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  We are a community. We are an identifiable group, whose members are interested in interaction with one another for the sake of learning, and also for the enjoyment of exchanging experiences and ideas with sympathetic colleagues. (p. 388)1


  As human beings we are bound to be part of and live within a community. Our first community, our family, surrounded and provided us with all the necessary tools to be able to join other communities along our childhood, adolescence, and early years of adulthood, namely the elementary, high school, and university as well as our circles of friends and acquaintances.


  When we decided to become teachers by conviction, chance, or destiny, we knew that our development and evolution would occur within groups of students and colleagues in academic and administrative positions. Our community does not drastically differ from others: we act, interact, exchange, share, and even compete with its members. What makes us different is the love for learning, for feeding our brain and heart with the joy of having contributed one way or another to the progress of a pupil, a school, a region, a country and why not, the world itself.


  Our teaching and learning communities give us food for thought in the form of problems to solve, challenges to face, paths to follow, truths to unveil, realities to face, and a myriad of ventures difficult to ignore. The odds are that we may take the risk to do things in search of excellence. One way of doing so is via research. As acknowledged in academic circles, research opens up an excellent opportunity to problematize our daily practice. Our personal experience can be enlightened by the interchange of ideas with colleagues from similar or different worlds. We may benefit from the knowledge produced elsewhere but applicable in our unique circumstances. Likewise, we can contribute to the profession by reaching our peers through forums such as academic journals.


  We are very aware of the big or small changes occurring in the very heart of the educational system: the community itself. The most hidden or forgotten corners of a classroom or an institution could be transformed by the action of a teacher who has faced his/her established ideas and has provoked a whole transformation visible in fresh ideas, attitudes, and positions. We seek and find the teachers who take a step forward and work harder in order to make their work visible through publications. Not only are these contributors mediators of knowledge, but they are also real agents of change because of their willingness to expound upon their critical views on the many different situations occurring within their own communities.


  We have gathered eight articles in the first section Issues From Teacher Researchers. We begin with the work carried out by Colombian schoolteacher Paula Andrea Caicedo Trivio while taking part in the teacher development programme led by the PROFILE Research Group at Universidad Nacional de Colombia over the last two years. In this first article we can read about the action research and innovation project she conducted with high school students in a public school in Bogot in order to examine their written performance in English classes while engaged in cooperative lessons.


  Next, we present four articles dealing with teacher education. The first one, by Colombian authors Angela Yicely Castro Garcs and Liliana Martnez Granada, deals with the role that the collaborative planning, implementation, and evaluation of classroom projects, developed through collaborative action research, played in the professional development of in-service and pre-service teachers. Following that one we can read a contribution from Turkey. This time, Sumru Akcan shares with us the results of an investigation with novice non-native English teachers with the purpose of unveiling their opinions about the effectiveness of their teacher education programme and the challenges during their initial years of teaching. Interestingly, the results show substantial differences between the content of novice teachers academic courses in their teacher education programme and the conditions they found in classrooms.


  After that, Colombian authors Orlando Chaves and Maria Eugenia Guapacha inform us about a study that followed a mixed-method. The investigation took place in Cali (Colombia) and was carried out within the premises of a professional development programme aimed at improving the practices of public English teachers through a practice-reflection-theory cycle. We can get acquainted with an eclectic approach tailored to the participants needs and interests which let both teachers and teacher educators attain said goal.


  The last article of this group of works in the field of teacher education comes from Jorge Eduardo Pineda Hoyos and Luis Hernando Tamayo Cano. They report on the implementation of a teachers professional development strategy that sought to foster e-moderator competencies among language faculty at a Colombian public university and to examine the extent to which they understand the concepts of e-moderation and e-tivities. The results shed light on online processes, technical skills, and teachers personal characteristics that might be necessary in order to become e-moderators.


  The following three articles focus on academic writing and oral communication. The first one, by Troy Crawford, Irasema Mora Pablo, and M. Martha Lengeling addresses, through narrative research methodology, the different factors that appear to affect the on-going construction of second language authorial identity in a professional academic environment in Mexico. We can learn about the struggles of two university professors to maintain their professional status in second language writing, a situation that is also present in many other countries, where the pressure to publish poses great challenges to scholars.


  Then, Jos Vicente Abad and Paula Andrea Alzate tell us about the results of a study that involved two teacher-researchers at different Colombian universities in order to train studentsin their English coursesin the use of language learning strategies and to then assess the impact of strategies instruction on students preparation for and performance on oral exams. Finally, we can find the work by Jose David Herazo Rivera and Anamara Sagre Barboza, concerning the co-construction of participation through oral mediation in the English classroom. Their study sought to look at how a Colombian second language teacher mediated her ninth-grade students participation during classroom interaction. The findings let us understand how such mediation provided learners with frequent affordances to engage in meaning-making.


  Issues From Novice Teacher Researchers, the second section of our journal, brings this time a report derived from an action research project conducted by Juan Sebastin Basallo Gmez with adult learners in a Colombian language institute. As can be read in his account, the students text selection processes, guided by systematically designed criteria and elaborated strategies, influenced learning and literacy. This is evidenced in the students motivation and opinions concerning reading in English.


  The last section, Issues Based on Reflections and Innovations, contains three interesting works in the area of language teacher education. First, we can read a critical account of foreign language education policy in Colombia, with particular attention paid to English. In their article, Camilo Andrs Bonilla Carvajal and Isabel Tejada-Snchez analyse the impact of its multiple transitions over the past decades, some critical reception by scholars, and the actions that are being implemented with the purpose of fostering bilingualism in the country. I am sure their work will add to the debates raised by other scholars in regard to the suitability of linguistic policies in light of the diverse social, economic, and educational contexts teachers encounter to implement what is mandated by the National Ministry of Education.


  Following that article Ana Mara Sierra Piedrahita discusses the contributions of a social justice language teacher education perspective to professional development programmes in Colombia on the basis of the examination of some local programmes for teachers of English in public schools in one city in the country. The article depicts what the implementation of such perspective requires, illustrates how it may look in practice, and gathers some implications for different stakeholders should they be interested in contributing to the development of a political perspective in teachers.


  We close this edition with a contribution from Brazilian authors Telma Gimenez, Aparecida de Jesus Ferreira, Rosngela Aparecida Alves Basso, and Roberta Carvalho Cruvinel. These postgraduate foreign language researchers are developing studies regarding the current educational situation in their country and share with us some preliminary remarks regarding policies for English language teacher education nowadays. The analysis of four programmes/policies embraces their innovative aspects vis-a-vis traditional practices and some conditions still needed to ensure advances in areas such as the curriculum and predominant ideologies.


  As always, we hope our journal reaches a wide range of educators. We also hope the communities of our readers can benefit from the contributions of authors from Brazil, Colombia, Mexico, the United States, and Turkey. We acknowledge the rigor of their works and look forward to more manuscripts in the areas they have addressed in their articles as well as in others that are embraced in the mission of our publication.


  Mara Claudia Nieto Cruz

  Journal Director


  Melba Libia Crdenas

  Journal Editor

  


  1Ur, P. (2002). The English teacher as professional. In J. C. Richards & W. A. Renandya (Eds.), Methodology in language teaching: An anthology of current practice (pp. 388-392). Cambridge, UK: Cambridge University Press.
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  Seventh grade teachers at a Colombian public school chose cooperative learning as a strategy to improve students social performance and as a tool to get learners to enrich their academic level. This article reports on an action research and innovation project focused on the results eight students obtained in their written performance in English classes during three cooperative lessons. This article gathers some existing research on writing skills and cooperative learning and a presentation and analysis about students real expectations and thoughts about writing in the English language. The systematization of this teaching experience also sheds lights on further actions to analyze closely students texts construction in a cooperative environment.


  Key words: Adolescents learning process, cooperative learning, foreign language acquisition, process-oriented writing, writing strategies.

  


  Las profesoras directoras de sptimo grado de un colegio oficial en Colombia eligieron el aprendizaje cooperativo como estrategia para mejorar los problemas de convivencia de sus estudiantes al igual que su nivel acadmico. Este artculo presenta un proyecto de investigacin accin e innovacin y los resultados obtenidos por ocho de estos estudiantes en tres lecciones cooperativas sobre produccin escrita en ingls. Adems, se incluye una descripcin de la escritura como habilidad comunicativa y del aprendizaje cooperativo y una presentacin y anlisis de las expectativas e ideas de los estudiantes participantes acerca de lo que significa para ellos escribir en ingls. Esta experiencia pedaggica es apenas el inicio de un futuro y ms amplio anlisis acerca de la construccin de textos en un ambiente de cooperacin.


  Palabras clave: aprendizaje cooperativo, aprendizaje de lenguas extranjeras, aprendizaje en adolescentes, escritura como proceso, estrategias de escritura.

  


  Introduction


  Juana Escobar School is a public institution in Bogot, Colombia, where students are continuously questioned about solving social problems with the strategy of promoting their autonomy and, at the same time, reinforcing their capability to see their partners as a support when it is needed to think about innovative ideas. The school community is distinguished by its heterogeneity which is reflected in the various problems students have in academic, discipline, and health aspects.


  Seventh graders at the Juana Escobar School have made evident the problems they have with academic and social performance in different classes; their study habits, their examinations results, and their behavior during the classes are clear examples of this situation. These are the reasons why their assigned teachers decided to adopt cooperative learning (CL) as a strategy to reduce the negative influence these aspects have had on their classes, since cooperative lessons permit strengthening several features such as autonomy, leadership, partners interaction, verbal and written communication, among many features (Arias, Crdenas, & Estupin, 2005; Johnson, Johnson, & Holubec, 1999).


  The abovementioned cooperative characteristics were integrated into English classes to help these seventh graders acquire a major consciousness of their learning process. This is because they have evidenced some serious difficulties in basic aspects of English as a foreign language (EFL) such as vocabulary acquisition and sentences construction. However, it was necessary to emphasize only one skill to make the project more narrow and precise. Having this and the English classes characteristics in mind, it was considered as essential that these youngsters learnt how to write in a progressive but effective way. The writing learning process is a common teachers concern (Almazroui, 2008). Many EFL teachers have difficulties with students spelling of some words, the copying of word by word from some texts, sentences arrangement, and the coherence of texts, just to name some. When learning to write, we usually tend to reproduce in written forms what we express orally and forget the importance contained in the edition of our texts, even if it is only a sentence. These complications become more momentous when what we want to say is supposed to be written in a foreign language; each student makes his or her own mistakes and it starts to be a challenge to the teacher to correct them and to make each learner overcome them. By writing cooperatively, these difficulties could be reduced; if each student among the group has a role to play (Johnson et al., 1999) and through his or her contributions the group reaches the proposed goal, each student would move forward in his or her learning process thanks to cooperative skills.


  Consequently, the project objective was to analyze the role of cooperative skills/work in the improvement of students writing skills and to be more specific about the results obtained in each planned activity; the research question was: What can be observed in students writings when they are engaged in cooperative learning?


  Because this article is intended to be a starting point in light of students perceptions about writing in English, cooperative work and roles within a group when cooperating play a very important role in what learners do during the lessons, which may differ from what the teacher expects.


  Literature Review


  Writing Skills


  Foreign languages (FL) teachers may have certain difficulties teaching the four language skills (listening, speaking, reading, and writing) whether using several strategies or explaining them as separated aspects of the language and these problems become more evident when they want their students to make a significant improvement in their communication performance (Scott, 1995). Though there is no magic formula to acquire a certain skill suddenly, practice and the appropriate feedback from those who are experts can be a good starting point to develop a higher level in that skill. Let us see then what specifically occurs with writing skills.


  Some time ago, literacy, as a right to everyone, was not really an important matter; it was related to the upper classes or some privileged groups which had the opportunity to be in contact with this communicative form (Rivers, 1972). Currently, it has become a necessity to be literate not only to know how to communicate with the closest people around us, but also to know how to do it within an academic or professional context (Hyland, 2009). To be more specific, writingwhich is a young activity in relation to the evolution of the human beinghas taken place in several fields in academic and personal life; such as feelings expression, academic purposes, social networks, or personal growth (Graham & Perin, 2007). However, it is yet a skill which needs to be taught in order to be properly used (Rivers, 1972) and there is no better place for this than school. But then, what is it that we call writing? What do we need in order to structure a well-developed piece of writing?


  In regard to writing, we cannot forget the existence of several approaches that come from research and teaching practice (Yi, 2009) and have been used to support the validity of the effort to improve writing skills, not only in theory but also in practice through actions in the classrooms. Product oriented, process oriented, and reader oriented are the three main approaches which focus on the text, the writer, and the reader, respectively (Hyland, 2009). Because of the purpose of this article, the focus will be on the process approach.


  Peregoy and Boyle (2001) affirm that in the 60s, writing was a students creative activity in which teachers did not pay too much attention to the mistakes the learners made but to aspects such as the content, the freedom in choosing the topic, and the novelty in each written text. However, this practice sometimes made it impossible to read the students creations because of the numerous errors. Years later, this creative writing theory evolved into one that supported the idea of writing as a process; it placed emphasis on three perspectives which, according to Hyland (2009), have definitely supported this approach. The first is expressivist, in which thinking precedes writing (Hyland, 2009, p. 18). The second is cognitive, where writing is developed in five phases: prewriting, where the author conceives the ideas according to the potential reader; the drafting phase, where the writer puts the ideas on paper; the revising phase, where the author evaluates the text from the perspective of giving a determined message or if the text is appropriately written according to the audience; if so, the text needs editing and then it will be ready for publishing. Finally, the third perspective, social, has to do with the particular situation of the writing process; the specific authors experience and context.


  According to Harmer (2007) the steps mentioned in the cognitive perspective cannot be described as a linear process since in the middle of writing we may need to re-plan or re-edit our ideas in order to make a better final draft. That is the reason why in the academic field students may need to be supported during all the writing process, perhaps not only by the teacher but also by their partners who may offer interesting ideas; furthermore, learners have also the opportunity to check unknown meanings in print or virtual dictionaries or in reference books. This writing process leads to a continuous reflection on the texts elaboration and on new learning strategies; it is what Arapoff (1967) has described as active thinking, a way in which the writer organizes the ideas having in mind the purpose, relevance, and scheme in the text, thus he or she cares about other things apart from spelling. It is relevant that the writer considers who the audience is, what the specific intention is when writing, and the register used to elaborate a more planned writing, which is clearly distinguished from the spoken discourse (Barnett, 1989; Harmer, 2007). The writer stops to think about how the different drafts are constructed and, progressively, this method becomes a skill that the learners start using daily.


  Process oriented writing makes text construction easier by reason of having just one task at a time (Peregoy & Boyle, 2001); it becomes a more friendly activity which is not felt as a must but as an enjoyable encounter with ones own thoughts. In addition, process oriented writing develops into a much more interesting assignment for learners and teachers alike; it is not only a matter of having in mind an idea and capturing it in a text but also a process of building carefully the ideas to be transmitted and the feedback that will be given about that written work (Barnett, 1989). Teachers are much related to the way students assume their writing skills; it is a big responsibility to give an encouraging opinion about students expressions of their impressions and ideas; teachers should also be active thinkers before leading their learners into the writing process.


  Regarding writing in EFL, Figure 1 summarizes the perspectives some authors have about this topic. These perspectives can be divided into four categories: learning through the process, advantages of writing in FL, disadvantages of writing in FL, and feedback.
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  According to the authors in Figure 1, when students are writing in a second language (L2) they become more confident thanks to the subdivision of steps during the process. They learn macro strategies while they are in this practice of prewriting, drafting, revising, editing, and publishing and micro strategies when they devote themselves to the text form; then, students are explicitly learning the process oriented writing (Barkaoui, 2007; Hinkel, 2015; Leki, Cumming, & Silva, 2008; Peregoy & Boyle, 2001).


  The advantages mentioned by these researchers about process oriented writing are (a) the importance the students experience has when they are writing; that is, learners have a certain degree of freedom, they find the possibility of coming back to check what they have produced so far; (b) they have also the opportunity to start writing even if they do not know the FL perfectly, thanks to the knowledge they have of their mother tongue; (c) in several opportunities it proves easier for students to communicate in writing than by speaking, especially when they do not feel confident enough to stand in front of the class; and (d) little by little, students find their own writing style (Barkaoui, 2007; Hinkel, 2015; Leki et al., 2008; Peregoy & Boyle, 2001).


  Regarding the disadvantages of process oriented writing, first, the L2 learner could be among a multilevel group, even regarding L1 literacy knowledge, and this situation could affect his or her appropriate performance. Second, the spelling correction in academic texts is limited, which may affect the conventional language learning rules and the future performance these students will have with a more advanced writing.


  Regarding feedback, students are motivated by the fact that they receive comments not only from the teacher but also from their partners. This makes the process of writing to be less like a pressure for the student and more like a cooperative space to share knowledge within a friendly environment; much of it occurs as a class discussion rather than as an individual exercise.


  Cooperative Learning


  Cooperation is one of the paths humankind has followed along its evolution. It has permitted people to leave their primitive lives, become more human, learn from others, and also teach what has been necessary to move forward as a species (Ferreiro & Espino, 2000). Cooperation can be conceived as more than just sharing with others; it implies having in mind a particular goal and working with enough spirit and responsibility to complete it. This notion applies also to classrooms where in many opportunities we can observe that students have an objective but many of them do not know how to achieve it or do not even have the opportunity to try because of the competitive classroom environment. At this point, CL could be a solution to this lack of interest or empathy.


  CL is a concept which embraces many different aspects that can be easily associated with a harmonious learning environment; it is


  
    a strategy for the classroom that is used to increase motivation and retention, to help students develop a positive image of self and others, to provide a vehicle for critical thinking and problem solving, and to encourage collaborative social skills. (Caldern as cited in Christison, 1994, p. 140)
  


  This conception permits taking into account not only academic purposes in class but also goals related to students self-esteem, new ways of thought, or a conscious and a critical point of view about the relation with others. If we describe CL main components, it can be easier to understand a little more about what it implies.


  According to Johnson, Johnson, and Holubec (1995) and Arias et al. (2005), CL is related to five main principles:


  Positive interdependence: Students have the responsibility of acquiring certain learning but they have also a commitment with the learning of the other participants of the group.


  Promotive interaction: During the discussions about the purposed topic in class, students are reinforcing their educational progress.


  Group processing: can be defined as the self-evaluation each group makes at the end of the lesson; they reflect upon their achievements and errors during the proposed activity. This allows the group to improve continuously in the positive interdependence acknowledgement.


  Cooperative skills: CL turns out to be a complex task since students are asked not only to learn academic skills but also interpersonal skills that must be taught by the teacher to help learners entirely handle them and become participants in real teamwork. Learners must then know each other, trust each other, communicate effectively, support each other, and solve possible conflicts constructively. The emphasis the teacher makes on each skill depends on the needs the groups have through the lessons.


  Individual accountability: Each learner is supposed to make a certain effort if the group has really achieving a goal in mind. For that reason each one is assigned a different role during the activities. Johnson et al. (1999) go further when they propose different types of roles the learners could assume according to the requirements they have to meet:


  Roles to help the group formation.


  Roles to help the group to work.


  Roles to help the students to express what they know and relate it to previous knowledge.


  Roles to help to encourage the learners thought and reasoning.


  The roles which are the most relevant for this research are the roles to help the group to work, those in which the group achieves its goals and keeps efficient relations. The ones chosen for the project were (Arias et al., 2005):


  Organizer: guides the group work, makes sure everyone in the group has the opportunity to participate.


  Recorder: takes notes of the groups decisions, keeps the documents the group uses and produces.


  Observer: corrects possible mistakes in explanations and summaries, controls the group timing.


  Relationer: helps the group relate previous knowledge with the new knowledge and ensures that everyone in the group is following the presented topic.


  Cooperative Writing


  This strategy differs from the one of writing alone since students have the chance to overcome as a team the possible obstacles they may face in an individual task; vocabulary recognition, brainstorming about any chosen topic, giving a certain structure to the text they want to elaborate, and error correction (Curry & Hewings, 2003).


  Elements like individual accountability and positive interdependence are continuously implemented when writing cooperatively (Duin, 1986); each student has his or her own responsibility about making a positive contribution to the group in order to reach the proposed goal and thus, discussing the means that could lead to that objective.


  Every time students are involved in a cooperative activity, they have the chance to reflect upon their performance during such activity; when sharing these ideas with their partners, they are taking advantage of promotive interaction and reinforcing the social skills required to make this approach more than a matter of group activity. The characteristics combination already mentioned creates the perfect environment for learning under agreed parameters, receiving useful and friendly feedback, sharing ideas respectfully, and permitting everyone in the class to improve personally and as a team.


  Method


  I carried out a study that followed the principles of action research and innovation in education (McNiff, 2013; Mills, 2007) which came from my interest in the difficulties some of my students had in putting their thoughts or ideas on paper when writing in English. The research mentioned was implemented having in mind the real situation of four seventh graders courses around social and academic aspects and included CL principles as an approach to help those students to be more conscious about their performance during some of the classes they attended. This proposal on cooperative learning was made by the school counselor for the assigned teachers in that grade, and after reading and gathering some information about this approach, these teachers, me included, considered that each one of the four seventh grade courses had to be divided into nine groups of four learners, each student with a different cooperative role. The groups were arranged taking into account the students academic level, their learning style (Vallejos, n.d.), leadership characteristics in some of the students, and their social behavior during the classes. After the groups were organized, each assigned teacher started to plan the lessons following CL procedures (Arias et al., 2005) according to the needs of the courses and the corresponding topics included in the curriculum.


  Even though I worked with the four classes mentioned, I decided to focus on just two groups: Group 1 (students A, B, C, and D) and Group 2 (students E, F, G, and H) which were selected at random to make my research much more focused. Consistently, I decided to concentrate on the possible effects CL could have on these students writings due to the fact that our classes in the previous year emphasized written production and the results were not what I expected; students had problems constructing appropriate and coherent texts.


  Procedure


  As has already been mentioned, the intention of implementing CL in the English lessons was to revise the effect that approach could have on students progress while writing in an FL. Taking that aspect into account, it was necessary to plan three different lessons, carried out from September to November 2014, which involved written activities and distributed work for each group. The first two activities had comparative adjectives as a main topic and the third one was a free writing exercise. After each lesson, students and teacher evaluated their processes through cooperative skills management. The classes were planned according to Arias et al. (2005) Global vision of a cooperative lesson (p. 135) in which they propose five steps towards a well-developed lesson: (a) previous decisions and objectives approach, (b) lesson approach, (c) monitoring and intervention, (d) evaluation and processing, and (e) activities explanations to the students.


  The lessons were developed in six stages following the phases Burns (1999) presents as not necessarily separated or exclusive from each other: exploring, identifying, and planning; collecting data; analyzing and reflecting, hypothesizing and speculating; intervening and observing; reporting, writing, and presenting (see Figure 2). These phases though did not follow a strict order during the research development.
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  Stage 1. Before the first lesson was developed, students answered individually a brief questionnaire (Appendix A) so that the teacher could learn their impressions corresponding to writing and both individual and group work. After this activity, I was able to get an overview of what the previous knowledge of the students was concerning the topics which would become our main subjects in the coming lessons.


  Stage 2. In Lesson 1, we did comparative sentences writing (Appendix B); students were asked to write a sentence in cooperative groups using an adjective I gave them on a piece of paper. In the group they assumed the correspondent cooperative role assigned by the teachers. The student performing the role of relationer checked the comparative rules to help the group remember the necessary information for writing this kind of sentences; the recorder took notes about their partners ideas; and the observer corrected possible mistakes in the sentence. When they finished, the organizer dictated the sentence to the teacher or passed it on a piece of paper for the sentence to be written on the whiteboard and later made the appropriate corrections. This lesson was developed in five rounds.


  Stage 3. In Lesson 2 The Old Me, students took some time to draw themselves at the age of 5; later they were asked to discuss with the group which personal and physical characteristics could be included in a written description of them at that age. Next, they had to write each ones description taking into account that they had to compare the kids they used to be with their present adolescent selves.


  Stage 4. Questionnaire 2 just involved two headings for the student to complete:


  
    	I think the activity done the last lesson was...


    	While doing last lesson activity I felt...

  


  In this way, I could monitor the success of the activity in terms of pertinence for the students and see if they were as engaged with it as I considered they were.


  Stage 5. In the free writing activity students grouped to write a paragraph in any style and register according to their preferences. They could choose whether they wanted to write among the set groups or if they wanted to write in pairs or individually (the implications of working individually while in a CL lesson will be discussed in the findings section).


  Stage 6. At the end of the lessons, students were asked (Questionnaire 3) about their impressions and feelings about their performance during the classes mentioned (Appendix C).


  Findings


  The data collected came from questionnaires, lesson plans, observation, and field notes that were analyzed following the principles suggested by Burns (1999) in which reflection is a continuous matter during the whole investigation process.


  When I began the study, I started separating different types of data in folders and had a sheet of paper in each one for note taking. In this way, it was easier to start scanning and comparing data to find general patterns in the samples related to the objective of the project.


  The information was narrowed from those patterns, which took a lot of time since the questionnaires I was dealing with contained open-ended questions which made students answers more realistic and related to their feelings and thoughts. In comparing the data, I created charts to group the eight students answers and see more clearly the categories mentioned and repetitions in some of the students answers. From all this analysis two categories emerged: Cooperative Work Role in the English Classroom and Students Cooperative Process Oriented Writing.


  Cooperative Work Role in the English Classroom


  The analysis of this category led me to center on the five principles of CL: positive interdependence, promotive interaction, individual accountability, group processing, and cooperative skills.


  Although students had a general vision of cooperative work before the lessons started (Appendix A),


  
    Everyone gives an opinion to make the work be okay. (Student A, Recorder)1
  


  
    The one who doesnt know can be helped by the others, which is team work. (Student G, Observer)
  


  they had serious difficulties when understanding and implementing their roles within the group and assuming such role as a part of the entire cooperative process maybe because, in spite of the fact that in every one of the three lessons students had the same roles, they were in some way modified by the lesson contents and dynamics. For example, the recorders who were in charge of taking notes and keeping the group documents confused the moments when they were supposed to write their partners comments, engage in brainstorming, or create ideas for composing the required texts for each lesson.


