Researchers' Background
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Table 1. Summary of Themes with Accompanying Descriptors

Themes

Tepic Descriptors

Tepus Descriptors

The Role of k1

ELT as transformative.
and empowering

£ a5 an economic/educational
commodity; potential for
Toss of native language

From a teacher perspective,
challenge-packed curricular
models; promote locall relevant
language education policy

Acknowledged the institutional
constraints on teacher practices
from a student perspective

Whose Culture to Teach?

Support “third space”
culture; sensitive to the
dangers of colonialism

American culture is the focus of
instruction; see future selves as
conduits of American culture

Linguistic Diversity in
Language Teaching

Support diversiy in principle;
reintroduce that which is

erased by standard language
ideology and colonialism

Diversity allowed, but for
pragmatic reasons and as
long as it does not impinge on
superiority of the standard
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Figure 1. English Marks Obtained by the Students in Both Groups
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Table 1. Final Categories and Subcategories

Final Categories

Subcategories

Preliminary Categories

Classroom Management
Affects Teaching
Regardless of Subject or
Experience

Classroom management is an
inherent part of the teaching
profession

"~ Classroom management s
challenge for teachers of any subject,
notjustlanguage teachers

- Classroom management affects both
pre-service and in-service teachers
regardlessof their experience.

Classroom management influences
time for instruction

"~ Time for instruction is wasted
when the teacher is solving
classroom management issues

Challenges and Factors
that Affect Classroom
Management

‘The classroom environment in both
primary and secondary settings

- Overcrowded dassrooms and
seating arrangements

- Excessive heat and noise

« Lack of or insulficent resources

Pre-service teachers inappropriate:
Self-perceptions during the
practicum

Itis hard for pre-service teachers in high
schools to abandon their role a college.
students and assume a teacher role

Students attitudes and language
levels at both primary and
secondary schools

- Insuficient levels of language
competence evidenced in both seings

+ Unwillingness to participate in clas,
especially in secondary schools

- Lack of attention and motivation in class
equally present in both types of settings

Students’explicit acts of
misbehavior in both seltings

Disruptive alking
- Failure to do in-class work or homework.
Use of cellphones or other devices,
mainly in secondary school settings
‘Yellingat each other

- Physical aggression

Insulting or bullying other students

- Showing disrespect to the teacher

Pre-Service Teachers'
Approaches to Managing
the Classroom

Focus on maintaining control

Establish rules and consequences
from the beginning

- Talk louder to the class to regain attention
Remind students of who s in charge
Intimidate students with negative

remarks or low grades

« Assign students extra work.

tokeep them busy

Gt into verbal confrontation with
students, mostlikely in high school sttings
‘Threaten to get parents involved

Focus on achieving students’
involvement and positive
dispositions

- Build rapport with the class
- Raise awareness among students
about their behavior n class
Movate students through feedback
and dynamic activities

- Get students involved in the lessons

Alternatives for Improving
Classroom Management

‘Contact with real teaching settings

- A course on classroom management with
a practical component in current settings

- More observation tasks in real
classrooms prior to the practicum

- Become more familiar with classroom
management policies in authentic eitings

Learning from others

- Seminars by experienced teachers
or successful pre-service teachers

- Raise awareness of the importance of
atttudes such as being friendly and Kind
with the students in the practicum

- Promote students’ successful teaching
practices during their practicum
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Table 1. First Perceptions About Teachers, Classmates and Materials in the CLIL Classes

Teachers

‘Need for trining in command of the language (English)
Need for training in terms of content

Need for training in terms of class dynamic

English pronunciation was native-like or non-native
Need for empathy and patience with students

Classmates

Identification with native speakers of English (vse) and non-native speakers of English (xse)
Fedling of shock and tension during classes and among students (xse)

Changes in the academic performance of the majoriy of students

Discrimination and bulying

Materials

Content and language appropriatencss
Identification of “new” academic genres

Learning of new vocabulary in the target language (English)
Limited material diversity
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Figure 6. Thesis Supervision vs. Teacher
Researchers’ Publications
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Table 1. Categories and Subcategories Found in the Data Analysis

Students’ Participation/ | Skills and Language
Response Aspects
Subcategories
1. Oral instruction/explanation in 11 1. Order and discipline +. Oral production

s

.