  The difficulties mentioned were made evident during all the classes when students constantly asked about what they were supposed to do as organizers, relationers, observers, or recorders. It was, of course, disappointing, since I devoted around 7 or 10 minutes at the beginning of these lessons to arrange the classroom, explain the roles assignment, the academic and cooperative skills objectives of the lesson, and the times for each step in it (Appendix B). However, all this information was a continuous question during the whole class.


  Besides this, I observed that the positive interdependence (Johnson et al., 1995) decreased progressively in the two groups. In Lesson 1, students were very interested in ensuring that the whole group was involved in the activity and the sentence construction process; in Lesson 2, only students B, D, and E performed the activity as it was proposed. Student A was continuously standing up and the other students just made their self drawings and did not write any comparative sentence. In Lesson 3, which I considered would be the most productive in terms of attitudes and performance to be analyzed, the results were the opposite. As students could make the decision of not working within the complete group but in pairs, some of the students in Group 1 even decided to work individually and when I asked about the reason, they argued they did not want to have to reach an agreement about the topic, so they preferred to work this way and avoid conflict. However, at the moment of checking the work done, only Student B was doing a paragraph about her routine.


  Group 2 decided to work together and asked many questions regarding grammar and appropriate vocabulary. These discussions and continuous questioning about the right path to achieve any goal (Durn & Vidal, 2004) are what confirm the previous conception students had about cooperation before the lessons began:


  
    The whole group is thinking, everybody can give an opinion and is more likely there will be right answers. (Student E)
  


  Regarding group processing, even when I considered that self-evaluation would be a difficulty in terms of the objectiveness students could have at the moment of evaluating cooperative skills management during the lessons, I have to say it was very productive. As I monitored the groups, I observed positive attitudes towards the effective achievement of the proposed goals given at the beginning of each lesson. Students told each other off for standing up and leaving the group, for making so much noise, for not performing their role within the group, and so on, and at the end of the lessons, when the moment came to make the group-processing chart (Figure 3) and evaluate everybodys work, they did not forget any of these details.
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  In Lesson 2, for example, the cooperative skills students evaluated were:


  
    	Stay in the group


    	Speak in a quiet voice


    	Express ideas and opinions


    	Promote partners participation


    	Help partners to remember

  


  Students E and H clearly stood out because of the accomplishment in all of the skills which facilitated the academic purposes of the lesson. These cooperative skills were not purely academic but were more related to social performance of each group inside the whole class or as a whole constructing the best conditions to move forward in each step of the lesson.


  On the part of the learners, after making an approach to cooperative work, they considered it as a useful tool to improve their skills. Regarding cooperative skills roles during the lessons, they see the relevance of having a role in a group, if it is so that they want to achieve a certain goal. Nevertheless, in many opportunities there was a notorious decrease in the roles assumption as the activities became more formal; this contradicts what they said in the Questionnaires 1 and 3:


  
    I liked [my role] very much because I could listen to the others thoughts. (Student E, Relationer)
  


  
    [My role made sense] because we learnt to work more orderly. (Student D, Organizer)
  


  Some students believed they perform better if they work in a group; they think their ideas have more support if their partners act as a guarantor of the thoughts and impressions they have (Appendix A). This is a positive aspect if we consider only CL as a tool in class, but if we ask students to work individually in any moment this mistrust could become an obstacle for the learner to participate effectively in class.


  Students Cooperative Process-Oriented Writing


  During the project development, it was possible to identify several aspects related to the students writing and cooperative skills. Learners recognized writing as a process since in the cooperative lessons they were always elaborating previous drafts to come up with the final text; every time they were asked to write they did it first in their mother tongue; moreover, they used to have an extra piece of paper apart from their notebooks to arrange sentences from their ideas (Peregoy & Boyle, 2001). This implies they gave real importance to writing; it is something they wanted to do step by step in order to give the right message to their reader (Barkaoui, 2007).


  However, when teaching adolescents it can be hard to get them involved in the same manner in the activities the teacher proposes, and in this case, it was not the exception. From the eight students who contributed to this project, only three did the activities showing responsibility and real commitment during the entire process, which affected to some extent the success of the tasks done.


  During Lesson 1, it was interesting to see how every student in the two groups was committed to do the task of building sentences. They participated and worked on the coherence and syntax of each sentence, they seemed to be interested in writing accurately and they did so; after two rounds of comparative sentences, they started writing coherently (Leki et al., 2008). Lesson 2 The Old Me, was a little less productive since, as I explained before, only three students decided to work on the activity (Figure 4), and they did an amazing job since they easily completed the task working almost individually, though it was not the pedagogical objective.
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  In Figure 4 it is evident Student D made an effort to write coherent sentences taking into account grammatical aspects. During the lesson, she was continuously asking if she was doing a good job, and in this manner took advantage of the editing and revising steps in process oriented writing, which permitted her to be more confident about the text she was creating and at the same time about her learning process (Peregoy & Boyle, 2001). Student D was interested in making her message clear to the reader and she wrote regardless of the fact she did not know all the vocabulary she wanted to use (Barkaoui, 2007).


  Lesson 3, free writing, was an opportunity to identify some mistakes students made when using the dictionary and for the teacher to check closely the writing process of the students who decided to complete the activity.


  Student B, for example, started by writing in Spanish first to clarify her ideas and then she started to translate. She did not seem very sure about her vocabulary knowledge and after all, she did not want to receive help from her partners as she could only trust the dictionary and me when writing.


  
    Yesterday when more leave of school I went where my grandmother and placed to play football, baseball and secretly, with my cousin later more accompany to my grandmother to buy the market, later I went to the house, see TV to my put sleep. [sic]
  


  In relation to Group 2, they did cooperative work in this lesson and wrote about ghosts.


  
    The ghost are transparent and fly, also are white and bad, the ghost are small and big the like live in the darkness. my like that the ghost frighten to people. [sic]
  


  They were concerned about the accuracy of the text and asked questions about the syntax; however, the use of dictionary was reduced. They were confident (Peregoy & Boyle, 2001) and motivated by the fact that they obtained mostly feedback from the group (Barkaoui, 2007). Process oriented writing was a motivation for this exercise due to the support students had from each other in editing, the freedom at the moment of choosing a topic, and when they asked the teacher about any possible mistake they made. It will always be motivating to see students who make an effort to write and express their ideas or points of view in English even when they do not comprehend grammar rules completely.


  Conclusions


  After analyzing the role of cooperative work in the improvement of students writing skills, which was the project objective, I can conclude that CL and writing skills can be worked together to improve several academic and personal skills. Nevertheless, I consider that three lessons did not provide enough time and practice to achieve all the expected results. There are many aspects to consider in the implementation or improvement of this approach application if it is going to be used as a learning strategy.


  Surveys are a determinant starting point to know students real expectations and a tool to track the perceptions students have about the work developed in classes, not only in cooperative lessons but as a constant evaluation of the teaching processes.


  Before implementing cooperative lessons, students should have one or two informative lectures about the elements involved in such classes. This could have many advantages, firstly, for the teachers, who can receive from the students questions about the cooperative features which would permit improvements in the lesson plans and provide a wider knowledge of such features. Secondly, for the students, who could find it interesting working in teams if they consider the ideas of progress, help, and cooperation as instruments which, properly used, would take their strengths or weaknesses to a different level.


  Cooperative lessons work to improve social skills in the classroom; unfortunately, the sample groups could not work in agreement with the groups organization the teachers proposed but I consider it was more a matter of time than of cooperative skills themselves. We were already ending the school year and did not have time to use other strategies like rearranging the groups according to the students empathy.


  Having in mind the research question, I ask what could be observed in students writings when they were engaged in cooperative learning, disregarding the difficulties involved in writing in L2. Process-oriented writing is an excellent starting point to revise students interests in writing, ensure their vocabulary improvement, their style correction, and how confident they are in the abilities they have. Even though the project lasted a few weeks, there was enough time for the students to notice the importance of a step by step edition when writing coherently; this, I consider, will be useful when they face text construction in future lessons, since they will feel more independent about resorting to their previous knowledge. During the project, learners started to be more conscious about the importance of expressing their ideas on paper to make others understand the message and although on many occasions they preferred to use Spanish in some daily expressions, I, as their teacher, tried to avoid that situation which was an obstacle at the moment of writing. It was necessary learners noticed that; those who devoted attention to the proposed activities evidenced a significant improvement in their vocabulary and use of certain grammatical structures thanks to the editing process of their writings.


  These conclusions lead me to determine that since process-oriented writing approach only gives one a perspective of what writing means, it cannot be the only source teachers and students use when they are trying to expand this skill. Other approaches are needed to create more formal texts and to present other perspectives about creation in writing, which address the interests and needs of each student during the academic year.


  Further Implications


  CL is a strategy which is worth it to continue working on future lessons; this project has only been an approach to it and it would be necessary to work much more in it so that teacher and students completely master what CL involves. There are several details in this approach that need to be considered in the improvement of lesson planning and learners appropriation of their roles during the classes.


  Writing, though difficult, is a valuable source of prospects to improve L2 acquisition in schools. Sometimes it is impossible to track every students progress in this skill but it is really worth it to take the time for it and to give meaningful feedback to learners.


  Many times, due to curriculum requirements, teachers have to implement many strategies in many lessons, which do not always provide the results we expect. This is why it would be more useful to concentrate on just one activity so that we can focus more rigorously on students results and progress.

  


  *This paper reports on a study conducted by the author while participating in the PROFILE Teacher Development Programme at Universidad Nacional de Colombia in 2014-2015. The Programme was sponsored by Secretara de Educacin de Bogot, D.C. Code number: 2916, August 20, 2014.


  1The samples in this article have been translated from Spanish.

  


  References


  Almazroui, K. (2008). Strategies used by sixth grade students of the United Arab Emirates when standard spelling is unknown. In C. Coombe, A. Jendli, & P. Devidson (Eds.), Teaching writing skills in EFL: Theory, research and pedagogy (pp. 139-173). Dubai, AE: TESOL Arabia Publications.


  Arapoff, N. (1967). Writing: A thinking process. TESOL Quarterly, 1(2), 33-39.


  Arias, J., Crdenas, C., & Estupin, F. (2005). Aprendizaje cooperativo [Cooperative learning]. Bogot, CO: Universidad Pedaggica Nacional.


  Barkaoui, K. (2007). Teaching writing to second language learners: Insights from theory and research. TESL Reporter, 40(1), 35-48.


  Barnett, M. A. (1989). Writing as a process. The French Review, 63(1), 31-44.


  Burns, A. (1999). Collaborative action research for English language teachers. London, UK: Cambridge University Press.


  Christison, M. A. (1994). Cooperative learning in the EFL classroom. In T. Kral (Ed.), Teacher development: Making the right moves. Selected articles from the English Teaching Forum 1989-1993 (pp. 139-147). Washington D.C.: English Language Programs Division.


  Curry, M. J., & Hewings, A. (2003). Approaches to teaching writing. In C. Coffin, M. J. Curry, S. Goodman, A. Hewings, T. M. Lillis, & J. Swann (Eds.), Teaching academic writing (pp. 19-44). London, UK: Routledge.


  Duin, A. H. (1986). Implementing cooperative learning groups in the writing curriculum. Journal of Teaching Writing, 5(2), 315-324.


  Durn, D. & Vidal, V. (2004). Tutora entre iguales: de la teora a la prctica. Un mtodo de aprendizaje coo-perativo para la diversidad en secundaria [Tutorials between equals: From theory to practice. A cooperative learning method for diversity in high school]. Barcelona, ES: Gra.


  Ferreiro, R., & Espino, M. (2000). El abc del aprendizaje cooperativo: trabajo en equipo para ensear y aprender [Cooperative learning rudiments: Team work to teach and learn]. Mexico, D.F.: Editorial Trillas.


  Graham, S., & Perin, D. (2007). A meta-analysis of writing instruction for adolescent students. Journal of Educational Psychology, 99(3), 445-476.


  Harmer, J. (2007). How to teach writing. London, UK: Longman.


  Hinkel, E. (2015). Effective curriculum for teaching L2 writing: Principles and techniques. New York, NY: Routledge.


  Hyland, K. (2009). Teaching and researching writing. London, UK: Pearson.


  Johnson, D. W., Johnson, R. T., & Holubec, E. J. (1995). Los nuevos crculos de aprendizaje: cooperacin en el saln de clases y en la escuela [The new circles of learning: Cooperation in the classroom and school]. Alexandria, VA: ASCD.


  Johnson, D. W., Johnson, R. T., & Holubec, E. J. (1999). El aprendizaje cooperativo en el aula [Cooperative learning in the classroom]. Buenos Aires, AR: Paids.


  Leki, I., Cumming, A., & Silva, T. (2008). A synthesis of research on second language writing in English. New York, NY: Routledge.


  McNiff, J. (2013). Action research: Principles and practice. New York, NY: Routledge.


  Mills, G. E. (2007). Action research: A guide for the teacher researcher. Columbus, NJ: Pearson.


  Peregoy, S. F., & Boyle, O. F. (2001). Reading, writing and learning in ESL: A resource book for teaching K-12 English learners. New York, NY: Longman.


  Rivers, W. M. (1972). Teaching foreign-language skills. Chicago, IL: University of Chicago Press.


  Scott, V. M. (1995). Rethinking foreign language writing. Boston, MA: Heinle Publishers.


  Vallejos, S. P. (n.d.). Herramientas didcticas y docentes: el test de David Kolb [Didactic and teaching tools: David Kolbs test]. Retrieved from http://www.rmm.cl/index_sub2.php?id_contenido=1049&id_seccion=2816&id_portal=432.


  Yi, J. (2009). Defining writing ability for classroom writing assessment in high schools. Pan-Pacific Association of Applied Linguistics, 13(1), 53-69.

  


  About the Author


  Paula Andrea Caicedo Trivio holds a Bachelor Degree in Humanities from Universidad Pedaggica Nacional (Colombia) and a Diploma in translation English-Spanish from Universidad del Rosario (Colombia). Currently, she is a full time English teacher at Colegio Juana Escobar, Bogot.

  


  Appendix A: Questionnaire 1


  Complete the headings writing your opinion about each one of the mentioned aspects:


  
    	I think writing is...


    	Writing in Spanish is...


    	Writing in English is...


    	The advantages of working individually are...


    	The disadvantages of working individually are...


    	The advantages of working in groups are...


    	The disadvantages of working in groups are...

  

  


  Appendix B: Lesson Plan Sample


  Cooperative Lesson 1: Comparatives


  Content Area: EnglishClasses: 702-703-704


  Previous decisions and objective posing


  Group Size: Four students


  Students assignment to each group: taking into account who the leaders of the class are and who needs to improve in academic and discipline aspects.


  Classroom Arrangement: U shaped.


  Materials: English-Spanish dictionaries, comparatives list previously elaborated in class.


  Roles assignment: Students write short sentences to tell the class about their appearance in the past comparing it with their actual appearance.


  Time: 15 minutes for the teacher to explain the activity, skills, and evaluation percentages. 15 minutes for SS to draw themselves when they were 5 years old. 15 minutes to provide students with vocabulary and useful expressions. 10 minutes for SS to brainstorm about physical or intellectual aspects they want to compare. 40 minutes for sentences writing. Five minutes to organize the classroom.


  Academic objective: strengthen SS skills in brainstorming, writing with a purpose, sharing their ideas, using previous concepts, and listening to others opinions.


  Cooperative skills objective: stay in the group, speak in a quiet voice, express ideas and opinions, and promote partners participation.


  Lesson planning


  Cooperative procedure description: Mutual questioning technique will be used. SS are asked to draw themselves on a piece of paper to reflect on their appearance when they were 5 years old. After that, SS brainstorm with their group on which topic could be relevant to make a comparison of their way of being when children and their current way; they can include physical or personality issues. Finally, SS write in sentences next to their drawings of those aspects.


  Positive interdependence:


  Resources: SS will be given just one dictionary.


  Roles: organizer (directs the brainstorm and encourages the group), recorder (verifies the group writings), observer (verifies the group is really working), and relationer (consults the comparatives rules).


  Reward: If the whole group finishes 5 minutes earlier than the given time, they get extra points.


  Success criteria: Cooperative skills are 50% and the written product 50% of the grade.


  Individual responsibility: following instructions and performing his/her role in the group to reach success.


  Groups cooperation: respect other groups activity development.


  Intervention


  The T will explain the role of each S, the cooperative skills, success criteria, time, and will solve questions during the lesson.


  Evaluation and processing


  Students and teachers evaluate their own performance during the lesson having in mind the skills and objectives set.


  Activities explanation to the students


  Learners are given the topic of the lesson, the objectives in it, the cooperative lessons they must take into account during the whole class as success criteria. In the same way, the teacher tells them about the time limit for each activity during the lesson and reminds them about the roles they are playing in this specific lesson.

  


  Appendix C: Questionnaire 3


  Answer the following questions:


  
    	What is your role in the lessons?


    	How did you feel playing this role?


    	Did this role make sense in your group?


    	What would you do different in a future lesson?


    	Would you like to have a different role in the group? If so, which one?
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  Teachers professional development is a key factor to have more reflective educators capable of working on teams to find solutions to problems that arise in their classrooms. The objective of this study is to analyze the impact that the collaborative planning, implementation, and evaluation of classroom projects, developed through collaborative action research, have in the professional development of in-service and pre-service teachers in a BA in English program. This is a qualitative research study focused on collaborative action research. Data were collected through journals, surveys, and meeting proceedings of collaborative sessions. As a result, it was possible to describe the processes and dynamics generated, as well as the changes perceived, which contributed to the professional development of the participants.


  Key words: Collaborative action research, professional development, reflection.

  


  El desarrollo profesional docente es vital para formar educadores ms reflexivos, capaces de trabajar en equipo para encontrar soluciones a los problemas que surgen en sus aulas. El objetivo de este estudio es analizar el impacto que la planeacin en equipo, la ejecucin y la evaluacin de proyectos de aula, desarrollados a travs de la investigacin accin colaborativa, tienen en el desarrollo profesional de los docentes en servicio y en formacin en un programa de licenciatura en ingls. Esta es una investigacin cualitativa con un enfoque en investigacin accin colaborativa. Los instrumentos de recoleccin de datos incluyen diarios, encuestas y actas de sesiones colaborativas. Como resultado, fue posible describir los procesos y dinmicas generadas, al igual que los cambios percibidos, lo cual contribuy al desarrollo profesional de los participantes.
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  Introduction


  Ongoing teacher education is a need that many researchers have pointed out in the last few years. Richards and Farrell (2005) inquire how teachers can continue with their professional development (PD) and how supervisors and administrators can provide opportunities for such development to take place. They present a model that acknowledges the benefits of PD for the teacher, the students, and the institution. University professors in Colombia, who are the ones in charge of training teachers, have written proposals and reflections that contribute to the professional development of pre-service and in-service teachers (Aldana Prieto & Crdenas, 2011; Cadavid Mnera, Quincha Ortiz, & Daz Mosquera, 2009; Crdenas, Gonzlez, & lvarez, 2010; Gonzlez, 2007, 2009; Sierra Piedrahita, 2007; among others). In this regard, the need for learning, sharing experiences, reflecting, and working together has also been contemplated at our university, so as to help our colleagues and ourselves to continue learning in order to be better prepared to face everyday challenges in the classroom. The experience from our context suggests that teacher training courses are usually regarded as the only solution for teachers PD; however, working collaboratively with peers is a resource and an opportunity that teachers do not always see as important, and that is, in fact, a good way to keep up to date in educational issues because study groups and collaborative work get participants more committed and active in their own learning. In the same line of thought, Crdenas et al. (2010) propose considering teachers development, not training, which would imply an ongoing process. Through collaborative action research (CAR), pre-service and in-service teachers reflect critically, inquire into their own pedagogical practices and make changes that benefit themselves, their students, and their institutions.


  This qualitative study analyzes the impact that the collaborative planning, implementation, and evaluation of classroom projects, developed through CAR, have in the professional development of inservice and pre-service teachers in the BA in English program at a Colombian public university. It relates to Burns (2005) idea of exploring a common problem in a specific context in order to gain understanding, create meaning, and improve educational practices. This study reports the challenges found when trying to implement strategies to get teachers to reflect together and take advantage of their shared knowledge to improve their pedagogical practices. Sharing is necessary and rewarding. In fact, Burns (1999) considers that when teachers investigate in the solitude of their classrooms it is counter to the original goals of action research (AR), which are to bring about change in social situations as the result of group problem-solving and collaboration (p. 12). In this way, this study allowed us to describe the processes and dynamics generated from CAR and to understand how these processes added to the professional development of the participants.


  Theoretical Framework


  The two constructs that support the theoretical framework are: Teachers Professional Development and Collaborative Action Research. Relevant literature about each one will be presented in order to depict its relation to this work.


  Teachers Professional Development


  Teachers professional development is an ongoing process in which teachers engage to transform some of their conceptions and practices around pedagogy, methodology, and didactics in order to find new roads that allow them to meet the needs and interests of their own contexts. A variety of authors support the idea that PD is an everlasting task that teachers undergo freely (Crdenas et al., 2010; Diaz- Maggioli, 2003; Estrada, 2009; Gonzlez, 2007, 2009; Montecinos, 2003).


  Sparks and Loucks-Horsley (1990) affirm that teachers PD is closely related with the needs for gaining new knowledge, abilities, and attitudes of those who work in educational contexts. Montecinos (2003) also invites teachers to renew, change, or adapt their pedagogical practices to their specific contexts. This is, in fact, the intention we have when we propose teachers to work collaborativelyto change for the better, to evaluate ones own teaching practices, and to adapt them to the context. Diaz-Maggioli (2003) defines PD as


  
    an ongoing learning process in which teachers engage voluntarily to learn how best to adjust their teaching to the learning needs of their students . . . an evolving process of professional self-disclosure, reflection, and growth that yields the best results when sustained over time in communities of practice and when focused on job-embedded responsibilities. (p. 1)
  


  Additionally, Gonzlez (2007) mentions that teachers engage in PD programs after they have finished their undergraduate studies and are willing to enrich their pedagogical practices and propose changes that allow qualifying education. Therefore, PD is a challenge that teachers and teacher-researchers who are interested in improving their teaching practices face. Richards and Farrell (2005) make a strong distinction between teacher training and teacher development. They state that training refers to activities directly focused on a teachers present responsibilities and is typically aimed at short-term and immediate goals . . . understanding basic concepts and principles as a prerequisite for applying them to teaching (p. 3). While development refers to general growth not focused on a specific job. It serves a long-term goal and seeks to facilitate growth of teachers understanding of teaching and of themselves as teachers (p. 4). They propose a list of goals from a training and development perspective, in which the big difference relies on learning and using versus understanding. Mann (2005) also considers teachers reflection as supportive in PD. He states that


  
    teachers develop by studying their own practice, collecting data and using reflective processes as the basis for evaluation and change. Such processes have a reflexive relationship with the construction of teacher knowledge and beliefs. Collaborative and co-operative processes can help sustain individual reflection and development. (p. 103)
  


  The gain in teachers professional development is that teachers give themselves the opportunity to go beyond a theory studied or a course taken, to analyze practices, reflect, and understand their own contexts.


  Collaborative Action Research


  One of the trends regarding reflection and research in contemporary contexts related to professional development programs is AR. Richards and Lockhart (1996) state that AR typically involves small-scale investigative projects in the teachers own classroom, and consists of a number of phases which often recur in cycles: planning, action, observation, and reflection (p. 12).


  Burns (2005) argues that the contemporary focus given to AR is rooted in John Deweys work whose questioning on the separation between theory and practice gave birth to the search of strategies to improve the PD of educators. Researching ones own classrooms and teaching contexts is an issue that can, and should, be considered for language teachers as a realistic extension of professional practice. Kemmis and McTaggart (as cited in Burns, 1999) suggest that the approach is only action research when it is collaborative, though it is important to realize that the action research of the group is achieved through the critically examined action of individual group members (p. 5). In this way, we decided to work collaboratively because when AR is linked to collaborative work, the teachers involved have many more opportunities for PD. Burns (1999) also asserts that collaborative action research processes strengthen the opportunities for the results of research on practice to be fed back into educational systems in a more substantial and critical way (p. 13).


  Lpez-Pastor, Monjas, and Manrique (2011) suggest that collaborative work is the fruit of a research study done in different stages and is very useful for PD. Thus, CAR is research that engages teachers in work teams and allows them to reflect upon their pedagogical practices. As an example, Cano Flores and Garca Lpez (2010) affirm that CAR excels as framework, process, and form of knowledge construction. For these authors, such construction is conditioned by the necessary reflective exchange around theory and practice and by the continuous analysis of the educational reality. In fact, in the last decades, authors such as Cochran-Smith (1991), Darling-Hammond and McLaughlin (1995), Lieberman (1995), and Sparks and Hirsh (1997) have created a trend that makes it necessary to transcend AR in order to propose theoretical and practical developments that guarantee teachers PD under the basis of ongoing questioning, reflection, and joint and participatory experience. This trend gives the teacher a more active role as a researcher and member of a collaborative team.


  In regard to the relevance that CAR has on PD processes, some relevant research projects done in the area may be mentioned. Feldman (1999) examines the role of conversation on CAR to understand how teachers conversations can serve as a research methodology to contribute to the process of meaning construction. Gonzlez, Montoya, and Sierra (2002) study the needs reported by English as a foreign language (EFL) teachers regarding professional development. Sierra Piedrahita (2007) studies the professional development of a group of foreign language teacher educators and pre-service teachers through the participation in a study group. Cadavid Mnera et al. (2009) develop an AR project with professors and students from Universidad de Antioquia (Colombia) to determine the impact of a PD proposal for English teachers of primary school. Gonzlez (2009) analyzes, in a critical way, two international models of PD that have the role of alternative and additional certifications for the English teaching professionals in Colombia. Arias and Restrepo (2009) carry out an AR study about the evaluation practices in foreign language acquisition as a way to propitiate knowledge, experience, social research, evaluative abilities, and attitudes toward evaluation and research. Cano Flores and Garca Lpez (2010) present the results of a CAR project in the training of administration professionals and they evidence how teamwork, responsibility, and commitment help the team members professional development. Crdenas et al. (2010) reveal some key concepts in the analysis of in-service teachers PD and propose a conceptual framework for Colombia. The present study gains relevance, as it gives account of how collaboration with peers, to pursue a common goal, may be a good model for PD. Additionally, it sets a starting point for teachers at our institution and others to value their partners and themselves as reflective practitioners who have the capacity to find solutions to problems that arise in their classrooms by means of a study group and with the support of colleagues.


  Method


  This is a qualitative study centered in AR to explore a common problem in a specific context in order to gain understanding, create meaning, and improve educational practices (Burns, 2005). Ethnographic tradition and qualitative methods constitute a decisive help for a better understanding of educational phenomena and, thus, for a more adequate and conscious intervention (Goetz & LeCompte, 1988). Such understanding is mediated by a reflective process in which the participants analyze their roles while trying to discover and monitor potential changes in perceptions and educational practices.


  Participants


  This study was conducted at a state university in Colombia. There were four participants: two teacher trainers (and authors of this paper) who belong to the Research Group in Language Didactics, one homeroom teacher who teaches English 1 to freshmen, and one pre-service English teacher who is an eighth semester student for the BA in English. The four participants took different roles because of the different actions they had to take during the planning, implementation, and evaluation of classroom projects that were going to be developed by freshmen of the BA in English. We, as teacher trainers, participated in the planning and evaluation of classroom projects, were in charge of analyzing the interactions among the team members, and were non-participant observers during the implementation of the projects. The homeroom teacher, along with the pre-service teacher, participated in the planning, implementation, and evaluation of the projects. It is relevant to mention that the pre-service teacher did more in-depth research as he analyzed the impact that project-based learning had on the development of autonomy in freshmen. He used those data to write a research project as a graduation requirement.


  Data Collection Process


  The data collection instruments included both an initial and a final survey, a journal with three entries, and the notes from three meetings. The research project was developed in three cycles. Each cycle had three stages: planning, implementation and reflection, and evaluation of the results of classroom projects. We based our work on the eleven phases proposed by Burns (1999): exploring, identifying, planning, collecting initial data, analyzing and reflecting, hypothesizing based on analysis and reflection, intervening, observing, reporting results, writing and presenting data. First, we administered the initial survey; second, we had three meetingsone for each cycle, which were audio-recorded and then narrowly transcribed in order to obtain the meeting proceedingsthird, at the end of each meeting the four participants wrote one journal entry; fourth, we administered the final survey. The data obtained from these instruments were analyzed and triangulated to understand the dynamics of the four participants involved and to compare and contrast the information obtained.


  Analysis and Discussion of Results


  The first idea for developing a research project which explores CAR as a way to the professional development of in-service and pre-service teachers came from the meeting of two colleagues who were concerned about the needs that we, as teacher trainers, had of working on teams, reflecting together on everyday practices and finding strategies to continue our professional development. We also conceived the need to involve other colleagues in this research; then we extended an invitation to a homeroom teacher and to a pre-service teacher. Inviting both teachers to work together would give more sense to the planning because we could work with real studentsthose taking English 1 with the homeroom teacher. Also, the pre-service teacher could develop his potential as he actively participated in the research study. In the first meeting, we agreed on the potential topic of our study and assigned sections for each participant to work on. During the next meetings we put together the work everyone had done and negotiated the final version of the proposal. Working together was challenging and rewarding at the same time. We had to make decisions, study, carry out research, and collect data togetherthat is how our collaborative work started.


  From the beginning of our work, we noticed that the benefits from working as a team were worth the time invested because of the learning that we derived from it. There were three meetings to plan the project in which the whole group met. During these meetings, we came to agree on how to collect the data, how to help the pre-service teacher collect his own data, and how to analyze the data collected. There were also three additional meetings; one during each cycle in order to plan the lessons and then analyze how the lessons had been implemented. During each meeting all the team members participated actively and collaboratively; in this way we had the opportunity to learn from each other.


  Following is an analysis of the data collected from the meeting proceedings, the surveys, and the journals during each cycle.


  Meeting Notes


  First Cycle


  During this meeting, the four participants met with the aim of analyzing a survey that freshmen had answered about autonomy which would help the team in the planning of the first lesson that the pre-service and in-service teachers would implement. The purpose was to help the pre-service teacher develop his project, then, the whole team helped him with ideas, allowing him to be the leader. In this way, the pre-service teacher presented the main objective of his research project, which was to identify the role that first semester students have when working with project-based learning regarding autonomy development, and to determine how project based learning promotes critical reflection and the development of communicative skills in English. The in-service teacher who was also the homeroom teacher described the group of freshmen in order to do a needs analysis of the group. He mentioned that his students were usually afraid of working in groups because they thought that not all of them were committed to their own duties and also because it was sometimes difficult to meet outside the classroom. After analyzing the first survey and helping in the planning of the lesson, the pre-service and in-service teachers gathered information to finish planning the lesson on their own and to implement it the week after.


  Second Cycle


  This meeting took place one week after the implementation of the first cycle and had the objective of analyzing the implementation of the first cycle and planning for the second cycle. One of the teacher trainers who observed the implementation of the first lesson mentioned that the in-service teachers attitude during the implementation was so good that he influenced students in a positive way. Students did not have the chance to be reluctant to work on teams because the teacher had them see the great side of it through his enthusiasm and camaraderie. Moreover, the pre-service teacher had an active role as he explained what students were expected to do during the lesson and worked collaboratively with the in-service teacher to address students in a good way. He learned from the experience of the team members and also proposed great ideas to get freshmen involved in the project work that he was implementing.


  During the planning of the second cycle the whole collaborative team gave ideas and came to agreements on what to suggest freshmen do next based on the analysis of the lesson that had been implemented. The more we met, the easier it was to reach agreements and negotiate among participants. As the research moved on, we continued to see benefits and to experience learning. We were little by little more open to suggestions and able to work collaboratively and to share ideas from our own lessons. We also analyzed that at the beginning of our research project each person did a piece and then we put the pieces together, like making a quilt; however, later on we learned that we needed to work together and think together because, although challenging, that provided a better learning opportunity for all of us. As our perception on teamwork changed we were also able to analyze how to help freshmen work as teams. At the beginning, teamwork for them was having one person provide the ideas or write and the rest revise, but after the first lesson they started to gain awareness on the importance of doing real teamwork in order to share and learn from each other. Their collaborative work also helped them gain autonomy and avoid relying on their homeroom teacher all the time as they were encouraged to be creative and independent.


  Third Cycle


  The purpose of this meeting was to analyze the second cycle and to plan for the third cycle. One of the teacher trainers mentioned that during the implementation of the lesson she could notice the ability that the in-service and pre-service teachers had for addressing the students and for encouraging them to work as a team. Most freshmen were involved in the development of their projects and there was always one student who took the lead; however, a few students were seen a bit absent-minded and not focused on the project, which made the homeroom teacher call their attention and work with them more so that they could appropriate the work as their own. Since autonomy development was fostered in students, they were learning to take responsibility for their own work and this was a reflection on the teachers trying not to control every single thing students did. The ideas generated for the implementation of the third cycle reflected more maturity on the collaborative team as we had furthered our understanding of teamwork. Here we were able to help the pre-service and in-service teachers generate some general guidelines for their students while fostering the development of their autonomy. As a team we could grow professionally in terms of reading and reflecting together as well as sharing positive and negative issues lived in our own classes. While our meetings were productive and pleasurable, we were not as successful in the filling in of the surveys. It is common to talk about different ways to improve as professionals, but we do not always do as we say. It was rather easy to reach agreements during meetings and to work as a team, but rather difficult to do the homework for some us because not everyone was ready to lead their own professional development. As an example, there was a conference on foreign language research organized by the English Department of our university and one of the four team members did not participate because he did not see this one as an opportunity for professional development. It was also difficult to have everyone turn in the surveys in a timely manner.


  Initial and Final Surveys


  The initial survey was done with the aim of knowing what the main constructs that supported our research project meant to the participants involved (see Appendix A). We also included the concept autonomy in order to know the level of commitment each participant had to their own professional development. The four participants answered the questions based on our own ideas and on what we had been able to build throughout the research study. After finishing the data collection, the same survey was administered to understand how these main concepts were the same or how they had changed. In Tables 1, 2, and 3 we compare and contrast the answers provided by three of the four participants during the initial and final surveys. Only the main aspects mentioned by the participants are included.
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  The initial and final surveys complemented each other because teachers mentioned similar aspects in both. One of the gains obtained from this research was the refining of the constructs and the major commitment that teachers expressed having after being part of this project. Teachers did not have specific knowledge of the three concepts at the beginning of the research, but they gained a better understanding as we read and discussed research articles together, collected and analyzed data, and talked about our own teaching practices. The more we understood the concepts, the more we could appropriate them and put them into practice in our professional lives. Although the words used by the participants to define each term varied at times, there was a commonality in the definitions in general, which made us think that working together benefited all of us. The roles we had in the research study were different as well as the level of training; however, it was rewarding to notice that we could learn from each other no matter how much we thought we knew about a topic.


  Journals


  Writing a journal gave us the opportunity to reflect more deeply after the implementation of each cycle. All team members were asked to write some reflections taking into account the most relevant aspects of each cycle (see Appendix B). Here we present a summary of the journal entries.


  First Cycle


  During this cycle the participants were asked to write about the refinement of the research project, their academic peers feedback, the advice given to the pre-service teacher for developing his micro project, and the collaborative planning of the team.


  The participants stated that it was necessary to reflect upon the main constructs that guided our research and to continue documenting ourselves in order to have a better understanding of these constructs. Furthermore, the teacher trainers considered aspects such as the importance of teamwork and reflection to improve upon our teaching practices. Given the fact that our research proposal had been evaluated by academic peers, their feedback was seen as an opportunity to see our work through the eyes of others. The team took the comments in a positive way and improved what was suggested because it was part of our professional development based on what Richards and Farrell (2005) affirm: Strategies for teacher development often involve documenting different kinds of teaching practices, reflective analysis of teaching practices, examining beliefs, values and principles; conversations with peers on core issues, and collaborating with peers in classroom projects (p. 4).


  Teacher trainers mentioned that advising the pre-service teacher was a valuable experience that allowed them to learn with him. It was also stated that it is not always easy to know how much to give to the advisee in order for him to increase his level of autonomy.


  The collaborative planning of the team gave the participants the possibility to propose ideas regarding what would be done in the classroom, the opportunity to learn from each other, to appreciate others thoughts and ideas, and the need to build communication strategies.


  Second Cycle


  During the second cycle, the participants were asked to express their feelings about the collaborative planning of the team, the communication among team members and the analysis of the implementation of the first cycle.


  The participants mentioned the following:


  
    The planning has improved as there is better communication among team members, which was a concern at the beginning of the project. The team members make agreements more easily and can get the best out of meeting time. Everybody respects the ideas proposed and establishes a pleasant dialogue in case there is a disagreement. A good amount of learning has taken place as we learn from each other.
  


  The first cycle was the result of the joint planning of the team. In this way, the participants could see the relation between what was said or planned outside the classroom and what was done in the classroom.


  Third Cycle


  The topics suggested for this cycle were the collaborative planning of the team and the analysis of the implementation of the third cycle. All team members were pleased with the planning because everyones voice was heard during meetings. This project taught the participants that it is possible to work as a team and to be ready to start new projects together.


  The pre-service teacher mentioned being in a reflective process and feeling more empowered thanks to the work done with the team. He said he is planning to present his findings at a conference. It was also stated that it is easy to communicate with team members.


  It was rewarding to see students more focused on the activities assigned and to demonstrate a bigger sense of responsibility and commitment. The homeroom teachers job was well done, which was a motivation for students to give the best of themselves.


  Figure 1 presents the most common words mentioned by the participants. The word reflection was commonplace throughout the study as teachers became more aware of the need to analyze their own teaching practices. Responsibility, teamwork, opportunity, commitment, and negotiation are words that reflect the teachers involvement in the projects and their desire to grow professionally. The words collaborative work and sharing can be paired up with the words challenging and rewarding because working with others will always have its ups and downs.
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  Conclusions


  Collaborating with peers to reach a common goal is imperative in the teaching fielda field where students are supposed to grasp the importance of sharing and negotiating, something that teachers often do not put into practice. The goal we set at the beginning of our project was to analyze the impact that the collaborative planning, implementation, and evaluation of classroom projects, developed through CAR, have in the professional development of in-service and pre-service teachers working on a BA in English. Now we see that such impact was positive because of the following reasons:


  
    	We were able to study together in order to internalize and put into practice the main constructs that supported our researchprofessional development and CAR.


    	We gained a better understanding of basic concepts and theories related to the teaching of foreign languages as we read and discussed research articles together, met to plan lessons, collected and analyzed data, and talked about our own teaching practices.


    	Writing the journal entries was an opportunity to reflect upon the research process and our attitudes as team members.


    	We could grow professionally in terms of reading and reflecting together as well as sharing positive and negative issues lived in our classes.


    	We moved from having each participant do a piece of work in isolation to planning and working together.


    	The roles we had in the research study were different as well as the level of training; however, it was rewarding to notice that we could learn from each other no matter how much we thought we knew about a topic.

  


  The literature we studied and our experience suggest that professional development needs to be considered as an everlasting task that cannot be limited to training courses or to occasional meetings with colleagues; it needs to be part of our teaching career. In this way, this study helped us uncover the benefits that working, studying, reflecting, and researching with colleagues have for our PD. Although challenging at times, this is a process that we plan to continue doing, as it allowed us to understand that sharing our own classroom experiences and knowledge with peers is a good way to keep growing personally and professionally.
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  Appendix A: Initial and Final Survey


  Please define the following constructs


  
    	Teachers Professional Development


    	Collaborative Action Research


    	Autonomy

  

  


  Appendix B: Journals


  First cycle


  Please describe your reflection and learning about the following moments:


  
    	Writing and refinement of the project


    	Academic peers feedback


    	Advice given to the pre-service teacher for developing his micro-project


    	Collaborative planning of the first cycle

  


  Second cycle


  Please describe your reflection and learning about the following moments:


  
    	Collaborative planning of the second cycle


    	Communication among team members


    	Analysis of the implementation of the first cycle

  


  Third cycle


  Please describe your reflection and learning about the following moments:


  
    	Analysis of the implementation of the second cycle


    	Collaborative planning of the third cycle

  

  


  http://dx.doi.org/10.15446/profile.v18n1.48608


  Novice Non-Native English Teachers’ Reflections on Their Teacher Education Programmes and Their First Years of Teaching


  Reflexiones de profesores novatos y no nativos del inglés sobre sus programas de formación y sus primeros años de instrucción


  Sumru Akcan*

  Boğaziçi University, Istanbul, Turkey


  *sumru.akcan@boun.edu.tr


  This article was received on January 27, 2015, and accepted on July 28, 2015.


  How to cite this article (APA 6th ed.):

  Akcan, S. (2016). Novice non-native English teachers’ reflections on their teacher education programmes and their first years of teaching. PROFILE Issues in Teachers' Professional Development, 18(1), http://dx.doi.org/10.15446/profile.v18n1.48608.


  This is an Open Access article distributed under the terms of the Creative Commons license Attribution-NonCommercial-NoDerivatives 4.0 International License. Consultation is possible at http://creativecommons.org/licenses/by-nc-nd/4.0/.

  


  This study investigates novice non-native English teachers’ opinions about the effectiveness of their teacher education programme and the challenges during their initial years of teaching. The results of a survey administered to fifty-five novice teachers and follow-up interviews identify strengths and weaknesses in their teacher education programme and catalogue the difficulties they faced when they star-ted to teach. The study found significant differences between the content of novice teachers’ academic courses in their teacher education programme and the conditions they experienced in classrooms. The major challenges of their first years of teaching were related to lesson delivery, managing behaviour, unmotivated students, and students with learning disabilities. The article includes suggestions to prepare teachers for the actualities of working in schools.


  Key words: In-service teacher development, non-native English teachers, novice teachers, teacher education programmes.

  


  Este estudio se centra en las opiniones de profesores principiantes de inglés, no nativos, sobre la eficacia de sus programas de formación como profesores y los retos durante sus primeros años trabajando. Los resultados de una encuesta administrada a cincuenta y cinco profesores principiantes y entrevistas posteriores permiten identificar fortalezas y debilidades en el programa de formación del profesorado y catalogar las dificultades que tuvieron que afrontar en el comienzo de su carrera docente. Se encontraron diferencias significativas entre el contenido de los cursos académicos de los profesores principiantes en su programa educativo y las condiciones experimentadas en sus clases. Los retos principales de sus primeros años como profesores tienen que ver con la impartición de la lección, la gestión de la conducta, el alumnado desmotivado y alumnos con dificultades de aprendizaje. El artículo incluye sugerencias para preparar a los profesores para las realidades del trabajo en las escuelas.


  Palabras clave: formación permanente del profesorado, profesores de inglés no nativos, profesores principiantes, programas de formación del profesorado.

  


  Introduction


  This study investigates the opinions of Turkish novice English teachers about the effectiveness of their teacher education programme in light of the challenges they have experienced in their first years of teaching. Novice teachers, according to Farrell (2012), have started to teach English within three years of completing their language teacher education programme. Veenman (1984) characterizes their first teaching experience as a type of “reality shock.” Newly qualified teachers might find themselves in a struggle for survival as they strive to adapt to an unfamiliar professional community in their induction years.


  The first few years of teaching are a critical time for professional development (Farrell, 2009; Warford & Reeves, 2003). During this period, novice teachers either strengthen the belief that they will become competent teachers or they leave the profession (Tschannen-Moran & Woolfolk Hoy, 2007). For the novice English teacher, challenges may include feelings of stress (Mann, 2008); the potential for misunderstandings in a culturally diverse classroom (Hooker, 2003); and isolation leading to loneliness and frustration (Numrich, 1996). Bullough, Knowles, and Crow (1991) noted that new teachers’ initial concerns are usually about relationships with students, problems of classroom management, and unfamiliar instructional methods. Despite the good intentions and thoughtful planning of teacher education programmes, the first years of teaching have long-term implications for job satisfaction and length of career (Cochran-Smith, 2004; Darling-Hammond, 2003).


  The phenomenon of novice teachers taking on the characteristics of existing teachers is known as “teacher socialization.” Teacher induction programmes aim to provide systematic and sustained assistance, specifically for beginning teachers in the early years of their profession for at least one school year. The new teachers begin to understand the school culture and the needs of students (Huling-Austin, 1990). Once they are members of the school community, they embrace the rules and expectations created by the veterans around them and gradually they adopt the same practices (Bliss & Reck, 1991; Shin, 2012; Zeichner & Gore, 1990). Learning about teaching is a situated process; the new teacher is socialized into a “community of practice” in which novices “move toward full participation in the sociocultural practices of a community [and gradually they] learn about the relations between newcomers and old-timers, and about activities, identities, artefacts, and communities of knowledge and practice” (Lave & Wenger, 1991, p. 29).


  Senom, Zakaria, and Shah (2013) investigated the challenges faced by novice English as second language (ESL) teachers in Malaysia in the early years of teaching. This nationwide large-scale study examined novice teachers’ socialization experiences. The data related to socialization problems were categorized into four groups: those concerning students, school community, the teaching profession, and parents. The problems concerning the students included their lack of interest in learning, misbehaviour, lack of discipline, and negative attitude towards the learning of English. Problems concerning the school community included the burden of teaching assignments and administrative responsibilities, high expectations, lack of support and guidance, isolation, and school politics. Problems concerning the teaching profession included the discovery that their teacher preparation programme had been inadequate, fatigue, time-consuming lesson planning, and the application of pedagogical theory to classroom practice. Problems concerning parents stemmed mostly from the high expectations that parents had for their children and their children’s teacher. Despite the struggles, the novice teachers also found pleasure in the process of becoming a teacher and rewards in the form of student learning. These and the guidance they received from colleagues and administrators provided the motivation to remain in the profession.


  Tarone and Allwright (2005) claim that the “differences between the academic course content in language teacher preparation programmes and the real conditions that novice language teachers are faced with in the language classroom appear to set up a gap that cannot be bridged by beginning teacher learners” (p. 12). One might ask how second language teacher education programmes can minimize the gap and prepare teacher candidates for the conditions they will find when they get a teaching job.


  Farrell (2012) also argues that one of the reasons why young teachers leave the profession is that pre-service teacher preparation and in-service teacher development are not aligned. Novice teachers suddenly lose contact with their teacher educators just when they feel they must meet the performance standards expected of their more experienced colleagues. Such expectations include the necessities of lesson planning, lesson delivery, and classroom management. Other than their own resources, they have only the support and guidance of fellow teachers and administrators, which may or may not be forthcoming.


  Invariably, beginning teachers must reconcile the pedagogy espoused in their university courses with the reality of teaching. In doing so, they are likely to encounter a set of norms and behaviours that clash with their previous experiences (Sabar, 2004; Scherff, 2008). Johnson (1996) reported that second language (L2) teacher education programmes are often criticised because they do not convey the sort of knowledge that teachers need most when preparing and teaching lessons in real classrooms. Novice teachers complain that in teacher education programmes they got too much theory and too little practice.


  Richards (1998) explained that novice teachers do not automatically apply the knowledge they received in preparation courses because as teachers they have to construct and reconstruct “new knowledge and theory through participating in specific social contexts and engaging in particular types of activities and processes” (p. 164). On reflection, novice teachers found that practice teaching experiences that approximated “real” teaching were the most helpful part of their preparation programmes (Atay, 2007; Faez & Valeo, 2012). Faez and Valeo (2012) found that novice teachers of English increased their perceptions of efficacy as they gained experience in the classroom. The key issue in second language teacher education, then, is what teachers need to learn most and how their learning can have a beneficial impact on their future teaching practice.


  The purpose of this study was to investigate novice English as a foreign language (EFL) teachers’ perceptions of their preparedness to teach and the challenges they encountered in their first years of teaching in primary and secondary schools. The research questions of this study were:


  
    	What are novice Turkish EFL teachers’ opinions about their teacher education programmes?


    	What parts of a language teacher education programme have novice Turkish EFL teachers found useful and why?


    	What concerns and difficulties do novice Turkish EFL teachers have in their first year of teaching in the Turkish context?

  


  Method


  The study is an exploratory case study. The exploratory process gives way to collect data and allows patterns to emerge to define problems and explain causal links in real-life interventions. Exploring can include activities such as providing information, giving reasons, or making a causal statement (Bogdan & Biklen, 1998; Patton, 1990; Yin, 1994). This study is specific to a concern emerged in a context and aims to explore the novice teachers’ attitudes towards their teacher education programme and the challenges in the first years of teaching.


  The Context


  The Foreign Language Education department in the Faculty of Education at a well-known English-medium university in Istanbul (Turkey) aims to prepare EFL teachers to teach in primary, secondary, and high schools. Prospective English teachers are provided with a foundation in theoretical and applied methodology through courses in linguistics and literature, the teaching of grammar and the four basic language skills, principles of first and second language acquisition, materials development, syllabus design, language testing, and approaches to foreign language teaching. The programme offers courses such as School Experience and Teaching Practicum in cooperating schools. Teaching Practicum places each fourth-year student in classrooms with three experienced teachers at three different grade levels in various state and private schools. A university supervisor from the department provides additional supervision and support. The student teachers visit the schools regularly and observe lessons taught by the three cooperating teachers. In the course of the practicum they observe for 45 hours and teach six 40-45 minute lessons. A cooperating teacher observes each student-taught lesson and provides feedback. The university supervisor and a cooperating teacher together evaluate each student’s performance and provide oral and written feedback. The cooperating teachers are selected by the school administration. Although they are chosen for their experience and willingness to work with student teachers, they do not receive any formal training in supervision.


  The Participants


  The Turkish education system is under the supervision of the Ministry of National Education. Education is compulsory from ages 6 to 14 and it is free in public schools. In Turkey, there are public and private schools at the primary, secondary, and high school levels. English language instruction starts at Grade 2 in public schools and at kindergarten (3 to 4 years-old) in private schools. Participants in the study included 55 novice EFL teachers teaching at public and private primary, secondary, and high schools in the Marmara region (North-West) of Turkey. Twenty-nine teachers were primarily working with young learners (K-4), and the remaining 26 teachers were teaching in secondary and high school levels. All had less than three years of teaching experience after having graduated from a foreign language teacher education programme. Of the 55 participants, 50 were female and five were male. Their ages ranged from 23 to 27 years. They comprised a homogeneous group in terms of teacher training, language learning experience, and proficiency in English.


  Data Collection and Analysis


  The participants filled out a questionnaire composed of both open-ended and closed-ended questions. The researcher used the questionnaire called Survey of Teacher Education Programs (STEP), which was developed by Williams-Pettway (2005) for the purpose of gathering data concerning teachers’ satisfaction with their teacher education programme (see Appendix). The data collection took place in the academic year of 2012-2013. It is organized around components of the National Council for the Accreditation of Teacher Education’s accreditation process in the US, such as knowledge, skills, dispositions, field experiences, and quality of instruction. The researcher, with the help of expert input, adapted the questionnaire to the Turkish context and added seven open-ended questions that inquired specifically about the structure and content of the teacher education programme and participants’ concerns during their first years of teaching. The questionnaire was adapted based on the teaching competencies of the Ministry of National Education in Turkey and then the questionnaire was evaluated by the experts (academics) who were specialized in the fields of teacher education and language teaching. Lastly, the questionnaire was revised based on their feedback and comments. Out of fifty-five teachers, fifteen volunteer teachers also participated in focus group interviews for the purpose of gathering more detailed information about their concerns and difficulties. The focus group interviews were run with a group of three to four teachers.


  Responses to the closed-ended items were examined for frequency and percentages, and responses to the open-ended questions focus group interviews were analysed for content. The constant comparative method was used (Bogdan & Biklen, 1998) for the purpose of identifying themes. An interpretive, naturalistic method was used for the purpose of interpreting the teachers’ experiences (Gall, Borg, & Gall, 1996).