Summoning students attention and/or
gving ordersin s

Asking questions in 1 or verifying stu-
dents’ comprehension

Oralinstruction/explanation in 12

‘Summoning students attention and/or
gving orders in12

Asking questions or darifying in 12
‘Written Instruction in 1.2
Silent reading

Unscramble writing

10. Dialogues/role plays

Oral construction of sentences

12.Correcting assessmens

2. Oral partiipation in 1.2

3. Group participation/
repeition

4 Oral production in11
5. Repetition in 12

6. Nonverbal participation and
responses

2 Listening comprehension
3. Writen production

4. Reading comprehension
5. Grammar

6. Vocabulary
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Table 2. Teacher Researchers’ Academic Profiles (Highlights/Chronology)

+ Studied for her M2 at the same time she obtained her COTE (Certificate
for Overseas Teachers of English).
Rosa « Started the line of research she has studied for seventeen years now.
T(39)'R (30) C (23) |+ Performed her pho studies ata Us university.
« Felt more like a researcher than a teacher owing to her pos
rescarch center.

‘Taught classes while studying for his B in pedagogy.
Asateacher trainer in a public university, spent fifteen years or so taking
courses and learning from the interactions with prestigious scholars in

Later studied for his Php at a very prestigious

Julio
T(2)REIC(22) | universityinthe Usa.
+ Went back to his home university in Mexico and started working (not by
choice) in the foreign languages department, where he started a new line
of research that has increased his productivity significantly.

Had the opportunity to study in England during the last year of her BA

because of her recognition as the best student of her generation by the

Mexican government.

Started working for a very important Mexican public university and

soon afterwards received different travel and training opportunities to

develop as an English teacher.

+ Decided to study for her MA. Her thesis supervisor was the head of the
postgraduate department at that time.

« When her daughter started her bachelor’s degree studies, she started her

pho. Balanced her professional and personallivs (taking care of her

family and raising her children).

Claudia
TESRES) k)

« Studied his BA in tourism while he taught English.

« Took the COTE certification, became a COTE instructor and then started
his BA t0 become an English teacher in the UK. Later, he decided to
continue with his M and Pho.

« Felt that the publication of his first article was very significant in his

career and motivated him to continue publishing.

‘Was strongly influenced by a Mexican scholar who was working on

indigenous languages and felt a “moral responsibilty” to do rescarch in

that area. This was a turning point i his career.

Sebastian
T(20) R (21) € (18)

« Had to do many translations from English to Spanish for a BA research
project because his professor did not understand English.

« Grew interested in translation and applied for a scholarship to study for
his MA in the Usa, where he worked with senior researchers.

« Applied for another scholarship to study for a ph at the same Us
university and followed his line of research. Here, he had access to a
‘number of resources and networks to achieve high productivity:

« Obtained a position as  teacher-researcher at a Mexican public
universi

Manuel
TOHRO)C)

Had a difficult time while studying for her B at a Mexican public
university because of problems with professors who did not meet her
expectations.

« Moved to another city in Mexico for her b studies. This was a private
university where she learned to conduct research.

Felt encouraged by her professors to become a teacher researcher during
her M studies.

+ Moved again to a different city to work at a public university where she
was given the opportunities to participate and lead a number of projects.

Isabel
T(2)R(9) € (6)

Note. = Teaching. 1 = Researching,

= Coordinatingadminisratve work.

“Numbers expres yars of experience
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Aways

Very often

Sometimes

Rarely

Never

Allow students to freely express their opinions,

Use embarrassment to correct students.

Friendly and respectful o students,

Show enthusiasm for the subject.

Establish clear rules from the beginning of the course.

Display a strict atitude towards classroom control.

Arive on time for class

Start clss on time,

End class early.

‘Spend time taking atiendance.

Use group work in the classroom.

Allow students to eat or drink in clss.

Strictly enforce attendance policies.

Remove students who are causing problems in the classroom.

Use eye contactas a classroom management method.

Use 11in the classroom.

Allow students to enter class lae,

Allow students to leave class to answer a phone cal

‘Monitor students’ class work by walking around thelr seas

Vary activities in your practicum lessons.

Have to'top your lessons to address students misbehavior.

Encourage students to work on the assigned in- or out-of lass tasks.

Encourage students to self-evaluate their behavior.

‘Welcome students’ suggestions for managing your classroom,

(Adapted from Fowler & Sarapli, 2010)
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Table 2. Advantages and Disadvantages for Taking CLIL Classes

Advantages

Disadvantages

Practicing the language (English)
Increasing English levels

Using language (English) in a different context
Learning academic vocabulary

Increasing TogrL score in some skills

« Difficulty understanding some classes

« Not having astrong foundation in Spanish
(English s stronger)

« Context for language use is unfamiliar

« Mexican pride is crushed

« ToErL. score has lowered or stayed the same.