  Findings


  The Teacher Education Programme


  All the participating novice teachers agreed that their teacher education programme provided them with a good foundation in English language teaching. However, they thought that there was more emphasis on theory rather than practice and that theory and practice were not integrated in the programme. Asked to identify the strengths of the programme, 85% (47 teachers) of the teachers said that the practice teaching experience in a school setting gave them an opportunity to test their knowledge and skills at different grade levels, requiring them to deal with different student characteristics; 77% (43 teachers) said that the teacher education programme stimulated critical thinking and problem solving in context; and 88% (48 teachers) said that the programme helped them to learn a variety of teaching strategies and how to adjust teaching methods to the purpose of a lesson.


  A majority of the teachers emphasized the need for more practice teaching, starting early and being offered throughout the programme rather than saving it until the final year. Furthermore, they wished they had had more teaching opportunities in young learner classrooms, including kindergarten, so that they could better learn to cope with the difficulties unique to teaching at that level. They felt the need for better instruction on dealing with classroom management problems, and they believed that they should have been offered more practical information about teaching students with learning disabilities.


  In addition to practice teaching in classrooms, there had been opportunities for peer teaching in the university classroom, and the teachers considered this to be a valuable introduction to teaching methods. All 55 teachers had the peer teaching experience since “peer teaching” is one of the main requirements of the methodology courses in the teacher education programme. The teachers integrated their theoretical knowledge to practice through peer teaching sessions in their courses. Some of their statements are quoted below:


  
    To be able to have the opportunity of peer teaching was one of the most useful experiences in my university education. (Ay&scedil;en)
  


  
    By observing our peers and reflecting on their teaching performance, we learned not only how to observe but also reflect upon their teaching which we can use later on our own teaching skills. (Zeynep)
  


  
    It helped me to evaluate my own teaching and see my strengths and weaknesses. (Ece)
  


  
    Peer teaching helped us share our ideas and respond[ing] to my peers’ reactions improved my thinking and deep understanding. It helped me to see different ways of doing things in other people’s classrooms. (Serkan)
  


  
    I had the opportunity to put into practice what I learned. But it was a little bit artificial as they were not real students but my friends. Lack of authenticity is the main problem in peer teaching. (Cansu)
  


  Although the teachers valued peer teaching, they also knew that teaching in real classrooms was completely different. All of the teachers emphasized the importance of the School Experience and Teaching Practicum courses which were offered in the last year of the programme.


  In their appraisal of university supervisors and cooperating teachers, 74% (41 teachers) of the novice teachers thought that their cooperating teachers had been influential and resourceful; 85% (47 teachers) thought that their university supervisor had provided clear feedback and suggestions; 77% (43 teachers) thought that the university supervisor and cooperating teacher had collaborated with them to evaluate their performance in the classroom. However, they reported that their university supervisors had little or no teaching experience in primary and secondary schools and thus had insufficient practical knowledge of real classroom practice. Some of what they said included:


  
    I think it will be more effective if instructors have teaching experiences, so students can benefit from their experiences. (Mehtap)
  


  
    Our instructors should learn more about the real schools and their situations in order to prepare us better as teachers. (Didem)
  


  In their appraisal of coursework, 85% mentioned that their teachers had used appropriate instructional materials and demonstrated enthusiasm when teaching. However, in addition to the course content of the practicum course, they wished that their teachers had offered more explicit guidance to help them improve their language proficiency. They suggested that watching and discussing video recordings of lessons in real classrooms would be helpful, and that projects directly related to the content of the Ministry of Education’s English language curriculum would have helped them to become more familiar with it.


  The First Years of Teaching


  The greatest challenge of the first years of teaching was classroom management. For this reason, most of the teachers chose activities such as drills and dictation, which restrict behaviour and minimize potential problems. Some of the teachers drew attention to the problems of managing behaviour in classrooms for young learners. Their comments included:


  
    It is not easy to make group or pair work with young learners. At university we . . . included group work in our lesson plans. But in real life it does not work well because managing little kids in group work creates chaos in class. Now I usually prefer drills, dictation and role-playing in my classes.

    Honestly, I must say that I cannot use any of the activities that I learned at university. I should follow the teacher books. . . . Also, I should focus on grammar and vocabulary because the exam period is coming up. (Merve)
  


  
    My main problem was classroom management. I could not decide how to respond to specific misbehaviours. . . . I think classroom management is a skill that improves through experience. (Zehra)
  


  
    Classroom management and motivating students seem to be harder than one can think when you are not in an actual classroom. (&Scedil;eyma)
  


  The participating teachers also experienced difficulty in the implementation of the communicative approach in their classes. They explained in their teacher education programme they had learned and practiced the communicative approach for the teaching of English but that they were not able to use communicative methods in their classrooms because their classrooms were too crowded and they were expected—in the short time available—to prepare their students for national examinations. It was not possible in crowded classrooms to do group work, but most could get their students working in pairs. Their method of checking comprehension was to ask questions and receive answers. Some had tried to use discussions to motivate students to express themselves in English, but when the students’ proficiency was not sufficient to maintain a discussion, the teachers resorted to drills to teach certain phrases.


  Other difficulties included unmotivated students and students with learning disabilities. The majority of the teachers stated that they did not know how to deal with students who have learning disabilities. They were also lack of skills and strategies that could be used when their students were unwilling to learn and had behaviour problems. To cope with these difficulties, the teachers asked for help from experienced colleagues and sought out books and articles about effective teaching strategies. One of the teachers (Ebru) expressed her gratitude towards her school by noting that: “The school administration, the counselling department and my colleagues helped and guided me in every difficulty I had. I wouldn’t have survived my first year without their support.”


  Suggestions for Improving the Teacher Education Programme


  The novice teachers made suggestions to improve the quality of the teacher education programme that they all graduated from. They thought that exchange programmes, such as the Erasmus programme (European Community Action Scheme for the Mobility of University Students) would be helpful, or an online environment in which teacher candidates could interact with teacher candidates in other countries, an innovation that would help improve their communication skills as it helped to broaden their understanding of education. Erasmus is a European Union student exchange programme at the tertiary level in which teacher candidates take courses and receive training for one semester or a year at the host institution. With this opportunity, the teacher candidates can improve their language skills and increase their knowledge towards other cultures.


  This study also indicated that most of the teachers wanted to be better informed about the conditions they would encounter as novice teachers, especially the challenges of working in crowded and underfunded state schools. They mentioned the need for more explicit guidance from university supervisors and mentors, both to improve their teaching skills and to develop their language proficiency. The teachers appreciated feedback about their classroom language use and the ways to improve their English language proficiency. They wished to hear more from their mentor teachers about their classroom language use to be able to use the target language more spontaneously for a more enriched interaction in the classroom.


  The novice teachers reported that some of the teachers to whose classrooms they were assigned were neglectful of the teacher trainees they were supposed to help. Hence these novice teachers recommended training and a better selection process to identify interested and capable mentors. Orland (2001) made the following statement about mentor teachers as teacher educators: “learning to become a mentor is a conscious process . . . and does not emerge naturally from being a good teacher” (p. 75). They need to have more preparation for supervision and school administrators should be more careful in assigning mentor teachers for the practice teaching programmes as mentors for pre-service teachers.


  As might be expected, other suggestions addressed issues that had also been identified as weaknesses in the programme: a practical classroom management course, the use of video recordings of situations in actual classrooms, and how to work with learning disabled students.


  Discussion and Conclusion


  The novice teachers in this study reported that there was more emphasis on theory rather than practice in the teacher education programme. The teachers emphasized the need for more practice in the programme, starting the first year. It is a paramount responsibility of teacher educators to connect generalized theory with the specifics of practice. This should be the goal of the practicum, the preparation of teacher candidates for classroom realities. Since the teacher candidates, as a rule, do not know exactly where they will get a teaching job, it is important that they develop the ability to adapt their generalized knowledge and skills to classrooms at different levels. Even though the novice teachers in this study had a rich theoretical education with practical experiences thrown in, their primary concerns when they started to teach were different; they had to learn quickly how to manage unruly student behaviour, and they were given the priority of covering the required material in preparation for national examinations.


  This study showed that the novice teachers’ initial concerns and challenges in the first years of their teaching are similar to the early studies in the field (Farrell, 2009; Bullough et al., 1991; Senom et al., 2013; Warfood & Reeves, 2003). In the present study, the teachers’ concerns are primarily related to classroom management, implementation of the communicative approach in classrooms, unmotivated students, and students with learning disabilities. The novice teachers also reported that their relationships with cooperating teachers could have been more fruitful when they were student teachers. The cooperating teachers could have been more influential and resourceful by providing more time to give feedback and establishing an environment in which the student teachers question and reflect on their own teaching.


  Akcan and Tatar (2010) had conducted an earlier study in the teacher education programme from which these novice teachers had graduated. The purpose of the study was to investigate the content of feedback given to teacher candidates by university supervisors and cooperating (mentor) teachers during supervisory conferences. They found that the feedback the university supervisors gave in post-lesson conferences with student teachers tended to promote reflection and self-evaluation whereas the feedback given by the cooperating teachers was more prescriptive and directive. The cooperating teachers contributed to a one-way flow of direct suggestions about classroom practice that discouraged any dialogue between the student teacher and themselves.


  Considering this finding, school administrators, with the guidance of university supervisors, should be more careful when matching student teachers and cooperating teachers. A short supervision training programme for mentor teachers can be conducted by university supervisors to help them with their supervisory roles. Studies have shown that when cooperating teachers are better prepared for their supervisory roles, teacher candidates develop more positive attitudes towards teaching (Guyton & McIntyre, 1990).


  Starting teachers need positive support (Brannan & Bleistein, 2012; Villani, 2002), and the use of support groups is one way to provide it. Online support groups through e-mail and discussion boards can provide support networks that help teachers with similar concerns to communicate with one another and engage in collaborative reflection (Merseth, 1991). A continuing relationship with peers and a university supervisor after graduation and during the first year of teaching would also be helpful.


  As a final remark, there is a need to collect more data on the teaching experiences of graduates from teacher education programmes in general. Baecher (2012) believes that the lack of data may be preventing TESOL programmes from preparing teacher candidates to work effectively with English language learners. Similarly, Farrell (2008) has characterized the personal, social, and psychological demands faced by novice English teachers as they struggle to adapt to the realities of their work. Their feedback is invaluable as we undertake to meet the needs of teachers and learners in teacher education programmes.
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  Appendix: Questionnaire for Novice Teachers


  Survey of Novice Language Teachers Who Completed Their Teacher Education Programmes


  Data collected from this survey will be analysed to learn more about your teacher preparation experiences. Participants will not be identified.

  Thank you.


  Part 1. Demographics


  Please circle your answers or complete the information as appropriate.


  Name of the educational institution where you are now teaching:


  Status of the educational institution (State vs. Private):


  The high school you graduated from:


  GPA (Bachelor’s degree program):


  Female ( ) Male ( )      Your age: ______


  
    	
      At what level are you presently teaching?

      
        	Early Childhood & Elementary (K-4)


        	Secondary and High School (5-12)

      

    


    	
      For how many years have you been teaching since you graduated from your teacher education programme (including the current year)?

      
        	One year


        	Two years


        	Three years


        	More than three years

      

    

  


  Part 2. Knowledge, Skills and Dispositions*


  *Dispositions—The values, commitments, and professional ethics that influence behaviours toward students, families, colleagues, and communities and affect student learning, motivation, and development as well as the educator’s own professional growth. Also, dispositions are guided by beliefs and attitudes related to values such as caring, fairness, honesty, responsibility, and social justice (National Council for the Accreditation of Teacher Education, 2002).


  Indicate the extent of your agreement by selecting and putting a tick (☑) in the table below.


  [image: ]


  Part 3. Field Experiences and Practice Teaching


  Indicate the extent of your agreement by selecting and putting a tick (☑) in the table below.


  [image: ]


  Part 4. Quality of Instruction


  Indicate the extent of your agreement by selecting and putting a tick (☑) in the table below.


  [image: ]


  Part 5. Open-ended questions


  Your brief responses are much appreciated.


  22. Identify three major strengths and/or weaknesses of your teacher education programme.


  23. Suggest two or more ways to strengthen your teacher education programme.


  24. Circle the response that best describes your level of satisfaction with your teacher education programme.


  
    	Excellent


    	Good


    	Fair


    	Poor

  


  
    Comment:
  


  25. Which method(s) do you often use in your lessons? (You may circle more than one response.)


  
    	Audiolingual method


    	Communicative language teaching


    	Content-Based language instruction


    	Other: (please indicate)

  


  
    Comment:
  


  26. Which technique(s) do you often use in your lessons? (You may circle more than one response.)


  
    	Role-playing


    	Discussion


    	Pair-work


    	Group work


    	Drills


    	Other: (please indicate)

  


  
    Comment:
  


  27. If there are any methods or techniques that you cannot use in your lessons for reasons such as classroom environment, student characteristics, etc., please explain the difficulty and the reasons.


  28. Did the peer teaching experiences in your methodology courses contribute to the improvement of your teaching skills? If so, in what ways? If not, why not?


  29. Have you experienced any particular problem or challenge during your first few years of teaching? Please specify the problem, the cause, and, if appropriate, how you responded to the challenge.


  30. Do you have any suggestions for improving the quality of the teacher education programme? Please be specific.


  31. What advice would you give to teacher candidates who will soon graduate and start to teach?
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  This article reports a mixed-method research project aimed at improving the practices of public sector English teachers in Cali (Colombia) through a professional development program. At the diagnostic stage surveys, documentary analysis, and a focus group yielded the teachers profile and professional needs. The action phase measured the programs impact via surveys, evaluation formats, a focus group, researchers journal, and documentary analysis. Findings revealed that an eclectic approach tailored to the participants needs and interests and a practice-reflection-theory cycle improved the teachers quality.
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  Este artculo versa sobre una investigacin mixta que buscaba mejorar la enseanza de un grupo de profesores de ingls del sector pblico en Cali (Colombia) a travs de un programa de desarrollo profesional. En el diagnstico, encuestas, anlisis documental y un grupo focal arrojaron el perfil y las necesidades profesionales de los docentes. La implementacin evalu el impacto del programa a travs de encuestas, formatos de evaluacin, grupo focal, diario de investigacin y anlisis documental. Los resultados revelaron que un enfoque eclctico ajustado a las necesidades e intereses de los participantes y un ciclo de prctica-reflexin-teora fortalecieron la calidad de los profesores.
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  Introduction


  Recent language education policies in Colombia have ignited interest about the English teacher quality. Although policies are necessary to support coordinated teachers professional development actions, studies about teachers needs and quality are still scarce in our scholastic milieu and most of them refer to primary schools (Bastidas & Muoz Ibarra, 2011; Cadavid Mnera, McNulty, & Quincha Ortiz, 2004; McNulty & Quincha Ortiz, 2007) or are based on only language test results (Snchez Jabba, 2013). This article reports a quantitative-qualitative (QUAN-QUAL) sequential explanatory study about the impact of a professional development program (PDP) for English teachers in public schools in Cali, Colombia. The diagnostic stage was a survey study that allowed identifying the teachers profile and professional needs on the bases of which a PDP was further designed, implemented, and evaluated in a qualitative action stage.


  Literature Review


  Teacher Quality


  Teacher quality (TQ) is a common concern in daily life, education policies, and academic literature. The literature review about TQ in English teaching involves qualifications, experience, methodology/teaching practice, knowledge, beliefs, and attitudes. Some external factors are also linked to TQ like students attitudes, available resources, adequate time-on-task, class size, and teacher work assignment (Darling-Hammond & Bradsford, 2005; Hanushek & Rivkin, 2007; Johnson, 2006; Wright, 2012).


  In education discourse, TQ often has different definitions. Kennedy (2008) points out that TQ has become a ubiquitous term without clear meaning and mentions five different connotations: (a) tested ability, test scores used as an indicator of TQ for recruitment; (b) credentials, in the form of licenses and certificates that prove knowledge and experience; (c) quality of classroom practices, referring to the work teachers do inside their classrooms; (d) teachers effectiveness in raising the level of student achievement; and (e) beliefs and values.


  Likewise, there are three different but widespread terms associated with a quality teacher: good teacher, effective teacher, and highly qualified teacher (Paone, Whitcomb, Rose, & Reichardt, 2008). The first term is germane to daily school discourse and refers to teachers who teach well. However, the concept of good teacher is not limited to what he/she does in the classroom. The second termteacher effectivenessis common in education researchers and authorities referring to students achievement on tests resulting from teaching (Clotfelter, Ladd, & Vigdor, 2006; Coggshall, 2007; Darling-Hammond, 1999; Harris &  Duibhir, 2011; Rivkin, Hanushek, & Kain, 2005; Valentine, Rakes, & Canada, 2010). This is a very narrow conception of effectiveness (Kennedy, 2008) and there is still lack of agreement on how best to identify and measure effective teaching (Kane, Taylor, Tyler, & Wooten, 2011). This widespread view linking TQ to students and teachers results on language tests, especially in the public sector, is prominent in the current Colombian bilingualism policies (Cely, 2009; Snchez Jabba, 2013). The third termhighly qualified teacheris also usual in educational legislation and stakeholders discourse. This teacher possesses the sophisticated content knowledge and familiarity with appropriate pedagogical and assessment strategies (National Council of Teachers of English [NCTE], 2004, p. 1). In our scholastic system TQ is associated with qualifications.


  According to the NCTE (2004), the teachers skills and expertise fall in the areas of pedagogical content knowledge, planning instruction, and skills and strategies to engage students. These skills are developed through time and are usually called experience. NCTEs definition illustrates how TQ amalgamates the features quality teachers have or must have (skills, knowledge, expertise, and the like), the qualities of what they do or should do (e.g., assessment), and the results they obtain in their students.


  A step ahead in the comprehension of TQ is given by Kunter et al. (2013) who propose the concept of professional competence as the skills, knowledge, attitudes, and motivational variables that form the basis for mastery of specific situations (p. 3). Locally, this notion has been studied by Kostina and Hernndez (2007).


  In general, TQ refers to the various teacher-related characteristics associated with positive educational results. Figure 1 summarizes the diverse perspectives of TQ. Nonetheless, it is necessary to keep in mind Kennedys (2008) assertion about this complex matter of TQ:


  
    True understanding of teacher quality requires us to recognize that these many facets are distinct, not always overlapping, and not always related to one another. Moreover, we arent even sure how they influence and interact with one another when they do. (p. 60)
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  In this study, TQ components were summarized in four categories: qualifications, knowledge, practices (methodology), and image (personal traits and professional attitudes, values, and beliefs). TQ components were analyzed in depth in order to support a sound characterization of the teachers to whom the PDP was addressed. The bottom line was that professional development is a good means to assure TQ.


  Professional Development of Language Teachers


  Professional development (PD) on the whole is the development of a person in his/her professional role (Villegas-Reimers, 2003). According to Villegas-Reimers, the notion of PD is linked to two similar but narrower concepts: career development, as the maturity teachers attain through their professional career, and staff development, as the in-service programs aimed at promoting the growth of teachers.


  For Richards and Farrell (2005), PD is one of the two views derived from two general objectives in teacher education: training and development. Training encompasses the initial or pre-teaching teacher education, in a BA program, for instance; development refers to the in-service and long-term development of teachers. For the authors, teacher training usually establishes short-term goals linked to the teachers present or immediate needs. Teacher training typically involves comprehending theory, and then applying it to teaching until skills in demonstrating the principles and practice are developed and observed. In turn, teacher development is designed for long-term periods whose goal is to facilitate teachers self-understanding and to include a reflective component as a basis of the program. PD improves the performance of teachers, students, and the school itself which Richards and Farrell consider a bottom-up process.


  Furthermore, regarding the distinction between teacher training or education and teacher development, Edge (as cited in Wallace, 1991), asserts that: the distinction is that training or education is something that can be presented or managed by others; whereas development is something that can be done only by and for oneself (p. 3). Wallace (1991) discusses two previous models of professional education: craft and applied science, and proposes his own, reflective. The craft model is based on experiential PD; in it, expertise is demonstrated by a master practitioner and imitated or practiced by the young trainee. This imitative practice is supposed to lead to professional competence. Wallace criticized this model as simple, static, imitative, and disregarding the growth of relevant scientific knowledge. Schns (1987) applied science model analyzed teaching problems using scientific knowledge to achieve clear objectives, underscoring theory and seeing practice as instrumental. Wallace disapproved this model because it separates theory (research) and practice.


  In opposition to those models, Wallace (1991) proposed the reflective model that balances both experience and scientific bases of teaching carrying out professional development through a combination of received and experiential knowledge; the first one includes the disciplinary theory that supports language, teaching, and learning, while the second one is related to the teachers ongoing experience and expertise. Figure 2 summarizes this model.
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  In general, PD has moved from an initial focus on training to modern views that include the teachers personal and professional dimensions, knowledge, experience, working conditions, and agendas (Crdenas Beltrn & Nieto Cruz, 2010). The training perspective has been considered a deficit model, opposite to the second one, seen as a cooperative-process view (Richardson & Anders as cited in Crdenas Beltrn & Nieto Cruz, 2010). The former aims at fixing teaching practice deemed outdated or somehow defective; it is focused on the academic knowledge to be transmitted by the teachers and its methodology seeks that the teachers apply in their settings the knowledge learned in the training courses. The cooperative-process perspective pursues the relationship between theory and practice, giving importance to reflection and building teachers analytical and critical awareness.


  Specifically, teachers PD is the professional growth a teacher achieves as a result of gaining increased experience and examining his or her teaching systematically (Villegas-Reimers, 2003, p. 11), comprises formal (e.g., attendance of workshops) and informal experiences (e.g., reading professional publications), and it is necessary to consider the experiences, processes, and the contexts in which teachers PD takes place.


  Recent trends in PD are based on constructivism rather than on transmission-oriented models (Villegas-Reimers, 2003). It means that, in PDPs, teachers are active learners. Likewise, for Darling-Hammond (1998) a PDP is related to the daily activities of teachers and learners and it should be based on schools.


  To summarize, we consider that professional development of language teachers should involve permanent reflection, theory and practice, knowledge and skill, learning and re-learning, science and craft in any combination as proposed in the various abovementioned perspectives.


  Method


  A mixed-method research design (Creswell, 2009) was adopted, specifically, a sequential explanatory QUAN-QUAL design (Creswell, 2012; Creswell & Plano Clark, 2007). In the diagnostic stage, a quantitative survey research (Creswell, 2012) led to an in-depth description of the English teachers in Cali in order to analyze and understand their background and present status. Free association exercise, literature review, focus group, and documentary analysis contributed to get the profile and professional needs of the subjects. In the action stage, a qualitative action-research (Carr & Kemmis, 1986; Cohen, Manion, & Morrison, 2007) was carried out to evaluate the impact of the PDP by means of a research journal, focus groups, evaluation formats, and documentary analysis. Thus, the following cycle was pursued:


  (1) Planning: design of workshops tailored to the teachers needs (whole program: 150 hours). (2) Acting: a pilot PDP course of 45 hours (nine workshops, 5 hours each) was carried out; twelve teachers participated (see Appendix for a workshop sample). (3) Observing: recorded observations in researchers journals and format evaluations. (4) Reflecting: examination of positive aspects and aspects to improve upon. This cycle was repeated throughout the intervention. Figure 3 recapitulates the research design process.
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  Participants


  Diagnostic stage: 63 out of 301 public sector English teachers in Cali, 57 students from eighth and eleventh grades, five parents, and nine school administrators belonging to a total of 40 out of 92 public schools in Cali. Action stage: 12 out of 30 public sector English teachers attended the PD pilot program.


  Data Collection and Instruments


  Table 1 shows the instruments used to collect data in diagnostic, action, and evaluation stages.
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  Findings


  Four main categories were derived from the research questions: (1) Teachers Main Quality Features, (2) Teachers Professional Needs, (3) PDP Components, and (4) Impact of PDP on Teachers Practices. The diagnostic stage addressed the first three categories, while the action and evaluation stages yielded the impact of the PDP. Figure 4 shows the triangulation at the diagnostic stage. The outer hexagon shows the participants while the inner one presents the six instruments and their findings. The commonalities are included in the circle.
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  Teachers Main Quality Features


  A data base, paper and online surveys, a focus group, and documentary analysis yielded the information. Most English teachers in the public schools in Cali are a mature population with long experience teaching English in high school; they abide by traditional approaches; research is either absent or is not central in their curriculum; they are not fully acquainted with the use of information and communication technologies (ICT), and they resort to traditional resources. Table 2 shows features regarding teachers methodology, evaluation, and resources.
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  A lack of graduate studies in the city related to English teaching has made teachers resort to PDPs, methodology, and language courses. On the other hand, the predominant teachers language level according to their answers, B1 (Council of Europe, 2001), was confirmed with the results of the language tests administered by the Ministry of Education. This fact reflects the teachers awareness about their level. This level corresponds to the reality of a monolingual Spanish speaking society. Another interesting finding was related to the teachers vocation; they permanently pursue the improvement of their students.


  Teachers Professional Needs


  This second category was divided into five elements: knowledge, practice, image, awareness, and situational constraints.


  
    	Knowledge: Teachers needed to improve language proficiency, methodology (knowledge of modern approaches), and views of language and language learning.


    	Practice: Teachers needed to strengthen lesson planning, students motivation, classroom management, use of resources, implementation of modern methods and approaches, and assessment.


    	Image: Teachers needed to enhance their motivation, attitudes, values, and rapport with students, colleagues, parents, and school stakeholders. The teachers level of qualification, experience, language proficiency, and methodology also required improvement as perceived by themselves and by others.


    	Awareness: Although the teachers were aware of their strengths and weaknesses, they lacked systematic reflection and research about their context, which is necessary to introduce changes in their settings.


    	Situational constraints: lack of resources, insufficient time on task, large class size, students demotivation, lack of parents, principals, co- ordinators, and stakeholders support, few PDPs that address their professional needs, and scarce time availability. All these constraints impede undertaking research, reading and writing on professional experience, and undermine both the teachers internal and external image. The paper and online surveys were the instruments that yielded more information about the areas that the teachers needed to improve upon (see Figure 5 and Table 3).
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  PDP Components


  The components emerged from the surveys, focus group (see Table 3), and needs analysis survey (see Table 4). They included current methods, ICTs, and rapport with students. It was surprising to learn about the teachers low curiosity on classroom research and standards. Nevertheless, classroom research, in the form of reflection and needs analysis, was incorporated as a cross component of the PDP, while standards were integrated in lesson planning and evaluation.
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  The PDP contents and objectives were negotiated with the teachers; the eclectic approach followed a practice-reflection-theory cycle that allowed the teachers to learn, apply, and reflect on the contents and the theory. The materials and resources were up-to-date, affordable, available, and handy; finally, the instructors and teachers attitudes contributed to a good learning environment. The PDP design responded to the teachers needs and interests opposing the common parameters of previous PDPs taken by the teachers, not separating theory from practice and proceeding in a non-linear sequence.


  Based on the data gathered, we can now briefly summarize the components of the designed PDP:


  
    	Knowledge regarding methodology and language proficiency: current methodologies (Content and Language Integrated Learning [CLIL] and Task Based Learning [TBL]) and motivation strategies (rhymes, games, tongue twisters). The program was conducted in English to increase the teachers language level.


    	Practice involving planning, evaluation, use of resources, classroom management: needs analysis, use of standards, planning, use and creation of resources (board games and electronic materials), use of ICTs, and evaluation strategies.


    	Awareness: reflection and classroom research.


    	Image: rapport, values, and professional attitudes.

  


  Impact of PDP on Teachers Practices


  This section includes the fourth category subdivided into knowledge, practice, image, and awareness.


  
    	Knowledge of current methods (TBL and CLIL) was evident in the teachers class performance, lesson plans and class recordings.


    	Language level progress was noticed as teachers started using more English and incorporating terminology related to tasks and CLIL; their accuracy in pronunciation and vocabulary increased.


    	Practice of new methods and strategies and use of new materials and resources were also observed through the documents teachers provided and through the design of new digital materials, such as PowerPoint games, the use of ICTs, and the introduction of warm-up activities in their lessons.


    	Rapport with students and self-image as persons and professionals were noticed in teachers higher motivation, autonomous learning, commitment, eagerness to implement and report the new strategies they applied, and in the acquisition of new resources for the English class like video beams, TV set, and a classroom for this subject. The motivation arose from the teachers fulfillment of their expectations and the development of their abilities.


    	Awareness to evaluate their practices and their effectiveness on students learning by implementing needs and interests analysis with their students. The teachers highlighted the importance of collecting data with this tool, which allowed them to evaluate their students and their own needs, interests, and performance.

  


  The action and evaluation stages also let us identify the successful features and dif-ficulties of the PDP piloting. Its most fruitful components were the needs analysis, contents, objectives, methodology, materials, evaluation, the instructors, and the participants attitudes. These findings were drawn from the work-shops evaluation formats, focus group, and documentary analysis.


  Evaluation Formats Results


  The format consisted of two sections. Section 1 evaluated five aspects of the PDP with a 1 (low) to 5 (high) scale: fulfillment of objectives, teaching awareness, theoretical bases, practical knowledge, and impact of the workshops on the teachers practices. In Section 2, open indirect questions detected the particular views of teachers regarding their learning, the positive aspects, and the aspects to improve upon in the program. A section of comments let them express other opinions. Figures 6 to 10 show the percentages of the teachers answers to each of the five aspects evaluated in Section 1.
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  The fact that most teachers gave a score of 5 and 4 showed that the PDP braced the teachers needs and expectations. The teachers reported in Section 2 what they learned:


  
    	About ICTs: creation of blogs, Voki avatars, the use of computer and programs in general.


    	Teaching strategies: design and use of resources, be creative, apply games, needs analysis survey design, rhymes, tell stories, explore a commercial program, and rubrics design.


    	Theoretical and practical background on methods: theory on methods, tasks, CLIL, TBL, lesson plans, how to integrate CLIL, TBL and ICTs.


    	Teachers awareness, motivation and learning: The workshops let the teachers reflect on and share their teaching practices and learning strategies, learn from their mistakes, enjoy the classes, motivate the students, think of the necessity of being a creative teacher, integrate topics to teach, learn, and improve their lessons, plan better lessons, and have a different view of language as a communication tool.


    	Features of the course and instructors: The course was dynamic and creative; the instructors were patient and clear.

  


  The final survey (Table 5) also evaluated the impact of the PDP.
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  Results of the Focus Group


  The teachers answers were paraphrased.


  
    	
      Why did you decide to come and stay in this program? They came because:

      
        	They were interested in learning.


        	They wanted to improve their teaching practices and language skills.


        	They had good recommendations about the instructors.


        	The group had a good atmosphere and created good relationships.

      


      They stayed because:


      
        	They enjoyed and learned throughout the course.


        	They achieved their expectations.


        	The program offered practical ideas, strategies, and real life situations to implement in the classroom.


        	They were getting more practice.


        	They wanted to improve for the students.


        	They were open-minded to new changes.

      

    


    	
      Could you tell us what you have implemented so far and the results?

      
        Teacher 1: She has used more English in her classroom; she has changed her views about grammar; she has noticed the effects of tongue twisters on students motivation, and she showed her blog to her students.
      


      
        Teacher 2: He has implemented the tongue twisters; he bought his own video beam; he asked for and got a room for the English class; he has changed his mind, he said: The teacher who talks the more in class, is a bad teacher.
      


      
        Teacher 3: She has implemented the needs analysis survey; she shared her new knowledge with other colleagues.
      


      
        Teacher 4: She has implemented TBL; she has involved more communication in her classes.
      


      
        Teacher 5: She has implemented warm up activities; she has changed her attitudes; she has implemented games, and she was teaching content.
      


      
        Teacher 6: She has fostered new changes in the school; the teachers talked to the principal to a get a TV set, an English classroom, air conditioning, a sound system, and a PC.
      

    


    	What did you improve in this program? They said that they improved their English level and the way of teaching in a communicative way; they also improved their methodology and lesson planning.

  


  Documentary Analysis Results


  Three random samples of each document, except for the class recordings, were taken to follow up on the teachers implementation of the new learning. Table 6 shows this implementation as seen in the documentary analysis.
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  Table 7 presents the aspects to improve from the evaluation formats, focus group, and researchers journal.
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  Conclusions and Pedagogical Implications


  This study allowed the researchers to understand that a PDP should impact the teachers teaching practices and views, raise their personal and professional awareness, increase their motivation and attitudes toward their own learning and teaching processes, and improve their language proficiency. To do so, the PDP should be constructed from the teachers needs, interests, learning styles, and learning pace combining the experts guidance, the sharing among participant teachers, and autonomous exploration. Conditions of time, group size and availability of resources are crucial for the effectiveness of PDPs.


  A key result of this study is that practical and theoretical usefulness (applicability) is a powerful motivational source for teachers since their chief wish is to learn strategies and tools they can try in their classrooms. In-depth knowledge on current trends instead of historical overviews of methods is well received by the teachers. Rhymes, stories, games and tongue twisters result to be motivational and effective teaching strategies that represent a different view to teach vocabulary, structures, pronunciation, and fluency.


  The integration of topics, resources, and methodology in every session is a good alternative to the linear sequence of separate courses for language, methodology, culture, and research that usual PDPs adopt. Furthermore, practical applicability is directly related to the impact of PDP. If theoretical or practical knowledge is considered useful by the teachers, it will probably be incorporated by them in their teaching.


  The practice-reflection-theory cycle means an inductive approach to theory allowing teachers to infer the principles behind practice. Starting sessions with practical demonstrations followed by reflection and ending with theory prove to be effective in promoting teachers critical analysis and comprehension of their practices and in allowing them to connect them with underlying principles. This sequence is more coherent with the TBL communicative approach adopted.


  Modern PDPs should aim at catering the 21st century challenges for teachers. Blending CLIL, TBL, and ICTs represents an effective way to help teachers improve their students motivation and learning of English. ICTs, being both content and tools, are necessary for conducting a PDP. Moreover, the teachers digital literacy should be tested first since most of them are challenged by the advanced technology changes. Then, an introductory basic workshop on computer management is required.


  Additionally, a PDP requires enough time to let instructors and teachers fulfill their expectations and let both participants work on a number of practical demonstrations and microteachings. Furthermore, the key to success of a PDP lies not only in its contents and methodology, but also in the participants attitudes and factors such as motivation, commitment, punctuality, attendance, willingness to change, and open-mindedness to try new things. In a nutshell, the effectiveness and impact of a PDP should be reflected on, first, the instructors and teachers achievement of goals; second, the impact of this new learning on students performance, and third, the support by parents and school administrators.


  All in all, the close connections between teacher quality and professional development programs were proved and it was established that they are complex and depend on internal and external factors. More research on these topics is needed in Colombia; it is necessary to open the discussion not only about the significance and development of TQ, PD, PDP, but also about teacher hiring in the public sector for establishing a coherent PD policy for language teachers and finding the best teachers based on their merits. Also, the Colombian bilingualism policies require adequate theoretical support about TQ and PD and proper conditions for securing the quality of teachers.


  It should be noted, however, that the findings, implications, and recommendations in this research refer to a particular setting, that of a small group of teachers who were especially motivated towards their professional growth. Further studies about PDP in other settings like bigger groups of teachers, or teachers in only the public or only the private sector, or teachers with a different proficiency level, or with a different level of literacy might reach different outcomes. Likewise, longer PDPs, or ones with less resources, or taught by a single instructor or by teams of instructors can obtain other results. Generalizations are hardly to be extracted from these findings, although some of them are of great value like the eclectic and inductive theoretical and methodological approach to PDP. Instructors direct observations are also required to follow the teachers implementation in order to support them.
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  Appendix: Sample of a PDP Workshop


  Workshop 5


  Two New Best Friends in my Lessons: CLIL and TBL


  Time: 5 Hours


  Topics: CLIL and TBL


  Objectives:


  
    	To provide teachers with clear illustrations and concepts on the way CLIL and TBL work in class.


    	To have teachers contrast traditional and current methodologies.


    	To encourage teachers to incorporate CLIL and TBL in their teaching.


    	To improve the teachers teaching and learning of the four skills.

  


  Activities:


  Activity 1: Warm up


  Reviewing theory about CLIL and TBL


  The session will start with review questions about CLIL and TBL


  
    	What do CLIL and TBL stand for?


    	What are the principles of CLIL?


    	What is a Task?


    	What is the structure of a Task?

  


  Activity 2: Going deeper into tasks concept


  The teachers will watch a video about TBL to complement the theory about this method. They will receive a handout following a pre-, while- and post- sequence to support their comprehension (http://www.youtube.com/watch?v=d-YEwo8FTqk). At the end of the video, the teachers will share their answers.


  Instructions: Follow a pre-, while- and post- sequence to support the teachers comprehension of the video. Pause appropriately to let the teachers complete the handout.


  Activity 3: Going deeper into the concept of CLIL


  The teachers will watch two more videos about CLIL to complement the theory about this method. They will answer these questions:


  Video 1: http://www.youtube.com/watch?v=uIRZWn7-x2Y


  
    	When implementing CLIL, what is more important: language or content? Or, do they both have the same status?


    	Which authors support CLIL?


    	What is the difference between CLIL and immersion?


    	Mention the key concepts of CLIL

  


  Video 2: http://www.youtube.com/watch?v=xiQRbB9_1zs


  Say true or false:


  
    	CLIL involves experiential learning


    	Students learn more than language

  


  Explain the example given in the video about the carrot diagram.


  Activity 4: Illustrating the use of tasks and CLIL


  First, the instructors will illustrate how to integrate tasks, language, and content through an example:


  Topic: the circulatory system


  Content: function of the circulatory system and illnesses


  Language: vocabulary related to the topic such as veins, blood, system, arteries, etc. Expressions like it is composed of, verbs like run, circulate, etc.


  Tasks: doing diagrams, posters, presentations on other body systems.


  Then, the instructors will provide a list of topics for teachers to form groups of three and design a poster following the pattern given (topic, content, language, task).


  
    	Group 1: Creating shopping lists for (a) a birthday party, (b) breakfast, and (c) lunch


    	Group 2: Healthy food


    	Group 3: Creating a mini-brochure about Cali: where to go for cultural activities, where to go for fun, where to practice sports, where to eat typical food, etc.


    	Group 4: Presenting animal species in danger of extinction

  


  After having designed the lessons, the group of teachers will present the poster to the whole class. They will receive feedback from the instructors and classmates as well.


  Activity 5: Closing, reflection and evaluation: CLIL and tasks in our EFL teaching


  In pairs (Teachers A and B) will talk about the advantages and disadvantages of both CLIL and TBL, as well as their application in our schools. Teacher A will report advantages and Teacher B disadvantages. The instructors will wrap up the teachers comments, and will conclude by (a) remarking on the need of changing current predominant emphasis on grammar-centered views, and (b) on the possibility of integrating tasks and CLIL.


  Instructions: Mention that TBL requires careful planning of the tasks; the final product of each task must be clear for the students. Note the usefulness of teamwork required by tasks for large classes. Regarding CLIL, highlight the option of working collaboratively with teachers from other subject areas or of taking topics from those areas to recycle them in English, profiting from the fact that the topic is already known to the students. Refer the teachers to read the following authors: Jane Willis, David Nunan, and Jack Richards to complement their background on their own.


  Resources: A computer room, video beam or TV set, copies (evaluation formats) and handouts, board, markers, and online videos.


  Evaluation: Teachers participation will be used to assess their general comprehension of the concepts of tasks and CLIL. The handout will be checked in class.


  The instructors will evaluate the teachers knowledge and comprehension on CLIL and TBL principles and procedures when planning tasks and CLIL in groups.


  As usual, the teachers will also self-evaluate their progress and achievements through their reflections in the workshop evaluation format.


  Homework: The teachers will bring a lesson plan and syllabi for Session 7. They will work in groups integrating tasks and CLIL in those lessons and syllabi after having a practical demonstration.


  Reminder: Explore the digital games for Workshop 6 and develop the blog for Session 8.


  Finally, the teachers will evaluate Workshop 5.
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  This paper reports the experience of implementing a teachers professional development strategy that sought to foster e-moderator competencies among language faculty at a Colombian public university. The study aimed at finding the extent to which participants understood the concepts of e-moderation and e-tivities. We analyzed the participants performance in three different tasks to give account of the incorporation of the concepts. The results from the analysis of the tasks showed that participants understand online processes, they have some technical skills and they have many personal characteristics that will help them become e-moderators.


  Key words: E-moderation, e-moderator, e-tivity, foreign language teaching, higher education, online course, teachers professional development.

  


  En este artculo se reporta la experiencia de implementacin de una estrategia de desarrollo profesional docente que tuvo como objetivo la adquisicin de competencias en moderacin en ambientes virtuales de aprendizaje de profesores de lengua extranjera en una universidad pblica colombiana. Se busc identificar hasta qu punto los participantes en el curso incorporaron los conceptos de e-moderacin y de e-actividad en su repertorio pedaggico por lo que se analiz el desempeo de los participantes en tres tareas diferentes. Los resultados muestran que los participantes comprenden los procesos de educacin en lnea, poseen habilidades tcnicas bsicas y tienen caractersticas personales que les ayudarn a convertirse en e-moderadores.


  Palabras clave: curso virtual, desarrollo profesional docente, e-actividades, educacin superior, e-moderacin, e-moderador, enseanza de lenguas extranjeras.

  


  Introduction


  Online education and technology-enhanced learning are becoming important issues for higher education programs and language education is no exception. Higher education institutions should think about offering faculty professional development programs to develop skills that would help them cope with the pressures of adapting their current teaching ideologies and practice to align with rapidly expanding digital tools and expectations for learning and teaching (Salmon & Wright, 2014, p. 53). These professional development programs should help faculty develop skills to cope with students challenging abilities to engage in more informal learning opportunities outside the classroom. However, higher education institutions offer faculty opportunities to develop those skills usually as workshops that favor a technological exploration of certain tools, but neglect their pedagogical use (Daniel, 2012; Herman, 2012; Macdonald & Poniatowska, 2011; Salmon & Wright, 2014). In addition, faculty shows some resistance as regards attending training workshops because they usually represent increasing academic responsibilities and inadequate time allowance and incentives (Allen, Seaman, Lederman, & Jaschik, 2012; McQuiggan, 2012).


  Teachers in our institution have several needs regarding the development of moderation skills and the design of online language activities since when teaching online, they are more concerned about assigning grades than promoting interaction or designing new activities for their courses. To respond to the needs of our language faculty, we designed a professional development strategy that helps them develop the skills to deal with the new challenges they face when trying to embed technology into their teaching. The program focuses not only on the instrumental use of the tools, such as setting up a blog; it also focuses on its pedagogical use. For example, reflecting on the ways to use a blog to teach a concept or to develop a skill such as identifying the main idea of a text. Our professional development program takes participants from a techno-centric focus to a knowledge-centric focus and seeks to be a successful, outcome-driven professional development opportunity exploring the process participants undertake to develop the skills necessary to teach in online and blended learning environments, also called e-moderation competencies (Figg & Jaipal, 2012; Macdonald & Poniatowska, 2011; Salmon, 2011).


  Literature Review


  The course was designed based on two concepts: e-moderation and e-tivities. In this section of the paper, we will go through some experiences in which the concepts of e-moderation and e-tivites are part of a professional development program and we will examine those concepts.


  Although there are many studies regarding the deployment of professional development programs in higher education, the experiences regarding the implementation of professional development programs focusing on the concepts of e-moderation and e-tivities are not very numerous; the experiences we found report the existence of collaborative, team-based, online learning designs with different purposes such as (1) helping faculty at campus-based universities introduce and deploy a new learning management system (LMS) and (2) moving from a single professor taking responsibility for a unit or a course to a team approach or (3) establishing an effective process for the development of contextualized knowledge and skills in online teaching in order to enhance student learning outcomes (Gregory & Salmon, 2013; Salmon & Wright, 2014; Salmon, Gregory, Dona, & Ross, 2014). The implementation of professional development programs based on the concepts of e-moderation and e-tivities have proven suitable for the design of brand new courses and for transforming face-to-face, campus-based courses into online or blended versions (Salmon & Wright, 2014, p. 55) as well as to provide an effective professional development route for larger numbers of staff (Salmon et al., 2014; Salmon & Wright, 2014). Finally, Shin and Bickel (2012) report that in order to have successful professional development strategies or programs, training needs to be aligned with the trainees needs so participants perceive training as something positive for their professional practice.


  E-moderation


  E-moderation is a term coined by Salmon (2011) that refers to processes of managing the communication among teachers and students in online environments and the skills online teachers or e-moderators employ to establish a teachers presence in an online environment. Salmon (2011) developed a model for appropriately moderating an online course (see Figure 1).
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  Salmon (2011) summarizes her model as follows:


  
    At stage 1 individual access and the ability of participants to use online learning are essential for group learning to develop. Stage 2 involves individual participants establishing their online identities and finding others with whom to interact. At stage 3, participants give each other information relevant to the course. This stage is characterized by cooperation and support for each persons goals. At stage 4, group discussions start and the interaction becomes more collaborative. At stage 5 participants use the system to achieve their goals, seek to integrate online into other forms of learning and reflect on their learning process. Each stage requires the participants to master certain technical skills, in the bottom left of each step, as well as e-moderating skills, on the right top of each step. The levels of interactivity, shown in the interactivity bar that runs along the flight of the steps, also increase and the kind of information and messages that the participants exchange also change through the steps and the stages of the model. (p. 32-33)
  


  This model underlies several assumptions: (1) Online learning goes beyond undertaking activity on a computer . . . online learning . . . includes . . . interaction between neural, cognitive, motivational, affective, and social processes (Azevedo, 2012, p. 31). (2) Learning is a process where transformation takes place in leaps and bounds and (3) participants in an online setting learn about working online along with learning about the topic with, and through other people. Success of online learning depends on the appropriate integration of learning about technologies and learning through or with technologies (Macdonald, 2004). The model seeks to promote the interaction between groups of peers and the e-moderator who plays the role of mediator and supporter (Berge, 2007). The implementation of the model to design courses has benefits for designers, e-moderators, and participants. Designers know how participants are likely to exploit the system at each stage, e-moderators enjoy working online and find that their processes run smoothly, and participants feel they can control their own learning by focusing on tasks and processes (Hopson, Simms, & Knezek, 2001; Salmon, 2011).


  E-tivities


  The term e-tivity refers to the frameworks for enabling active and participative online learning by individuals and groups (Salmon, 2013, p. 5). E-tivities have several characteristics: they make the work of the teachers more productive and focused, they are focused on the learners; they transfer the knowledge to the resources and the learners skills to access information because they are based on the idea that knowledge is socially constructed; e-tivities are cheap and are easily combined with face-to-face environments (Richards, 2005; Salmon, 2013). Rumble (2010), reflecting on the costs of producing learning materials as an aspect that may hinder innovation in higher education and advocating for the implementation of e-tivities, says that:


  
    Preparing online learning materials is a very expensive business. Few academics or teachers have all the necessary skills, the time and the desire to spend months creating texts and video. There is usually a need to frame the production of material on a project with one or more subject experts, instructional designers and web developers. And sometimes mobile application developers, information specialists and more people are required to produce a single piece of material. E-tivities help saving costs because they use existing resources, are reusable, are adaptable and are based on the participants exchange of knowledge. (p. 264)
  


  Herrington, Reeves, and Oliver (2010) suggest that e-tivities promote engagement because they build up robust and usable knowledge through authentic tasks and situations. Laurillard and Scharmer (as cited in Salmon, 2013), characterize e-tivities as a way of accessing and digitally applying teachers creativity, vision, and inspiration.


  Method


  This study is a single instrumental case study with a holistic and interpretative approach to data analysis. It is single instrumental because it focuses on a specific issue; it uses a holistic and interpretative approach to analyze the data because the entire case is examined and descriptions, themes, and interpretations related to the case are presented (Creswell, 2007; Merriam, 1998; Stake, 1995; Yin, 2003). We followed a case study as a research approach because it allowed us to explore and analyze the course to answer the following research questions: (1) What e-moderator competencies from the ones proposed by Salmons (2011) model of online learning and teaching are identified in the forum discussion in the course? (2) What characteristics from the ones proposed by Salmon (2002, 2013) are identified in the e-tivities designed by the participants in the course? (3) What are the strategies and activities that the participants of the course display for each stage of Salmons (2011) model of online learning and teaching in an online course?


  Course Description


  In this section of the paper, we will provide a description of the course used as a professional development strategy. The course has been offered twice (2013, 2014) and had a 32-hour intensity. The first time in a blended modality with 10 hours of face-to-face meetings and the other 22 hours were used for asynchronous work such as forum participation and preparation of e-tivities and readings and the second time completely online.


  The course runs on the Moodle platform and has five Units. Unit 0 is an introductory unit containing a welcome message, the methodology, the content, the course timetable, the assessment, two forums, the references used in the course, and the course and teachers evaluation. Unit 1 explores the concepts of e-moderation and e-tivity. It has a video about the reasons to include technology in the classrooms and readings and presentations that explore the main concepts of the course. Unit 2 explores internal-to-Moodle resources. It contains video tutorials on how to set up a questionnaire, a chat room, an assignment, a forum discussion, a sample and a tutorial to design a rubric to assess a forum discussion. Unit 3 explores external-to-Moodle resources. The unit presents video tutorials of different resources for teaching reading and listening, a video about the advantages of using an LMS or the open web as a learning platform. The final unit of the course embodies the assessment, where participants have to design and upload an e-tivity.


  Participants


  There were 20 participants in this study, 14 teachers from the first version of the course and six teachers from the second version. None of the participants had any prior experience working with e-tivities or with the concept of e-moderation, but most of them had previously worked with the Moodle platform at least once in their academic or professional life. See Figures 2, 3, and 4 for more information about the characteristics of the participants.


  [image: ]


  [image: ]


  [image: ]


  Data Collection Instruments and Analysis


  We, as moderators, asked the participants to complete three tasks during the eight weeks that the courses lasted. Participants contributions to a forum discussion for Tasks 1 and 3 and an assignment submission for Task 2 were used as data sources in order to obtain qualitative information; the instruments also allowed for some quantitative analysis in terms of frequencies and percentages, which are reported in the results section.


  In Task 1, participants had to discuss the principles of e-moderation and the roles and skills of e-moderators; they posted their contributions to a forum discussion that was later collected for analysis. This task was analyzed in light of the e-moderators competences outlined by Salmon (2011). There was at least one contribution per participant and the time allowed for completing this task was one week. Table 1 shows the instrument used to analyze this task.
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  In Task 2, participants had to design an e-tivity. Each participant designed one e-tivity which they published in a space for online assignments submission in the platform and the e-tivities were collected at the end of each course. This task was analyzed using a checklist based on the characteristics of e-tivities: title, a clearly explained purpose, a brief summary of the task, clear instructions for the participants, requested responses from an individual to others, instructions for the e-moderator, total time allowed for the completion of the activity, and link to the next activity as described in Table 2.
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  And, in Task 3, participants had to describe the strategies and activities that could be incorporated in an online course based on Salmons (2011) model. There were about 42 posts since each participant had contributed at least twice. This task was analyzed using a three-column chart: The first column contains the stages described in the model (access and motivation, online socialization, information exchange, knowledge construction and development). The second column comprises the strategies in the model (setting up and accessing the system, sending and receiving messages, carrying out activities, reporting and discussing findings, conferencing, course-related discussions, critical thinking applied to subject material, making connections between models and work-based learning experiences, use of conferencing in a strategic way, and reflection on learning process). The third column presents some of the activities or actions that can be carried out in each stage: for example, welcome and encouragement, introductions and icebreakers, assigning roles and responsibilities, asking questions and encouraging discussions and reflection.


  Results


  This segment of the paper reports the results from the analysis of the tasks assigned to the participants. Results from Task 1 report the e-moderator competencies. Results from the second task report on e-tivity design and the results from the third task give an account of the strategies and activities the participants may implement in an online course based on Salmons (2011) model.