OEBPS/Images/v17n2a04f01.jpg
Figure 1. Reflective Cycle of Teaching Practice
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ure 5. Teacher Researchers' Number of
Presentations at National and International Events
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Appendix: Career Mapping sample for Additional Research
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Table 3. Cultural Themes Found in Textbook 3

Aspect surface Culture Deep Culture
“Tourst places/ + The stone balls of Costa Rica N
geographical sites | + Artice:Stonchenge, the Nazca Lines, and Atlanti. Hone
+ Culture note: Winston Churchill.
+ Reviews sbout singers famous songs.
+ Culture note: Gato Barbieri, an Argentinan saxophonist
Celebrites/ + Culture note: Youssou N'Dou, an African singer e
entertainment + Culture note: Cactano Velora, a Brazilian pop music star. =
+ Biography about Beethoven.
+ Article: Paul Newman, an actor and philanthropist
+ Culture note: Go,  popular square board game.
+ Culture not: the meaning of a piggy bank.
+ Concepts ofdeal beauty at differnt times in different
Customs/traditions | countries None
+ Culture note: meaning of thestork as asociated with
childbirth
+ The logend of the Loch Ness Monsterin Scotland.
i + The legend of Bigfoot in the . Ao
+ The Chinese Zodiac.
+ Artice: The Uncertain Future for Chin Elderly.
Generalnformation |7 1 Chine None
+ Artice: The Hitle Diaries Hoax.
s + Russids royal family and Czar Nicholas . —

‘The October Revolution, Russia.
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Figure 3. Absolute and Percentage Frequency
of Students’ Participation and Responses’
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Figure 7. National and International Associations
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Table 1. Teachers’ Understanding of CPD

Understanding of ceo | Number | %
Skl development 18 90
Continuous learning 14 60
Keeping up-to-date 13 65
Learning for pleasure 10 50
‘Teachers' professional . o

revitalization
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Figure 1. Scale of Emotions Expressed by Participants
About Their First Perceptions of CLIL Classes

Positive €3> Negative

Happy Fearful
Pretty excited Worried
Excited Anxious
Less anxious Nervous

Challenged Uncertain
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Table 1. Instruments and Procedures for Data Collection

Student Teachers”
Student Teachers Purpose vy Purpose

Tl obsesations | o tady e demens

(videorecoded) | _ofteachingpractc.
"o naiae roposed
Studenteachers | activies and student

Todecrbestudent | g ieicumals | teachrs relection
cachrs profiesand o m

Quesionnaires amatye thir conceptions midn:

o e teachingand | g eorch ek notes Issues concerning

s classroom events.

Post-observation

reflective sessions TR g

practice actions

(deo ecorded)
Teaching Practice Classes Purpose Teacher-Educator Purpose
To sty boh heareical
TP | oo onsandcourse
e et objectives. 5 "
Clasabservations Waa iy nterview {eachr educators profe
o reconded) ke ledmal | (g rortel) | snd e dcsion
To note relevant =
Rescarch ek otes i concersiog

classroom events.
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Table 6. Female vs. Male Teacher Researchers’ Publications

Female
Toc'® | NaT | T | Total | Malehs | NaT | T | Total
Rosa | = | 16 | a8 wlio [ 7 | = | o
Claudia | =1 | = | 23 |Sebastian| = | 8 | 40
tsabel | 13 | 2 | 15 | Manuel | v | 5| 30
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Figure 1. Participants’ Perceptions of Problems During the Practicum

Classroom management and environment
Promoting autonomous learning

Knowledge of learners and the learning process
Use and availabilty of materials and resources
Reflection and journal keeping

Assessing students' learning process
Integrating language skills

Lesson planning

Implementation of standards for competencies in
Giving feedback

Otherts)

Having good relationships with the school
Knowledge and use of the target language

10

15

20
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igure 2. Absolute and Percentage Frequency
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‘Table 1. Context 1: Meeting with an American Co-Worker

Strategy Total number of | Total number of words |  Average number of
answers used in answers ‘words per answer

Acquiescing 4 o 575

Persisting 5 303 B30

Aggressing 7 a9 2

Total 2 547 279
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Table 1. Cultural Themes Found in Textbook 1

Aspect

surface Culture

Deep Culture

Holidays/clcbrations

- Reading: Festivals n Spain, taly, and Taiwan,

None

Tourist places/
‘geographical sites

« The capital cities of the world.
+ Mount Rushmare, South Dakota.

« Famous statues around the world.

« Travelingto Rio de Janeiro, Beijing, and Moscow:

« Visiting Rome.

« Four top tourist attractions in London.

+ Article: The London Eye.