  Results From Task 1


  The results from this task are reported in terms of the competences we identified from the ones proposed by Salmon (2011) and are not intended to make a difference between the competencies that the participants brought to the course and the ones they developed during the course. Also, the results are not intended to make a categorization of the competencies in the blended and the online versions of the course. These results seek to answer the research question: What e-moderator competencies from the ones proposed by Salmons (2011) model of online learning and teaching are identified in the forum discussions?


  The forum discussions from participants in both versions of the course show several personal characteristics that can help participants develop the necessary skills to become e-moderators. They show determination and motivation to become e-moderators. The following post reflects how the concept of e-moderation helps a participant understand what an online teacher should be:


  
    I hadnt had the opportunity of studying the concept of e-moderation and now that we have discussed it I think it was what I needed to understand what an online teacher should be. I think I need to continue exploring but you have opened a new topic I really want to learn more about.1 (P8)
  


  They also show a positive attitude, commitment, and enthusiasm for online learning. The following participants contribution shows that she is very motivated towards online learning and she harbors a strong desire to be trained in the use of technology in education:


  
    I feel very motivated towards online learning. I believe we all need to be trained in the use of ICT. Computers and technology are here to stay and we, teachers, need to learn how to use them. I really want to continue learning more about online learning and e-moderation. (P11)
  


  Another characteristic participants developed in both versions of the course was to establish an online identity as e-moderators which means creating an online presence by means of a profile picture and a personal e-moderating style that are reflected on writing and message style. All participants built their profiles in the platform with a personal description, a picture, and a brief summary of interests. A sample is presented in Figure 5.
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  Sensitivity to online relationships and communication is another personal characteristic identified in the participants contributions that allow e-moderators to facilitate online processes; it implies providing suitable feedback and using language appropriately (Salmon, 2011). These posts are examples of these characteristics:


  
    E-moderators should pay close attention to the participation of students to give feedback and promote reflection among students. (P4)
  


  
    When communicating with my students online I take into account that I need to be careful with language and that I need to be very clear to avoid confusion and disorientation. (P11)
  


  Reflecting on the role of different language skills in online learning also shows the participants willingness to work in online learning environments. A participant discusses the role of the written language in online settings to give instructions and to promote clarity:


  
    Online settings generate more elaboration, the writing language as a means of interaction is more elaborated. In face-to-face settings it is different because you give instructions and if students dont understand you simply repeat what you say. In online settings you dont have those immediate moments to clarify. In online settings students do what they think they have to do according to the instruction. (P18)
  


  Creating and sustaining a useful and relevant online learning community also appeared in the discussions in the forums in both courses. However, this would be an issue to further explore. This post reflects that discussion:


  
    Learning occurs when there is interaction among students, students and online environments, and students and teachers. Therefore, being part of a community or a group is fundamental to learning. (P19)
  


  Regarding technical issues, participants had the basic technical skills and the willingness to be trained as e-moderators such as reasonably good keyboard skills and some experience using networked computers or an LMS (Salmon, 2011). However, they stressed the need to know how to use special features of software to be incorporated in their online lessons.


  Participants in both versions of the course seem to be able to build online trust, to help others in online environments and to understand the potential of online learning to support students (Salmon, 2011). Salmon defines those competences as necessary skills prospective e-moderators should have to become e-moderators. The following posts show how participants think online learning helps them find ways of addressing their students needs and how they help their students feel confident in their online courses:


  
    Online learning provides new and interactive ways of addressing my students needs. (P2)
  


  
    Understanding the potential of online learning is very important because I can relate to my students and help them feel confident in an online course. (P3)
  


  They also showed other characteristics such as being able to appreciate the basic structures of online conferencing and the web. In this post from a participant, we can see an example of this appreciation:


  
    In web-based environments there are some tools like forums that can be used for discussions of certain topics by debating and explaining reflections. (P4)
  


  Participants in both versions of the course seem to know how to pace discussions and use time online. In this post, a participant explains how he facilitates discussions in his online classes:


  
    I involve my students in the discussions by giving them topics of their interests and giving students time to study them before asking them to post their opinions. (P5)
  


  Table 3 shows a summary of the qualities and the characteristics identified in the forum discussion in Task 1.
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  Results From Task 2


  This section of the paper reports the characteristics of the e-tivities the participants designed. The characteristics of the e-tivities are based on Salmons (2002, 2013) e-tivity framework. The results from this task are intended to give account of the characteristics identified in the e-tivities, hence, the results are not intended to provide a deep analysis of the e-tivities designed in each version of the course (blended and fully online). However, we will provide a certain degree of comparison. The results from this task seek to answer the research question: What characteristics from the ones proposed by Salmon (2002, 2013) are identified in the e-tivities designed by the participants in the course?


  All of the e-tivities in both versions of the course had a title. Salmon (2002, 2013) states that the title of an e-tivity must entice the student to take part in the activity; plus, it should be very brief and requires creativity from the e-moderator. During the first time the course was offered, 67% of the e-tivities stated their purpose and only 32% of the e-tivities showed this characteristic in the second version of the course. The purpose of an e-tivity allows the students to know what objectives or aims they will achieve or understand better. Salmon (2002, 2013) suggests using verbs and linking the e-tivity with the objectives or outcomes of the unit, module, or course program. Similarly, during the first time the course was offered, 67% of the participants provided a summary of the task while in the second version only 32% of the participants did. Further exploration is required to find out why participants paid more attention to this feature in the first version of the course; we discuss some of the possible reasons in the conclusions of the study. Salmon (2002, 2013) suggests that the summary of the task should be clear: It should contain brief instructions on how to take part in the activity and what to do and she strongly suggests including only one question or task per message. E-tivity design can help students become more motivated to undertake the e-tivity and students will know exactly what is expected of them and what they will achieve. Figure 6 shows one of the e-tivities designed by the participants in the course. It presents the title (Getting to know your topic), the purpose (Present the students topic to her/his classmates), and a brief summary of the e-tivity.
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  Forty-one percent of the e-tivities designed during the first version of the course had instructions and 59% of them had this characteristic during the second version. Salmon (2002, 2013) states that participants in an online course should know in advance what is expected from them and they should be clear on what they have to do and how. Not to include this feature in an e-tivity can generate confusion, despair, and demotivation. Figure 7 shows the instruction included in one of the participants e-tivity: to take the exam the student has to consider aspects such as literary theory and terminology of the narrative.
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  Although the spark, which refers to the information that will be provided as the starting point for the activity, was a feature discussed and explored in the materials used in both courses, none of the e-tivities designed showed it. The spark begins the process of group learning and knowledge construction by enticing students to learn (Salmon, 2002). Presenting issues, dilemmas, problems, or challenges to students is fundamental in an e-tivity (Salmon, 2013). Since most of the participants come from face-to-face settings and most of their teaching practices happen in traditional classrooms where activities might be introduced differently, they might not recognize the importance of this feature in an e-tivity.


  During the first time the course was offered, only 38% of the e-tivities requested responses from an individual to others. In other words, asking participants to react to other participants comments or opinions. However, an outstanding 62% of the e-tivities designed during the second version tended to promote interaction among participants by asking them to answer others opinions. This might be due to the need of explicitly establishing relationships with others in online environments due to the lack of physical presence (Salmon 2002, 2013). Figure 8 shows that the participants in a forum must comment on at least two posts from other participants.
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  During the first time the course was offered, just 38% of the e-tivities designed indicated what the e-moderator should do and, remarkably, 62% in the second version. Salmon (2002, 2013) argues that e-tivities should clearly state what the e-moderator will do, how and when she/he will do it. For example, summarizing, giving feedback, teaching points, and closing the e-tivity.


  On average, only 35% of the e-tivities in both versions of the course stated the total time allowed for completion, and the estimated total study time for the activity. Salmon (2002, 2013) indicates that to allocate time is important for both e-moderators and students. For e-moderators, time should be abundant, especially if the e-tivities are set for novice learners. For learners, on the other hand, time is crucial because they need it to understand what they have to do and how. Salmon also suggests that e-moderators be highly sensitive to timing and pacing. Finally, during the first version of the course, only 4% of the e-tivities were linked to a future activity. However, during the second version of the course, the instructor placed emphasis on this feature and 95% of the e-tivities showed it. Salmon (2002, 2013) explains that e-moderators can suggest additional resources to help with the completion of the task. She also suggests that e-moderators should indicate whether the resources are required or optional and they should be placed at the end of the e-tivity. Figure 9 shows how one participant linked the resources in one e-tivity.
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  Figure 10 shows the characteristics of the e-tivities designed by the participants, including a Moodle resource such as a questionnaire and an external-to-Moodle resource such as links to other sites or a YouTube video.
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  Results of Task 3


  This section of the paper presents the results of the third task. Each stage of the model presents the strategies and activities, outlined and discussed by participants in the task alongside their connection or correlation to Salmons (2011) model. These results seek to answer the research question: What are the strategies and the activities participants of the course display for each stage of Salmons (2011) model of online learning and teaching in an online course? We understand strategies as the plan to achieve an objective and activities as the actions.


  Stage 1: Access and Motivation


  Salmon (2011) states: the participant in an online course needs information and technical support to get online and strong motivation and encouragement to put [forth] the necessary time and effort (p. 34). She argues that e-moderators welcome students and offer them support at this stage. If there is a balance between regular opportunities to contribute and the capacity of learners to respond to the invitation, motivation to participate occurs. Twenty-four percent of the participants reported strategies such as an instruction book to access the web-based course, 5% suggested an e-mail message with instructions, and 14% suggested the use of videoconference using different types of software to set up an orientation session before starting the course. Among the activities reported by the participants in the course, 28% of them considered that making the e-moderator and the students acquainted could be an activity in this stage, 14% proposed assigning tasks to students to familiarize them with the system and to follow the steps to access the platform, and 9% recommended setting up an FAQ (Frequently Asked Questions) resource. These strategies and activities are meant to gain access quickly and easily to the system, to improve the participants attitude towards learning online and to get effective help (Tsui as cited in Salmon, 2011).


  Stage 2: Online Socialization


  At this stage, participants get used to being in the new online environment and from the start of this stage e-moderators should seek to create an environment that will enhance the well-being of the online group. Fourteen percent of the participants suggested online communication using videoconference software, 38% proposed creating a discussion forum where all the participants meet, and 9% suggested creating a chat room to interact as a strategy that can be used at this stage. Twenty-eight percent of the participants suggested a brief introduction about their expectations for the course, 14% recommended a post about a specific topic to promote interaction, 5% suggested asking students to upload their picture in their profile, 14% proposed asking students to introduce themselves and 5% suggested asking students to answer a survey about their personal and professional information, and sharing the survey with other students.


  Stage 3: Information Exchange


  Participants will view the system as an active and lively human network and it should provide participants with access to information in the same way. E-moderators should ensure that every participant has a role to play and is actively participating; they also should ensure that discussions and e-tivities focus on discovering or exploring easily accessible answers (Salmon, 2011). In this stage, 23% of the participants suggested clear explanations about the ways of participation and information sharing among participants as strategies that could be carried out. As for the activities or actions for this stage, 8% of the participants proposed video conference software or platforms, 14% recommended presenting the timetable of activities with opening and closing dates, 4% suggested describing participants roles, and 14% proposed setting up the appropriate platform tools for students to engage in information exchange.


  Stage 4: Knowledge Construction


  Participants start formulating and writing down ideas or they start understanding a topic. They respond to others messages in a participative way. Participants engage in very active learning activities, widening their own viewpoints and appreciating different perspectives. At this stage, e-moderators should ask more questions, seek more discussion, motivate, challenge, compliment, and encourage all participants (Salmon, 2011). Suitable activities for this stage are forum discussions and wikis based on the content of the course (23%), and discussions and reflections in forums and wikis about a topic from the class (14%). In addition, 9% of the participants mentioned participating in video forums, blogs, mini projects, debates, and essays using forums, wikis or chat rooms.


  Stage 5: Development


  At this stage, participants are responsible for their own learning through computer-mediated opportunities and need little support from the e-moderator. They may demand better access, faster responses, and more software. A very important issue at this stage is to design activities that assure participants are independent online and can appreciate and personalize their online learning experiences (Salmon, 2011). It is also interesting to note that the first three stages of the model present higher frequencies than the two following stages. Some insights as to why this happened are explored in the following section.


  Conclusions and Implications


  This study sought to identify the extent to which the participants in a teachers professional development strategy understand the concepts of e-moderation and e-tivities. The conclusions reached from this study are not definitive and deeper exploration of the concepts as well as an exploration of the notions of e-moderation and e-tivity being used in real teaching situations is needed. The conclusions of the study will be reported in the same order as the results, providing a summary of each result with an interpretation.


  Conclusions From Task 1


  The forum discussion in the first task revealed that the participants in the course embodied several characteristics from the ones proposed by Salmons (2011) model. The participants showed several personal characteristics necessary to become e-moderators. For example, determination and motivation to become e-moderators; they also demonstrated a positive attitude, commitment, and enthusiasm for online learning. The participants in the course were also able to establish an online identity by creating an online presence. They also showed sensitivity to online relationships and developed technical skills that helped them be better e-moderators such as appreciating the basic structures of online conferencing as well as their potential for learning. Additionally, they showed other technical skills that were developed outside the course such as having good keyboard skills and some experience using networked computers. These technical skills contributed to having a course without many technical obstacles. In conclusion, the forum discussion in Task 1 seems to reflect the basic characteristics that teachers need in order to become e-moderators. However, characteristics that are part of Salmons (2011) model and that participants did not report in the discussions include controlling groups, bringing in non-participants, and using special software features for controlling, weaving, and archiving; these characteristics require further exploration in a future version of the course.


  Conclusions From Task 2


  Although the e-tivities designed by the participants in the course in the second task showed that they considered most of the characteristics of e-tivities proposed by Salmon (2013) (all the e-tivities included a title), there were significant differences in the e-tivities designed in the blended version of the course and the e-tivities designed in the online version of the course such as specifying the purpose and the summary of the e-tivities. The e-tivities, in the blended version of the course, presented a higher percentage in purpose and task summary. However, the e-tivities designed in the online version of the course predominantly included instructions, responses from one student to others, e-moderators role, a time limit allowed to finish the task and a link to the next e-tivitiy was included. A possible explanation for this is that even if both versions of the course had the same intensity in terms of time, in the online version of the course, participants may have spent more time analyzing and exploring the theory and the examples of e-tivities provided. However, a deeper exploration including interviews of the participants, both moderators and students, an implementation of the e-tivities in a real-life online course, observation of the online courses to see the e-tivities put into practice, and more practice designing e-tivities are needed to determine the reasons why they paid more attention to some characteristics than others in different versions of the course. In addition, the lack of a crucial feature of e-tivities in both versions of the course i.e. the spark which aims at motivating participants to carry out the e-tivity, seems to happen due to three reasons: (1) the participants may not have considered it important, even if we, as tutors in the course, explained, presented, and explored the characteristics of e-tivities in the same manner, (2) the spark is a characteristic that is not widespread to face-to-face activity or task design; and (3) participants lack of experience designing e-tivities.


  Conclusions From Task 3


  The participants in the course outlined several strategies and activities that they would implement in each of the stages from Salmons (2011) model. Although it may be difficult to come up with ideas of strategies and activities to be implemented in an online course, the participants suggested clear and well established examples of strategies and activities that were directly linked with a tool (forums, video, forums and blogs) for the first three stages of the model. However, for the last two stages, the strategies and activities were feeble and were not linked directly to a tool; the participants proposed written-based strategies and activities; a reason for this may be that the last two stages of Salmons model aim at formulating and writing down ideas to understand a topic and, at the final stage, participants are responsible for their learning. It would be necessary to properly link the design of strategies and activities for each stage of the model, the course or module or programs objectives, and the suitable tools for the deployment of those strategies and activities. It would also be necessary to delve into the effects of the implementation of those strategies and activities in a real online course.


  To sum up, although the study analyzed the participants contributions in forums and the design of e-tivities in the light of Salmons (2002, 2011, 2013) principles and theories, other sources of information such as interviews of participants or focus groups can be taken into consideration to broaden the scope of the study to get to reliable generalizations about the stage the participants are in as regards the development of their e-moderating skills and the level of understanding of the stages in Salmons (2011) model and their appropriation of the concept of e-tivity. Nonetheless, we believe that this teachers professional development strategy we offer to develop e-moderator competencies among our language faculty will serve as a good starting point for future proposals at our institution, and possibly, in other settings.

  


  1Excerpts used in the article were translated from Spanish for publication purposes.
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  This paper explores the different factors that appear to affect the on-going construction of second language authorial identity in a professional academic environment in Mexico. Through narrative research methodology from a qualitative paradigm, the everyday struggles of two university professors to maintain their professional status in second language writing are explored. The areas of study for these two are chemistry and penal law. With data the learning processes of entering into a community of second language writers are studied as well as the problems they faced and how they resolved them. Finally, the process of negotiating an authorial identity in a second language seems to be a constant underlying struggle composed of a variety of psychological factors.
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  En este artculo se exploran los diferentes factores que parecen impactar la construccin de identidad de autor permanente en un medio acadmico profesional en Mxico. Esta bsqueda se da a travs de la metodologa narrativa desde un enfoque cualitativo de la lucha cotidiana de dos profesores por mantener su status profesional en la redaccin en segunda lengua. Sus reas de trabajo son qumica y derecho penal. Los datos recopilados permitieron explorar los procesos y problemticas del ingreso a una comunidad de autores de segunda lengua. Finalmente, se ilustra cmo este proceso de la creacin de una identidad de autor es una continua batalla que est compuesto de una gama de factores psicolgicos.


  Palabras clave: identidad, lucha del escritor, narrativa, redaccin en segunda lengua.

  


  Introduction


  
    Self-concept (or self-schema) is the organized structure of cognitions or thoughts that we have about ourselves. It includes the perceptions we have of our social identities and personal qualities, as well as our generalizations about the self based on experience. (Michener, DeLamater, & Myers, 2004, p. 79)
  


  The theme of identity has been researched extensively in the past twenty years and continues to be a significant topic to be researched (Burr, 2003; Charon, 1998; Hall, 2002; Norton, 1997, 2000, 2013). Charon (1998) outlines the complex relationships involved in identity, which he describes as:


  
    an important part of self-concept. It is who the individual thinks he or she is and who is announced to the world in word and action. It arises in interaction, it is reaffirmed in interaction, and it is changed in interaction. It is important to what we do. (p. 5)
  


  Several important points appear in the excerpt above. When referring to self-concept, Charon assigns a projection, persona, or wish fulfillment part to identity. Charon also suggests that we reveal our identities via motivated actions in interacting with others. Identity might be figuratively represented by a mirror that reflects who we are, how we see ourselves, how we perceive others, and how other people perceive us.


  Norton (2000) also mentions the implication of language and how language command ascertains identity:


  
    It is through language that a person negotiates a sense of self within and across different sites at different points in time, and it is through language that a person gains access toor is denied access topowerful social networks that give learners the opportunity to speak. (p. 5)
  


  The use of language, whether it is spoken or written, is how a person can enter into a group. Identity is to a significant extent established, negotiated, and developed through discourse. From this we can see that identity is fluid, and ever-changing depending on what someone wants to achieve. Taking into consideration the aspects of fluidity and language, we will look at the complexities of bilingual writers whose professional writing identity is expressed in another language, not their native language, and in essence whose writing identity straddles two cultures (Barron, 2003; Moreno, 2002). Furthermore, the work of Cintron (1997), Guerra (1998), and Kells, Balester, and Villanueva (2004) propose rhetoric as an element that is deeply connected to identity. This in turn leads directly to Baca (2008), who confirms rhetoric as a mediating, identity-forming activity (p. 8).


  Therefore, the present research explores the continuous second language writing practices and learning processes of two academic professors in a large public university in Mexico (Universidad de Guanajuato). The research uses narrative inquiry and examines how the two professors confront diverse elements that influence and/or play a strong role in the creation of their authorial identity based upon their opinions and lived experiences. Additionally, the participants approaches and strategies used for academic writing in a second language (English and German) is studied and their relationship to sustain and develop the participants academic identity and position. At the same time, this research goes beyond the basic issue of first language writing identity. Although the issue of writing identity is a strong element of this research, the internal language and identity struggles to find a voice emerge as a key issue in this research. This issue of bilingual voice and its relationship to writer identity is an area that needs to be researched more in order to understand second language writing and, more specifically, academic writing.


  Second Language Writing and Identity


  Second language writing has always been at the core of heritage language education, but only recently has it opened up more in the English as a second language (ESL) field (Leeman, Rabin, & Romn-Mendoza, 2011). In fact, in recent decades there has been a growing interest in the multifaceted relationship between language and identity. This has made sociocultural concerns more relevant in recent years insofar as they are now being considered as relevant (Block, 2007). Nevertheless, there has been little research on bilingual academic writers in university settings where attention is given to the professional practices of second language writers and, in particular, to writers language choices and discourse identities which emerge through individual professional practice (Olinger, 2011; Storch, 2005). There are powerful studies, such as that by Ivani&ccaron; (1998), that explore in detail the construction of identity in first language users or those by Matsuda (1997, 1999, 2003), who has studied in-depth issues of contrastive rhetoric and the authors voice using English as the benchmark for evaluation. The issue that seems to be less explored is the voice of the actual user and how it is dealt with on a daily basis in the users professional work life. More importantly, the previous work does not locate the second language user as the focus, but the language itself. In fact, if looked at in detail, the only close definition that is given by Ivani&ccaron; (1998) is the concept of autobiographical self, which is the ever evolving complexities of ones past self and this was not designed for intercultural work because her participants all were native speakers of English. This definition is perhaps too broad for the purpose of our study. As such, it has been reduced in scope to a smaller definition for English as a foreign language (EFL). Our participants deal with multiple literacies and languages to construct their experiences of second language writing. As a result, the definition of identity used in this article attempts to bridge the gap between the native (L1) and the second (L2) languages and relies on the definition that the participants give as a result of using a second language as a means of communication (Yang, 2013).


  Therefore, this article provides a space for the two participants to tell their stories, collective or individual, in an ethnographic setting where reflexivity is present to explore the past and present and how they are interrelated. The emphasis of the research is on the participants, rather than their use of language (Olivas, 2009). Here the participants are narrating a personal story which is part of their professional life and focuses on the use of a second language as a tool to maintain their academic status within their respective academic communities.


  While there is much evidence of the work in the field of authorial identity construction (Armengol-Castells, 2001; Bell, 2000; Casanave, 2004; Clark & Ivani&ccaron;, 1997; Clegg, 2008; Connor, 1996; Crawford, Lengeling, Mora Pablo, & Heredia-Ocampo, 2014; Kroll, 1990; Purves, 1988; Russell, 1991; Simmons, 2011; Wodak, 2012), this work has a strong tendency to focus on the English language as a benchmark for evaluation and/or validation. Furthermore, this research tends to reduce or limit the internal influence of the first language and the social patterns that accompany them, making the writing process about English only (Canagarajah, 1993; Crawford, 2007; Holliday, 2005; Kubota, 2002). In fact,


  
    There is indeed a widespread conception that because English is the international language that bridges multiple cultures, learning English enables understanding of the world and cultural diversity, despite its odd fallacy that any English speaker has international understanding. (Kubota, 2002, p. 22)
  


  There seem to have been few attempts to understand the influence of identity inside scholarly engagement from the point of view of the users where priority is given to the processes the users live when writing in a second language (Simmons et al., 2013). Here we are looking at how the second language writers use a second language as a professional tool and its interconnection with the concept of author identity. Specifically, we consider how the two professors deal with the process of creating a working model of writing that works for them and allows them to publish in a second language within their specific disciplines, which are not part of the realm of language studies. In this case, we are looking at two professors that research in the areas of public safety and chemical engineering.


  The Study: Participants and Narrative Research


  We selected two second language users that are quite successful as researchers in our institution, in the sense that they have demonstrated the ability to publish effectively in a second language. Between them, they have published over 150 articles in international peer reviewed journals within their professional areas of expertise. Both are members of the National Organization of Researchers (Sistema Nacional de Investigadores, SNI) and hold a level two status (three levels in total).


  Initially, they were asked to write a narrative frame that described their preparation in second language writing (Barkhuizen, 2014b). The narrative frame served as a tool to create a backdrop for an open-ended interview process. This narrative was an opportunity for the participants to generate their own voice and establish agency at the beginning of the research process. The idea was to let the participants be more participative in the research process. The aforementioned was carried out based upon the theoretical construct of narrative research, which is an open and flexible approach. Barkhuizen (2014a) describes the complexities of narrative research thus:


  
    What stories are, and indeed what narrative research is, however, remains far from agreed upon in Language Teaching Learning [LTL] research. There is no single, all-encompassing definition of narrative (research), probably because the same situation exists in other disciplines from which empirical work in LTL draws its theoretical and methodological assumptions and approaches. (p. 450)
  


  This disagreement shows the problems and also the similarities that are found when defining what constitute narrative research (Stanley & Temple, 2008). We decided to take a position of flexibility in the sense that we allowed our research participants to help shape the narratives by using the open-ended interviews based upon the narrative frames. We also tried to create a thick description by also opening up a discussion of the data with the participants, something which allows for the data to speak more for itself and also shape the result of the study (Denzin & Lincoln, 2000; Holliday, 2002). In order to do so, the two participants analyzed the transcribed data and discussed it with us to see if our written perspectives were a true reflection of their lived experience as second language writers as well as the sociopolitical discourses that made particular meaning-making options available to them (Pavlenko, 2007). This is because our participants are immersed in a writing process that combines their chosen discipline with a possibly forced second language writing option which is part of their professional identity. Therefore, narrative is an ideal approach to examine the participants professional practice and their second language writing experiences (Pavlenko, 2007). By constructing narratives, participants were engaged in narrative knowledging (Barkhuizen, 2011) by making meaning of certain important issues and experiences in their professional practice, and thereby giving these issues and experiences coherence so that we and the participants were better able to understand and interpret them. This was all done in order to construct the participants stories and give light to their identity. This provides the reader with a multifaceted view of bilingual writing identity which was constructed through the lived experience of the participants in the research process. The two participants were given the option to decide on what language they would like to use in this research; we also gave them pseudonyms to protect their identity.


  Findings


  The Initial Stages of Writing in a Second Language: The Influence of Another Person


  For both participants, the process of beginning to write in a second language started due to their professional lives. Neither one was interested in writing in a second language; it was forced upon them. First when they studied for their respective PhD degrees and then later as a requirement within the institution where they work. One completed his doctoral studies in Penal Law with a specialization in Criminology from a German university and his area of expertise is public security. The other earned his doctorate in Chemical Engineering in Mexico. In the area of chemistry, the participant had to learn English. On the one hand, they needed to enter a new academic world and write in the language which is highly regarded in their profession. For one of the participants it was English and for the other participant it was German. However, both of them had the influence of a tutor or supervisor who helped them at the beginning and corrected their work in their graduate studies. In the next excerpt, a participant describes how his supervisor advised him how to approach academic writing:


  
    My supervisor used to tell us: write your article in Spanish, and he would translate it into English. Well, he speaks English perfectly, but he used to say: do it and I will do the translation...but then, I think he didnt do the translation. He wanted us to present the ideas and he used that document as a basis to rephrase it, right? Probably, back in that time, I understood Oh, I will write it in Spanish and then I will try to translate it, but after a while I realized that it was not right because the article didnt fulfill my expectations. I understood that what I had to do was to write in English from the very beginning. (Gerardo)1
  


  For the other participant, who writes in German, he had a similar situation:


  
    One day my supervisor told me You are going to learn German. I just got you a scholarship, and honestly, I said Oh, my God! So, at nights, I used to go to the Goethe-Institut (Cultural Institute of the German Federal Republic) to learn German. (Jesus)
  


  When he started to write in German, his tutor had an important role as a reviewer and guide of his work:


  
    My article was reviewed by Klaus, my supervisor. So, I wrote it and he said this is bad...pzazpzaz and he gave it back to me correct it, and I corrected it. (Jesus)
  


  Being a newcomer to the second language writing process is far more complex than just knowing the language; the participants areas of expertise also played an important role. Most of the material they read and had access to was in the second language. This is where this unique process of having to deal with multiple literacies begins to manifest itself in the writing process. Jesus mentions this in the following:


  
    In my area of law, the biggest and strongest part is in German. The gringos have a very big conceptual issue when writing, even the British, well, the British less than the gringos. So, I dont read [in English] in my area. I read a little more in British English because the British has fewer conceptual issues [sic].
  


  As seen above, there is a process that begins where the participant classifies academic writing in his area, as well as ideological thinking, that is, the conception the participant has about the three countries: The United States, Britain, and Germany. This implies a sociological process that influences the written language development for this person. He clearly states he has problems with how Americans write. Furthermore, this same participant acknowledges his closeness to German and lets his students know that his area of law is written in German, so that they should perhaps start reading in German. This passes on one of the underlying conflicts to another new group: his students. Now his students are forced to start dealing with multiple literacies in their profession. In the excerpt below, we can appreciate how this participant is connected to German emotionally:


  
    So, emotionally I am closer to German. I acknowledge that in my area. I always tell students that penal law is written in German. It starts in German, so...I try to read the originals. Fortunately, there are many translations, but they are translations. (Jesus)
  


  This displays an emotional tie to the language and its relationship to penal law. It also shows how he uses German in order to understand specifics of his area. This use of German in his content area also has an effect upon his teaching and writing. This in turn implies the possibility that the use of German is occurring at a subconscious level concerning writing and possibly his thinking. This type of dual literacy does not occur in first language writing. It is this issue of two languages or more at play in the process of creating a written voice that becomes more complex for the second language author. This form of complexity does not exist for the monolingual writer; it can only be appreciated by a bilingual or multi-lingual writer. This emotional connection becomes a powerful force within the writing process and needs to be dealt with by the second language user. As he clearly manifests that a translation of an academic work is considered weaker, he wants his students to read the originals. This starts to raise a deeper question. Does he consider his own writing as a translation or a weaker version of knowledge?


  The Process of Writing in a Second Language


  Entering into a new academic discourse community is a complex task. It involves struggles, conflicts, and differences of writing conventions between L1 and L2. This in turn has emotional impacts on the writer. Having a plan or strategies concerning how to approach this new writing process is needed as well as how to transform the participants new writing identities in their L1 identities and negotiate these identities into L2. These two participants seemed to overlap their two writing communities (L1 and L2) simultaneously. At the beginning, they relied on their L1 to start writing in their L2:


  
    At the beginning, the problem I had was that I tried to be very literal. I dont know, I thought about the idea in Spanish and then I tried to translate it and many times you realize that it doesnt necessarily work. (Gerardo)
  


  Jesus first technique to approach writing in German was to rely on his L1 and directly translate his writing. But with experience, he became aware of the differences between these two languages and the problems of this abovementioned translation technique.


  Before starting to write, the same participant mentions how important it was to have a plan and to know exactly what he wanted to express:


  
    For me it is like writing a diary. I mean, you write the diary at the end of the day when you know what you are going to write, which step to follow. If I dont know how this is going to start and how it is going to end...I need to know exactly where I am going. The structure is always, always, always in Spanish, the big structure, and then I tried to think about it in another language. In German sometimes it is difficult, but I tried and it gets reduced, because German is very concise. (Jesus)
  


  According to this participant, the structure he followed was Spanish-based and then he tried to follow the same in German, but it is not rhetorically possible to accomplish. This in turn could be linked to the idea that the use of translation is not an appropriate step in the writing process.


  As these participants get more and more involved in their second language writing communities, they find their own resources and strategies to approach their writing tasks. For example, Gerardo mentions how reading in the L2 has helped him to approach L2 writing:


  
    Maybe I dont do it as spontaneous as I would like, sitting and using the keyboard in the computer. My procedure is more like Im going to read some articles to get familiar with the topic, how it is structured in English and then I will start to write and then if I get stuck, I will read again to see how they have a paragraph, to get some ideas and then I continue, and finally I review and then I read it again. But sometimes you never believe you are correct.
  


  This participant is always questioning what he writes in L2, but at the same time, he relies on what he has written and published previously to follow the organization of a text. The next excerpt illustrates this:


  
    Before I start writing, I read one of the articles I have already published, to get familiar with the terminology or the form, how to organize the ideas. I try to read some articles related to the topic. (Gerardo)
  


  To become familiar with the topic he is writing about, it becomes essential for this participant to feel more confident in approaching writing in L2. These strategies give him security and confidence to write in another language. The same participant elaborates on this process:


  
    Well, I have many texts and I know where they are. I know, for example, where the references are and it is faster, I pull all the references Im going to use. All the texts that I read, I mark them, so I know exactly where they are, or more less, when I write. I dont have a big space, but I put all the books on the desk, with little papers. (Gerardo)
  


  Both participants acknowledge the use of previously written work in order to produce a new one. For publication purposes, they seem to rely on their own past work before embarking on the task of writing a new article. Perhaps using these successful pieces of work helps the participants understand what they have to do for the next articles they are writing. Reading in L2 also plays an important role in this process and can be seen as a way for them to adapt their writing to L2 academic standards. In essence, what can be seen is a cyclic process of permanent construction of a text, where each new text is built on the previous one. It is almost as if the second language writing process is one of continuous development.


  Time is an important element in the progression. One participant mentions how he plans the way he writes in the L2:


  
    When I have time, I dedicate four or five hours, I mean, from 11:00 p.m. to 5 or 6:00 a.m., preferably on vacations. Unless I have many ideas, I write them all, half an hour and ready. I put them in order and then I leave them in standby until I have the time to structure them correctly. (Gerardo)
  


  When the manuscript is submitted to an academic journal and they receive the reviewers comments, both participants experience anxiety. The anxiety is not related to their professional knowledge, but it is connected to how these participants may perceive what they have written in another language. The focus seems to be on how they are interpreted as writers and the anxiety is related exclusively to issues of second language conventions. This type of anxiety is much less likely to occur for a native writer:


  
    The corrections the supervisor made for us were...always the same. Every time we were doing better and better, but above all, the way we structured our ideas. Probably in Spanish we tend to write long sentences and in English we need to rephrase them in short sentences, even the most basic things. At the beginning it was please, have a native speaker review your document because you have many mistakes but lately, they dont make those comments. It is more like careful with the typos. (Gerardo)
  


  The process of writing in an L2 can be stressful, but with time and more practice, the participants can see how they develop their use of academic language in another language and they seem to be entering into a new discourse community. This entering is a type of socialization that requires public acceptance in an academic community. The following excerpt shows how Gerardo goes about this process:


  
    Maybe there was a moment in which I think you become familiar with the reading, with all the information that we have in our area, all the information we have to review is in English. [When I write now] I think it looks more like the ones seen in journals.
  


  The key is what it looks like in an academic journal. The goal is public acceptance of an academic activity that requires outside validation. This implies that producing a replicate of an existing text is a positive goal in the academic social context. A critical framework is required because it becomes easy to see that a process cannot be separated from a product, and language cannot be divorced from culture. This is due to the consideration that a writer may bring different types of professional knowledge based on lived experiences to the writing activity. As a result, internal tensions may arrive where the focus deals with conforming to linguistic patterns, rather than producing knowledge. This is where the user is forced to shift from L1 to L2.


  Language Shift: Goodbye L1 and Welcome L2


  From a sociolinguistic point of view, the participants language shift has been gradual and one participant has shown through the narrative to be more dominant in the second language than in his native language. Becoming a user of the L2 in the academic world might imply the language shift which refers to one language becoming more dominant than the other. In the case of these two participants, Spanish was their native language and English and German were the second languages. Gradually, over time, the language of the wider academic community (English and German) displaces the minority language (Spanish), as in the case of the following participant:


  
    I think that one is forced to begin to be bilingual, in the sense of writing. I think the identity...they force you to...if you want to publish in the important magazines, well, they are in English, and so they force you to do this part of your job in English. So, I think they could even tell you, forget your Spanish, your native language. For example, when you go to conferences, you have to write the presentation, the slides of power point presentations in English, the proceedings in English, so technically they force you to lose your identity because of the context where you work. (Gerardo)
  


  Even when he continues to use both languages in different professional contexts, English satisfies his professional needs and Spanish is reserved exclusively for his private life, as he points out:


  
    I think there have been cases that, due to the demands of the profession of chemical engineering, you need to either move in English or not, or you drown in the ocean. But there have been people that they have done it and the evidence is that, for example, they are not in the national researchers system, they do not have PROMEP [Programa de Mejoramiento del Profesorado/Program of Professional Development] profile, they do not have collaboration with other colleagues, or they find it difficult to send students on exchange programs to continue with their postgraduate studies. It is almost like...an excess in Spanish is something...like Spanish is exclusively for your private life. (Gerardo)
  


  With being a bilingual person and a competent user of English, the professional doors seem to open easier in his field, not only for publishing but also for establishing contacts in other countries, using English as a lingua franca. This needs to be seen as an underlying conflict because the user is required to use a second language to be professionally accepted.


  
    And at work, English is the most important because they indirectly ask you to use it. If you want to have an important contact in a different country, it doesnt matter in which country. For example I have a colleague in Denmark but he is Chinese, so we have to speak in English. (Gerardo)
  


  The influence of the L2 in his personal and professional encounters becomes more evident in the following extract. English has gradually infiltrated his L1 writing and this seems to interfere at times. Now the user is also dealing with stress when writing in his native language:


  
    Sometimes, when they ask me to write an article in Spanish, it is more difficult than doing it in English, because I am more used to the structure in English, and in Spanish...it should be simpler but it is not. (Gerardo)
  


  The other participant comments on how he recognizes that he now writes in Spanish as he would write in German. This is interesting because the L2 is moving in and affecting his L1 at a deeper rhetorical level. Jesuss excerpt shows the internal conflict that can be felt by a bilingual writer as he works out how to separate the languages in his professional writing:


  
    Im less redundant in German than in Spanish and in English than in Spanish. I think I am more precise due to the language, it forces you to be more...for example, Germans can say Im going to explain three things to you and it means three things, one, two, three. And in Spanish they say Im going to tell you some things. It is not like one, two, three, then when you write it is four, five. So, in Spanish, I do the same. Im going to express three ideas in three points. The paragraph that is more difficult for me is the first one, because in the first one you need to explain the presentation of the problem, my theoretical framework, and my conclusions, and after that it is simpler. It is the same structure, so it is always the same.
  


  Writing professionally in another language for publication (and specifically in English) has been regarded as a sign of success in the academic world and in particular in the institution where these participants work. However, the dominance this language has on their lives carries over to how they see their L1. They now seem to find it more difficult to write in L1. They initially relied on their L1 to approach L2 writing and now they seem to rely more on L2 writing to approach L1. Here we can observe the conflict of trying to establish a second language writing identity. A shifting identity is present in the sense that these professionals have to deal with two rhetorical patterns, two discourse communities, and two different writing standards. This creates a space for underlying conflict at psychological and social levels that are manifested through language use. This process of moving between languages is present because of the fact that the users are bilingual. The traditional writing processes rarely discuss the aspect of working inside the frame of more than one language.


  Conclusion


  It can be clearly seen that there are multiple conflicts or struggles that occur in the second language writing process for these participants. It is also clear that the issue of dealing with two languages is a factor in relation to the participants authorial identity. How this is explained or classified leaves some room for debate. We, as bilingual researchers, have selected the iceberg model (see Figure 1) within the conceptual frame as outlined by Cummins (1992, 2001) as a possible way to illustrate what may be happening underneath the surface of the participants in their unique approaches to dealing with second language writing. The basic reasoning is that the participants have made a continuous reference to different types of struggles focused on the use of second language writing. Never was there a reference to a struggle in connection to their professional knowledge as university professors or researchers. This implies that it is possible for an underlying linguistic conflict to be present that is not visible in the participants professional writing, but only in their personal narrative of language use.


  [image: ]


  The users of a second language are engaged in a surface fluency use of the language in the production of their texts for their professional activities, but at the same time they are also engaged in developing an underlying operating system to deal with the use of the second language. These underlying operating systems seem to be comprised of social and psychological issues that tend to fall outside the traditional framework of authorial identity; even though it is evident they influence it. Past focus has been on the surface results rather than looking closer at the underlying issues. Here, what we have done is to draw attention to the hidden battle and struggles that academic writers have in writing in another language. Most of the issues brought forward are centered on personal and social issues that are indirectly related to writing in a second language, but definitely influence it. The result is that we do need to carry out more research on the common underlying proficiency and its impact on not only the individual, but the broader social issues of second language writing in terms of writer identity. In particular as regards how it is interconnected to the construction of professional knowledge and the norms that make this knowledge acceptable for publication.


  We have also struggled to try to define exactly what identity is and how it is dealt with in second language writing, even though we have not been able to offer a clear definition of what it is. We have, through this study, come to have a better understanding of how second language users find a place for second language writing in their professional lives. As researchers in the field of applied linguistics, we have tried to let our co-workers from the university take control of their agency in the narrative and present it from their perspective of actual successful users of the language in specific academic disciplines.


  These participants have shown how a second language has slowly moved into aspects of their professional life, impacting the participants at different levels. The participants have had to return to their L1 for guidance rather than the L2; this implies a serious shortcoming of the L2 classroom in terms of policy and practice in the teaching of second language writing. On the other hand, it was also explicitly stated that the L2 now, in turn, influences the L1 writing. This is what illustrates this permanent underlying struggle that a second language writer lives with. This struggle, in particular, should be addressed in the EFL/ESL classrooms where language production for evaluation purposes appears to displace production for professional or contextual purposes. These participants have worked over a long time to find a process where in the end the goal of writing is being able to use language for specific purposes in their professional lives. They both have found success, but they found it outside of the social space of second language learning. This should be a cause for concern among EFL/ESL writing professionals e.g., the way in which we have treated aspects of identity in the past and the value that has been placed on the first language knowledge that is brought into the discussion by the user. It would seem to be sensible to re-address much of the past research on second language writing and try to place a stronger focus on the user, rather than on language itself to better understand second language writing. Writing is a socially constructed activity that involves far more than just a simple linear process of production of a different set of linguistic rules. It is a deeper complex struggle that requires more research in particular of bilingual writers.

  


  *This research was funded by the Department of Research and Graduate Studies of the Universidad de Guanajuato (DAIP).


  1The data samples were translated from Spanish to English for publication purposes.
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  This article presents the results of an inter-institutional research study that assessed the impact of strategies instruction on students preparation for and performance in oral exams. Two teacher-researchers at different universities trained 26 students in their respective B1-English-level courses in using language learning strategies. The study included pre- and post-intervention tests and on-line questionnaires after each oral exam. After comparing the test scores and analyzing the questionnaire responses, we arrived at two main conclusions: First, that strategies instruction, especially in combination with evaluation rubrics, promotes students autonomy and enhances their oral test performance. Second, that students use of language learning strategies is influenced by instructional variations tied to the relative importance that teachers ascribe to specific aspects of oral communication.
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  En este artculo presentamos los resultados de una investigacin inter-institucional que evalu el impacto de la instruccin en estrategias en la preparacin para pruebas orales. Dos docentes-investigadores de diferentes universidades capacitaron a 26 estudiantes de nivel B1 en el uso de estrategias de aprendizaje. El estudio incluy la administracin de pruebas antes y despus de la intervencin y de cuestionarios despus de cada prueba. Los datos nos permitieron llegar a dos conclusiones: primero, la instruccin en estrategias, especialmente en combinacin con el uso de rbricas, promueve la autonoma y mejora el desempeo en pruebas orales. Segundo, el uso de estrategias est influenciado por variaciones en la instruccin asociadas a la importancia relativa que cada maestro asigna a aspectos especficos de la comunicacin hablada.


  Palabras clave: estrategias de aprendizaje en lenguas, evaluacin oral, instruccin en estrategias, preparacin para pruebas orales, rbricas.

  


  Introduction


  The global imperative to communicate effectively in an international language has gained English a preeminent place in the curriculum across the different levels of education in Colombia. This privileged position of English in Colombian schools is what The National Law of Bilingualism (Repblica de Colombia, 2013) and a recent succession of language policies (Ministerio de Educacin Nacional [MEN], 2006, 2014) dictate. The continual changes these policies have undergone over the last decade have led some local academics to question whether it is possible to effectively implement them (Pelez, Roldn, & Usma, 2014; Usma, 2009). However, since the onset of the National Bilingual Program 2004-2019 (MEN, 2006) to its reformulation as the National Plan of English 2015-2025: Colombia Very Well (MEN, 2014),1 language policy in Colombia has been consistent in at least two aspects: First, that Colombian professionals need to achieve high levels of English proficiency;2 second, that they need to certify those levels of competence through standardized tests.3


  Despite the ambitious goals set by the national government, inconsistencies between the teaching and the evaluation of English are the order of the day in Colombia. In a Phase-1 exploratory study, Restrepo and Medina (2014) observed that the results students obtain in English oral exams are usually not in proportion to the efforts they make to prepare for them. Furthermore, many college students study only for passing the exams, but they fail to understand, retain, and transfer linguistic knowledge. As a result, these students learning gaps show up in course examinations that seek to evaluate their overall communicative competence (Bachman & Palmer, 1996; Canale & Swain, 1980).


  Students difficulties to demonstrate their English competence on school examinations largely occur as a result of ignoring or misusing language learning strategies (Restrepo & Medina, 2014). This deficiency could in turn be linked to the teachers lack of knowledge or initiative to instruct students on how to use learning strategies to prepare for their evaluations, a lesson which educators often overlook because they neither see the need to teach it nor consider it a part of their teaching role. Aware of the need to find solutions to this problem, researchers from three English teaching programs in Medelln, Colombia, decided to conduct this project in search of a context-appropriate manner to help students improve their preparation for and performance in English oral evaluations.


  Literature Review


  Types and Forms of Evaluation


  In language teaching some differences have been established between evaluation, assessment, and testing. Evaluation serves as an umbrella term that encompasses the application of different means and procedures to judge student achievement, teaching effectiveness, and curriculum appropriateness (Brown & Abeywickrama, 2010). Assessment involves the continuous collection of information about students learning to inform decisions conducive to the improvement of teaching and curriculum. Finally, testing is a mechanism used to measure students level of achievement as regards the development of language skills or the appropriation of new knowledge (Arias, Maturana, & Restrepo, 2012; Brown & Abeywickrama, 2010).


  Evaluation activities can be classified into different types and forms. There are two main types of evaluation. Once specific moments of learning and teaching have taken place, summative evaluations are administered to verify students partial or total achievement of specific learning goals (Hadji, 1997). Formative evaluation, on the other hand, entails an ongoing gathering of information about students learning that teachers can use to inform and adjust their course planning (Council of Europe, 2001). Formative evaluation encompasses all continuous evaluation that teachers integrate into a course sequence in order to remedy students difficulties, strengthen their learning, and prepare them for summative examinations that will require them to display their language abilities (Arias et al., 2012). Evaluation is also classified into two forms. Traditional evaluation entails a significant degree of teacher control over the expected student answers whereas alternative evaluation involves more freedom of production in this regard (Arias & Maturana, 2005; Maturana, Restrepo, & Ferreira, 2009).


  Language Learning Strategies


  Research in the field of language learning strategies formally started out with Rubins (1975) work. She observed that good learners communicate and learn through the target language, seek opportunities to practice it whenever possible, develop strategies to overcome interactional inhibitions, make informed guesses regarding unknown language uses, pay attention to both meaning and form, and monitor their speech and others. She proposed an initial classification that includes direct and indirect strategies. Although the strategies she described continue to be included as some of the most used by effective language learners, much has been researched, questioned, discussed, and adjusted since her seminal study appeared.


  Later research work focused on defining and classifying learning strategies. In her earlier work, Oxford (1990, 1994) defined learning strategies as behaviors, actions, steps, or techniques that students intentionally use to improve their progress in developing their language skills. Chamot and OMalley (1990, 1994), who conducted studies parallel to Oxfords, concluded that students use strategies to regulate their emotional disposition towards learning and to select, acquire, organize, integrate, and retrieve linguistic knowledge.


  Both proponents (Chamot & OMalley, 1990, 1994; Cohen & Weaver, 2006; Griffiths, 2004, 2007; Oxford, 1990, 1994, 2011; Wenden & Rubin, 1991) and critics (Coyle & Valcrcel, 2002; Ellis, 1994; Macaro, 2006) of the language learning strategies theory have acknowledged the difficulty in providing not only a clear definition but also a broadly accepted classification. However, according to Cohen and Weaver (2006), a certain degree of consensus has been achieved in regard to specific characteristics of the learning strategies. First, they are considered to be part of a larger set of learner strategies that also include use strategies. Second, learning strategies are purposely used by students to achieve specific learning goals, which vary in their immediacy and complexity. Ultimately, however, strategies are aimed at helping students develop their communicative competence in the second language. Third, students selection and use of strategies largely depend on personal factors such as age, gender, learning style, and motivation; and on external factors such as linguistic task, skill focus, target language, and educational and cultural contexts. Fourth, strategies are not used in isolation but as part of clusters. Finally, whether simultaneously or in sequence, the way in which strategies are coordinated and organized, although influenced by external factors, is always a decision of the learner (Cohen & Weaver, 2006).


  Starting with the general notion of learner strategies, Cohen and Weaver (2006) proposed various types of classification. Learner strategies can be classified depending on the language skills they favor, whether they are productive (writing and speaking) or receptive (reading and listening). Nonetheless, there are general skill-related strategies, such as vocabulary, grammar, or translation strategies, which cut across the different skills. In addition, learner strategies can be classified into use or learning strategies depending on the learners goal. Use strategies include retrieval, rehearsal, communication, and cover strategies. Learning strategies, on the other hand, have been traditionally classified based on function into cognitive, metacognitive, social, and affective strategies (Chamot & OMalley, 1990, 1994; Oxford, 1990).


  Learners employ cognitive strategies to manipulate information in order to facilitate its learning. Thus, cognitive strategies are directly tied to the specific tasks learners want to complete and to the learning objectives they want to achieve. Therefore, cognitive strategies refer to the steps learners take to solve problems that require the direct analysis, synthesis, and reconfiguration of new learning material (Palincsar & Brown, 1984; Wenden & Rubin, 1991).


  Metacognitive strategies (Chamot & OMalley, 1990, 1994; Cohen & Weaver, 2006; Diaz, 2015; Klimenko & lvarez, 2009; Oxford, 1990, 1994, 2011) allow students to step back and manage their language learning through a continuous cycle that involves planning, monitoring, and evaluating what they learn and how they go about learning it. They focus on the before, during, and after of any learning task, which could be as simple as writing a paragraph and as complex as developing their overall language competence.


  According to Cohen (2011), social strategies allow learners to interact with other speakers, such as classmates and teachers, to facilitate the completion of a task and the learning process in general. Affective strategies, on the other hand, help students regulate their emotions, motivation, and attitudes towards the task at hand. They also help reduce anxiety and provide encouragement (Cohen, 2011).


  In line with the strategies classification described above, we conceive strategies as thoughts and actions purposely employed by learners to manage and self-direct their learning. Language learning strategies allow students to regulate their emotional dispositions and social interactions around learning, and to apply specific cognitive and metacognitive mechanisms in response to specific learning tasks. Nevertheless, strategies are ultimately aimed at supporting the development of students communicative competence.


  Taking into consideration the educational context of our country, the revision of the literature in the field, and the results obtained in a previous project, we decided to embark on this study to assess (a) the impact of strategies instruction on the degree of students strategy use in preparing for oral exams and (b) the effectiveness of students strategy use on their evaluation performance. Finally, we decided to focus on oral tasks because they serve as immediate and accurate indicators of students actual linguistic competence and because of the cognitive, affective, cultural, and interactional abilities that students must employ to successfully complete such tasks.


  Method


  This study subscribes to the qualitative research paradigm, which aims to go into detail about how human beings experiment and perceive social phenomena as they occur. From a constructivist-interpretivist perspective, researchers appreciate the point of view of the participants regarding the object of investigation and recognize the impact that a research study may have upon their experiences and lives (Gonzlez Monteagudo, 2000; Hernndez, 1997; Ortiz, 2000).