« Making plans to vist New York City.

« The coldest, the highest, and the hottest places in the world.
+ Making reservations at different hotcs,

« Article: The Atacama Desert.

None

Food

= Article: Typical Food In Britain.
« Article: Cooking in Britain.

None

Calebrities/
entertainment

« Celebriies nationalitcs
« Celebrites' families.

+ Classic ilms and v programs.

« Interview with actor Ben Silverstone.
« Britsh pop group Pulp.

None

Customs/ traditions

- People who live abroad talk about the cities they live in now.

None

Historicalfacts

- Biographies of leaders of the independence.
« Three American presidents

None
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Table 7. Female Ths" Experiences While Developing in Their Careers

s Tmoved to the us with my children. During that time, my mother died; it was very

@98 G0} fn’.‘.‘:ﬁ :l'l:'l:ﬂsl::‘w:d to continue with her Ph studies and stayed where she was for

“My development did not happen by doing my bachelor’, master’s, and doctorate al at
Claudia | 07 but by doing cach ting e by ik, working, doing other things, expericncing,
(28 n (28) | 1udving...and, wel aso your normal .. Not everything is work; you lso need tolive

your personallfe.. You have to take care of your family and raise your children...In that
sense, I feel I waslike measuring out things”™*

*The a5’ answers were originally In Spanish. The transkaion was made for publication purposes.





OEBPS/Images/v17n2a04t02.jpg
‘Table 2. Pedagogical Actions, Reasons, and Knowledge

s/

Reasons/Meanings

Knowledge/Experience

Application of diagnostic test.

Evaluation conceptions (summative
and formative).
Learners performance and feedback.

‘Theoretical and practical
knowledge.
Rescarch skills.

‘Teaching based on grammar
translation

Reflection on action and previous
knowledge (sclection process).

Personal values and intuition.
Previous language learning
experience.

Individual and teacher-centered
activiies.

Response to insecurity and.
heterogeneity ofstudents,

Personal values and intuition.
Previous language learning
experience.
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Table 2. Teachers' CPD Acti

cpp Activities Number | %

Professional development

20 100
through work
Formal education 1 70
Attending cPD events and

2 60
workshops as members
Informal self-studies 10 50
Presenting at CPD events 4 20
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Table 2. Context 2:

Shopping in the United States

Total number of words

‘Average number of

Strategy | Total number of answers | T°t%] nmoer of W e
Acquiescing 2 214 52
Persisting 4 or 55
‘Aggressing G T 58
“Total = W o1
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Figure 1. Absolute and Percentage Frequency of Teaching Activitiest

287%
22,5%

14,6%
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Figure 1. The Initial Theoretical Model Explaining Professional Development

from an Authorship Development Perspective

Sociocultural theories
of teacher professional [
development

Authoring - Authorship
becoming an author Development

Self-authorship - processes
of personal and -
professional development

Professional Development
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‘Table 2. Cultural Themes Found in Textbook 2

Aspect surface Culture Deep Culture
+ Discussion on holidays and raditions: a mariachi band,
Korean couple dressed n the raditional hanbok, Thanksgiving
inthe us, New Year celebration in Hong Kong, Rio de Janeird’s
Canival, Feastof Eidul-Fi in Egypt.
+ Giving information about holiday raditions in learnrs’ own
Holidays/ countries. _
celebrations « Listening; ways to ceebrate holidaysin differen countrie.
+ Reading: holidays around the world (Thailand's Wet Water
Festval, Ramadan [the month offatingl, and Simon Bolivar’
birthday).
+ Reading: wedding raditions in English-speaking countrics.
+ Lecture:a traditional weddingn India.
— « Touristinformation about Costa Rics geography:
+ Comversations: main geographical st in Ausralia and Alaska. None
geographical Stes | | 1 ening: vistng Yosemite National Park n the vs.
Celebritiesand | + Artcle: Mahatma Gandhi and Albert Scheitzer i
entertainment + Artice: Famous Comics.
Literature and the
b + Recommended books. None
« Artile: The Invention of Printing.
+ Discussing governments around the world: 2 democracy.
General cultural ‘monarchy, and a dictatorship i
information + Discussing controversial issues (censorship of books and

‘movies, compulsory military srvice, lowering the driving age,
raising the voting age)

Customs/traditions

« Tourist information about places to shop (Hong Kong talors).

« Radio program on
table manners in
Nepal;greetings,
taboos,and dress in
‘Thailand; male and
female behavior
and offensive
behavior in Saudi
Arabia

+ Medical treatments.
(conventional/
‘nonconventional
‘medicine)