  As an educational action research, the study involved a process through which teacher-researchers sought not only to understand some issues that affect their teaching practice, particularly as regards evaluation, but also to engage in specific actions directed towards the improvement of student learning within their own school communities. Based upon the findings of a Phase-1 descriptive study, this particular project specifically involved a pedagogical intervention that aimed to improve students strategy use to prepare for their oral evaluations.


  We believe, notwithstanding, that qualitative and quantitative measures used for the data collection and analysis are not competing but rather complementary so long as the integrity of the participants is not compromised. For this study in particular, although we did not apply any form of probability sampling, we did collect and analyze quantitative data to enrich the understanding of the phenomenon under investigation. Therefore, from a methodological perspective, the study approaches what Johnson, Onwuegbuzie, and Turner (2007) have denominated a QUAL + quan research.


  Participants


  Participants included two groups of 12 and 14 English-teaching students from two private universities in Medelln, Colombia, and their respective instructors. They were part of the B1-English level4 courses in their corresponding undergraduate programs. Students from both institutions came from a middle-class socio economic background. There were 17 females and nine males, both of them from ages 18 to 25.


  Procedures


  Sampling


  Although quantitative data were used in this study for triangulation purposes, the research team chose participants not through probability but through deliberate sampling (Lankshear & Knobel, 2004). We5 collected data from only two groups of students for philosophical, technical, practical, and ethical reasons. In the first place, as a research team, we wanted to gain insight on the impact of strategies instruction by means of studying our own classes rather than other teachers. In addition, from the inception of the study we decided that data would be collected in intermediate (B1) English courses, because prior studies (Chamot, Barnhardt, Beard, Carbonaro, & Robbins, 1993; Cohen, Weaver, & Li, 1996) have shown that students at this level of competence benefit more from strategies instruction than students at any other proficiency level. Nevertheless, due to course allocation processes, only two members of the team were assigned intermediate level courses during the data collection period, so we ended up working with only those two classes. Finally, due to ethical considerations, these two teachers provided strategies instruction and administered the pre- and post- tests to all the students in both classes, but as a team we used only the data supplied by the students who signed the consent forms, thus following what Bell (2010) has called opportunity sampling (p. 150).


  Data Collection


  The collection of the data involved a strategy instruction intervention, pre- and post-tests (diagnosis formative assessment and final summative assessment), and the application of on-line questionnaires after each evaluation. Table 1 illustrates the steps, objectives, and instruments used.
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  In order to guarantee the reliability and internal validity of data-collection instruments (rubric and questionnaires), the researchers who participated in the study designed them as a group and later submitted them to the evaluation of external researchers and test designers. To ensure the validity of the oral exams scoring, a researcher different from the course instructors served as co-evaluator for both the diagnosis and the summative exams. Students scores in the oral exams were reached through a consensus between the course instructor and the external evaluator.


  Intervention


  With the strategies instruction workshop, the two instructors trained students to recognize and use learning strategies to prepare for their oral exams. The intervention, which was applied only once, lasted four hours and was divided into two sessions of two hours each. The instructors conducted the workshop separately with their respective classes.


  In line with the recommendations made by Cohen (2011) and Chamot (2005), both teachers delivered the strategies instruction workshop through the following stages: (a) activation of previous knowledge, (b) definition of learning strategies, (c) classification of learning strategies, (d) teacher modeling of learning strategies, (e) students practice with learning strategies, and (f) students demonstration of strategy application. However, the instructors were allowed to modify the order of the previous stages and the way in which they conducted them in accordance with their teaching style and with the institutional principles that guide instruction at each university.


  The workshop was specifically geared towards helping students prepare for their course final summative evaluation, which consisted of an oral review of a movie of their choice. Therefore, taking into consideration the test-specific requirements, both teachers incorporated as part of the intervention a general analysis of the results obtained by their students in the previous diagnosis evaluation, of the speaking-oriented strategies included in both questionnaires, and of the common rubric and the way in which the learning strategies could help students prepare to meet the evaluation criteria established in it.


  Data Analysis


  During this stage, three data sources were considered: (a) the answers to the closed questions of the questionnaire that indicated students degree of recognition, selection, and use of learning strategies before and after the intervention;6 (b) the results obtained by students on both oral exams; and (c) the answers provided for the open-ended questions in the last part of the questionnaires in which students were required to describe and evaluate the strategies they used to prepare for each oral evaluation.


  An external advisor guided us through the process of analysis and interpretation of the quantitative data obtained from both the first section of the questionnaires and the test scores. For the analysis of the test results, we first calculated the total scores and the scores for each of the rubric domains within a range of 10. Then, to determine the progress made after the intervention, we calculated the means and then established the difference between the values obtained for both the diagnosis and the summative exams. Finally, we identified general trends in the overall results and specific discrepancies between the results shown by the two groups.


  Qualitative data from the second part of both questionnaires were analyzed following an inductive-deductive process of categorization, grouping, and interpretation through NVivo software. Researcher triangulation was employed through three stages of codification (by individual researchers, by codification sub-teams, and by the whole research group) in order to validate the categorization of the results. Finally, the research team validated the interpretations with one another.


  Results


  Strategies Selection and Use


  In order to assess the impact of strategies instruction on the degree of students strategy use, we compared the results of the closed-response section of the questionnaires that were administered after each evaluation. Although 26 students participated in the study, only 22 students answered the questionnaires. Figure 1 shows the average use of strategy before and after the intervention. Strategies are organized from top to bottom according to the gain they experienced in terms of student use after the intervention. Out of the 12 strategies presented in the questionnaires, 10 had an increase in the proportion of student use, and only two of them had a decrease. The strategies that had the most significant growth were monitoring pronunciation and fluency, monitoring and adjusting the preparation for the activity, and planning the preparation for the activity. The two strategies that experienced a decrease in student use were asking for clarifications and expressing feelings and opinions.
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  Before the intervention, the strategies that students used the most were identifying the tasks purpose and summarizing the essential information; in contrast, the strategies that students used the least were asking the teacher for clarification about the evaluation and asking for pronunciation corrections. After the intervention, the strategies that students used the most were identifying the tasks purpose, monitoring pronunciation and fluency, summarizing essential information, and planning the preparation for the activity whereas the strategies that students used the least continued to be asking the teacher for clarification about the activity and asking for corrections on their pronunciation. Figure 2 shows the growth in strategy use, which was established after comparing the use of each strategy before and after the intervention.
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  In relation to the most used strategies, the qualitative data showed that the use of rubrics played a part in helping students identify the purpose of the activity. For instance, when asked about the most effective strategy he had used to prepare for these tests, one student answered:


  
    I am familiar with this type of evaluation (oral presentation), and I know by experience that it is very important to take the time to read the rubric, to analyze it, and to identify what is the most relevant (for that evaluation) and what could also be a challenge when presenting. (Student 16)7
  


  In addition, it is worth noting that metacognitive strategies that involved planning and adjusting the preparation for the activity were not only among the ones most used but also among the ones whose use grew the most. They were followed by cognitive strategies such as summarizing and reorganizing the information and practicing the speech. Students recurrently used these strategies before and after the intervention. In contrast, social and affective strategies that involved, for instance, expressing opinions and asking for clarifications and corrections were not only the least used but the ones whose use decreased the most.


  These quantitative data from the questionnaires are consistent with the results obtained in the analysis of the open responses that students gave as regards the strategies they used. The analysis done through NVivo revealed that in terms of the amount of information that students provided regarding strategies, 50% of the references corresponded to cognitive strategies, 25% to metacognitive strategies, 15% to social strategies, and only 10% to affective strategies.


  The results shown by the questionnaires indicate that strategies instruction increased the students use of learning strategies. Results also show that strategies instruction especially favored the purposeful use of metacognitive strategies, even though cognitive strategies were the ones most consistently used across all stages of the study. This evidence suggests that students in general were somewhat familiar with cognitive strategies, even before the instruction they received, which is not surprising given that cognitive strategies are the most widely known in these students academic context. Instruction, however, proved to be fundamental in getting learners acquainted with metacognitive strategies and with the way in which they could use them to better the effectiveness of their overall test preparation. This effect of strategies instruction became clear in the significant growth in the use of metacognitive strategies that students exhibited during the second evaluation.


  Strategies Impact on Students Preparation for and Performance in Oral Exams


  To assess the effectiveness of students strategy use on their evaluation performance, we compared the results obtained by both groups in the pre- and post- intervention tests, as shown in Table 2.
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  These results show that, on average, students from both groups improved on their total test scores after they received strategies instruction. Out of the 26 participants, six of them decreased their test scores whereas 19 increased them. Of the 12 students from Group 1, 11 obtained a higher score in the final test, and only one of them (the lowest-performing student) obtained a lower score than she had gotten on the first test. On the other hand, of the 14 students from Group 2, eight improved their test scores and six lowered them. Nonetheless, students from the Group 2 had obtained very high scores in linguistic aspects such as speaking skills, content preparedness, and verbal expression on the diagnosis test, and most of them either kept or improved those scores on the second exam. Figure 3 shows the progress of the test scores for both groups.
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  Here it is important to clarify the domains speaking skills and verbal expression as used in the evaluation rubric (Appendix B). Speaking skills were defined as the ability of students to pronounce clearly, to speak at an adequate pace, to use proper volume, and to make adequate use of pauses during their speech. On the other hand, verbal expression referred to the students ability to appropriately use content-specific terms within grammatically correct structures to retell and analyze the stories they had selected for their presentation.


  Although both groups of students had an increase on their test scores, their improvement was not homogeneous. On the one hand, students from Group 1 increased in use of visuals, content and preparedness, organization, and speaking skills, but they decreased in their verbal expression. In other words, they improved in all the criteria set for the evaluation except for their verbal expression, which actually decreased. On the other hand, students from Group 2 increased in their use of visual aids, organization, verbal expression, and content and preparedness, but they had no improvement on either their use of time or their speaking skills, albeit they had the highest scores for speaking skills from the first evaluation, and they kept them that way. Although these latter students improved the quality of their discourse and the form of their presentation, their speaking skills stayed the same.


  Variations in the results obtained by both groups seem to be in alignment with the emphasis that teachers put on certain aspects of the oral evaluation during the instruction, as expressed by them in post-data collection discussions.


  The teacher of Group 1 perceived that many students, when preparing for oral exams, had the tendency to focus excessively on organizational aspects of their presentation, often because they were afraid of making mistakes. As a result, he said, many students wound up memorizing their speech from a script and later reciting it during the presentation, which ultimately affected the overall flow of communication. Therefore, he instructed students to focus on understanding and communicating ideas (preparedness), even if that meant making a few grammar or vocabulary mistakes. He also highlighted the importance of adequately using visuals and organizing the discourse within a logical structure to increase clarity and facilitate the audiences comprehension.


  In contrast, the teacher of Group 2 declared that she gave her instruction from a holistic perspective of what the communicative competence is. Nonetheless, in the first assessment she noticed that although her students showed an overall good level of language proficiency, they had difficulties in the use of discourse as refers to the appropriation of the type of text that was required from them. Some of them, for instance, retold a story in their own words, but they failed to analyze the storys basic literary elements and to follow the structure of an oral presentation, as the task instructions required. After asking students to pay closer attention to the formal aspects of their discourse, she observed that they were indeed ameliorated for the second exam, particularly as regards students appropriation of the text type.


  Evidently, teachers favored some aspects of oral communication over others in their instruction. Although such emphasis may have come from particular teaching styles, it was mostly a conscious attempt from the teachers to address the communication problems and learning needs that they had observed in their specific groups of students. This relative importance that teachers ascribed to specific aspects of the oral evaluation appeared to have a direct effect on the way students prepared for the second exam.


  Discussion


  Strategies Selection and Use


  With respect to the use of strategies to prepare for English oral exams, results suggest that the clearer the instruction provided by teachers regarding the evaluation activity, the less will students have to resort to them for additional clarification. Furthermore, in line with other studies on assessment (Jonsson & Svingby, 2007; Panadero & Jonsson, 2013; Picn Jcome, 2013), this research shows that sharing rubrics with students in advance may help them identify the purpose of the evaluation activity and may give them a heightened sense of control over their test preparation. To attain these benefits, however, rubrics should clearly describe the learning objectives to be achieved, the procedural requirements to be met, and the evaluation criteria upon which performance will be assessed.


  Results also seem to indicate that direct strategies instruction increases students awareness of learning strategies and their subsequent use. This holds true particularly for metacognitive strategies, which, as opposed to most cognitive strategies, call for direct instruction so that students can really grasp what they are and how they can be used to enhance learning (Cohen & Weaver, 2006). Moreover, when strategies instruction is specifically incorporated into a language course to assist students in better preparing for their oral exams, it appears to increase the students use of metacognitive strategies such as planning, monitoring, and adjusting their test preparation, which are pivotal for students to have a successful test performance.


  In conclusion, students selection and use of strategies to prepare for an oral evaluation seems to be directly affected by the quality of the instruction they receive from teachers. Using carefully designed rubrics and sharing them with students before the evaluation enhance their comprehension of what is expected of them and how they can achieve it, thus increasing their sense of autonomy. We believe that when rubrics are used in tandem with strategies instruction as part of a comprehensive instructional system, students are empowered with a greater sense of control over their learning, and they can prepare more effectively to increase their test performance.


  Strategies Impact on Students Preparation for and Performance in Oral Exams


  Results indicate, nonetheless, that even though strategies instruction does contribute to improve students preparation for and subsequent performance in English oral exams, instructional variations derived from teachers focus on specific aspects of the evaluation also affect students strategy use.


  Previous work in the field of language learning strategies (Cohen & Weaver, 2006; Griffiths, 2007; Oxford, 1994, 2011; Tragant & Victori, 2012) has already pointed out that the selection and use of learning strategies depend on a number of factors, such as age, gender, learning style, and type of activity. The results of this study also suggest that the perceived importance of specific aspects of the evaluation on the part of the teacher might be connected to the strategies that students use in preparing for it. This perceived importance of aspects such as verbal expression, language skills, organization, and preparedness is directly linked to the value that teachers assign to them during instruction.


  Regardless of how prescriptive strategies instruction may sometimes appear, it is ultimately the teachers responsibility to gear it towards meeting the language learning needs of their students. However, teachers must bear in mind that the relative priority they give to some aspects of language might influence their students choice of strategies and, ultimately, their overall language learning process.

  


  *This article presents some of the final results of an inter-institutional study titled, Estrategias de Aprendizaje que Favorecen la Preparacin del Estudiante para la Evaluacin de su Desempeo Respecto a su Competencia Comunicativa en Ingls (code number 38169). This study was collectively sponsored by Fundacin Universitaria Luis Amig, Universidad Pontificia Bolivariana, and Universidad de Antioquia, and involved the participation of researchers from the language teaching programs of these three institutions. Also, the preliminary findings of this study were presented by the authors during the VI Coloquio Internacional sobre Investigacin en Lenguas Extranjeras that took place in September of 2014 at Universidad Nacional de Colombia, Bogot.


  1While we were preparing the final version of this article, the new government of President Santos nullified the National Plan of English 2015-2025, thus rendering it the shortest-lived language policy in Colombias history to date. A new language policy to replace it had yet to be formulated.


  2Professionals across different areas of study must reach a B1 level of proficiency and English teachers must reach a C1 level according to the Common European Framework of Reference (Council of Europe, 2001).


  3All undergraduate students must demonstrate these levels of competence in the Saber-pro examinations, which are a mandatory requirement for college graduation. In addition, public school teachers are expected to take the Annual Diagnosis Test to certify their English proficiency. Both tests are administered by the National Institute for the Evaluation of Education (ICFES).


  4According to the Common European Framework of Reference (Council of Europe, 2001).


  5The pronoun we is used throughout the article to refer to the authors and, through them, to the entire research team who participated in the project. The team was made up of nine people, including teachers, advisors, and assistant students who performed various roles over the course of the study. The term instructors, however, refers exclusively to the two teacher-researchers who collected the data and supplied the strategy instruction to their respective classes. It is worth pointing out that of these two instructors, only one (Jos Abad) co-authored this article.


  6The set of strategies included in this instrument was pre-selected by the research team based on an analysis of Oxfords (1989) strategy inventory.


  7The original comments in Spanish were translated for the purpose of publication.
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  Appendix A: Questionnaire 1


  Researchers in the field of language teaching from Fundacin Universitaria Luis Amig, Universidad Pontificia Bolivariana, and Universidad de Antioquia participated in the project Learning Strategies that Favor Students Preparation for English Oral Exams. To collect data for this study, we ask that you please answer the following questionnaire.


  1. General Information

  Complete the requested information.
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  2. Strategies

  Language learning strategies are defined as behaviors, actions, steps or techniques that students use to improve their progress in developing their language skills (Oxford, 1990). This section is related to the learning strategies you could use during your preparation for English oral exams.


  Part A: Scale

  Indicate if you used the following preparation activities. If so, tell to what extent you did it by selecting the option you consider the most appropriate in each case.*


  0 = I did not use it; 1 = I used it a little; 2 = I somewhat used it; 3 = I used it a lot.
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  Part B: Questions

  Answer the following questions, providing all the information you consider to be relevant.


  
    	How did you prepare for the exam? Describe the process in detail, including those strategies that were not described in the previous section.


    	How was the team work carried out? Describe the difficulties and achievements you had during the preparation for the exam.


    	How did you handle the feelings generated by the exam during your preparation?


    	Of the strategies you used to prepare for the exam, which were the most effective? Why?


    	Of the strategies you used to prepare for the exam, which were the least effective? Why?


    	If you could take the exam again, which changes would you make in your preparation in order to improve your performance during the exam?

  

  


  Appendix B: Rubric for Summative Evaluation: Movie Review


  Instruction. In pairs youre going to choose a film of your interest and do an oral presentation about it. For the oral presentation take into account the following:


  
    	Describe its main elements: characters (2-3), plot, setting, conflict, and resolution


    	Make sure your presentation has an introduction, development, and conclusion and connect them


    	Express your point of view about the film

  


  Youre going to be assessed based on the following rubric. Assessment will be individual.
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  Sociocultural theory argues that an individuals mental, social, and material activity is mediated by cultural tools. One such tool is the language or discourse teachers use during whole class interaction in the second language classroom. The purpose of this study was to examine how a Colombian se-cond language teacher mediated her ninth-grade students participation during classroom interaction. We videotaped and transcribed five lessons and interviewed the teacher after each lesson. Findings revealed that the teacher mainly used questions, elaborations, recasts, and continuatives in patterned combinations to help learners co-construct relevant content and sustained participation. Such mediation provided learners with frequent affordances to engage in meaning-making, a necessary condition for developing a new language.


  Key words: Discourse moves, interaction, oral participation, mediation.

  


  La teora sociocultural argumenta que las herramientas culturales median la actividad mental, social y material de una persona. Una de estas herramientas es el habla o discurso del profesor(a) en interaccin con sus estudiantes durante la clase. Esta investigacin analiz la forma como una profesora de segunda lengua medi la participacin de sus estudiantes y las implicaciones de dicha mediacin. Se realizaron cinco observaciones de clase seguidas de entrevistas a la profesora. Los resultados muestran que la profesora utiliz principalmente preguntas, elaboracin, reformulacin correctora y continuativos para la co-construccin de contenido y participacin de los estudiantes. Dicha mediacin ayud a los estudiantes a construir significado, condicin necesaria para aprender una nueva lengua.


  Palabras clave: herramientas discursivas, interaccin, mediacin, participacin oral.

  


  Introduction


  In sociocultural theory, a more capable other such as the teacher is often called to play a major role in promoting a novices learning and development by providing mediation or help (Vygotsky, 1978). Although in the field of second language acquisition (SLA) this concept has been explored by a variety of research (Hall & Verplaetse, 2000; Lantolf, 2000; Lantolf & Thorne, 2006), several crucial topics appear to be still underrepresented. Notable omissions include the semiotic tools through which mediation occurs (Ohta, 2000a) and the way the second language (L2) mediation is shaped by cultural-historical, sociocultural, ontological, and microgenetic influences. In this paper, we shed light on these two crucial topics by investigating (a) the focus of the mediation provided by the teacher, (b) the time at which such mediation was provided, and (c) the specific discourse tools that the teacher used to mediate learners English as a foreign language (EFL) oral participation during whole class interaction.


  In the first section of the paper, we discuss the concept of mediation and review some of the research on mediated L2 learning during teacher-student interaction. Next, we describe the methodology for data collection and analysis and present the findings. In the last section, we present the implications of these findings for professional development.


  Conceptual Framework


  The concept of mediation derives from Vygotskys view that an individuals activity, whether mental, social, or material, is shaped by cultural tools and signs that have been historically created (Vygotsky, 1978, 1986; Wertsch, 2007). That is to say, an individuals relationship with the world and others is not direct, but rather mediated through various types of signs that have been inherited from others, learned, and often transformed through recurring cycles of specific cultural and social practices. Based on this orientation, mediation is understood in this paper as a self-directed or other-directed process resulting in voluntary control over ones social and mental activity thanks to the use of cultural artifacts, concepts, and signs (Lantolf & Thorne, 2006). Most notably, mediation often occurs through linguistic means and takes the form of linguistic guidance of participation (e.g., providing verbal cues or using assisting questions of various kinds). In this paper, our focus is on verbal mediation provided by the teacher to assist learners as they interact in the EFL during whole-class activities. Since learners use of English in Colombia occurs almost exclusively in the classroom, focusing on teacher mediation is crucial for understanding the dynamics of EFL learning in the Colombian context.


  L2 Teacher-Student Interaction as a Mediated Activity


  Sociocultural research in SLA has focused on a variety of topics including private speech (Appel & Lantolf, 1994; Ohta, 2000a, 2000b), other-regulation (Antn, 1999; Donato, 2000; McCormick & Donato, 2000), the zone of proximal development (ZPD) and scaffolding (Aljaafreh & Lantolf, 1994; Donato, 1994; Guk & Kellog, 2007), and dynamic assessment (Lantolf & Thorne, 2006; Poehner & Lantolf, 2010). One of the most compelling findings of such research is that SLA can be conceived as social in origin, semiotic in nature, and instantiated in mediated interactions with others. In addition, this research also shows that teachers discourse (what they say, how they say it, how they respond, etc.) is consequential to language learning and development. For example, Aljaafreh and Lantolf (1994) and Ohta (2000b) investigated the verbal moves used by a teacher or tutor to provide corrective feedback and the way those moves mediated L2 development. The first study looked closely at the cognitive functions of the mediators utterances, whereas the second studied the extent to which learners repeated teacher recasts softly to themselves (i.e., private speech) after the teacher gave feedback to other students. Aljaafreh and Lantolfs (1994) findings show that mediation needs to be provided as learners show signs that they need help (i.e., it needs to be contingent) and that mediation must start at the most implicit forms of support, becoming more explicit if learners continue to require help (i.e., it should be graduated). Ohta (2000b) extended this discussion and demonstrated that a learners private speech can be an important indicator of the effectiveness and saliency of teacher mediation. Her research suggests that private speech during whole class interaction may be one indicator of effective mediation that promotes learner assimilation and expansion of new language elements. Research on dynamic assessment in the context of L2 learning is also fundamentally grounded in this basic assumption of Vygotskyan theory (Lantolf & Thorne, 2006).


  Other studies have demonstrated that mediation has a positive effect on students L2 learning. These studies have shown that teachers utterances are more than ways to provide input or elicit output, that well managed discursive forms of teacher mediation support cognition and linguistic development in the context of tasks and instructional goals (Gibbons, 2003; Toth, 2011), that this mediation can potentially create whole class and small group ZPDs (Antn, 1999; Guk & Kellog, 2007), and that it may serve as scaffolding and dynamic assistance (McCormick & Donato, 2000).


  The specific tools of mediation reported in the SLA literature are diverse, confirming Kozulins (2003) and Vygotskys (1978) claims that the forms of adult mediation vary greatly. In addition to questions (McCormick & Donato, 2000) that teachers deploy are included functional recasts (Mohan & Beckett, 2003), negotiation of meaning requests (Gibbons, 2003), repetition, demonstrations, translation, metalinguistic comments, and the initiation of a solution that learners must complete (Guk & Kellog, 2007).


  Although many of the previous studies argue that L2 learning in the classroom can be mediated by teachers discourse, this research has focused primarily on studying the development of learners linguistic system rather than on examining how teacher mediation sustains learners participation in meaningful interactions. For example, previous studies have focused on article use, tense and aspect, use of prepositions, and modal verbs (Aljaafreh & Lantolf, 1994), verb meanings (Ohta, 2000b), and vocabulary (Guk & Kellog, 2007). Two exceptions to this observation seem to be Mohan and Becketts (2003) and Gibbons (2003) studies that described how learners meaning-making capacity expanded from congruent (non-academic) to non-congruent (academic) discourse realizations (Halliday & Matthiessen, 2004), and how content, meaning, and form in the English as a second language (ESL) content-based science classroom were functionally related. The goals of previous research seem to have been, then, to study how more capable others mediate learners development of the language system, rather than how this mediation helps learners to participate in whole class interactions. Thus, this study assumes a broader perspective on mediation that focuses on the discursive ways in which the teacher attempts to support student participation and the production of relevant content during teacher-student interaction. This study addressed three complementary questions: (1) What discourse tools did Kelly1 use to mediate learners oral participation in the L2? (2) What was the focus of those discourse tools? (3) At what time during the interaction did Kelly provide mediation through those tools?


  Method


  This study followed a naturalistic line of inquiry (Richards, 2003) to analyze how a Colombian teacher named Kelly mediated her learners L2 participation during whole class discussions through various discursive tools. Unlike experimental research that seeks to discover cause-effect relationships by controlling variables, this case study (Duff, 2008) can be considered naturalistic because it took place in the natural context of Kellys ninth-grade classroom and did not require any change in how Kelly usually taught her lessons.


  Participants and Context


  Kelly, the participant of this case study, is an English teacher at a low-income state school in an urban area of Sincelejo, Colombia. Kelly volunteered to be part of the study after an open email call that was sent to teachers who had not been trained by the Colombian national bilingualism program. Before the study, Kelly was informed that the study would focus on how she and her students talked during lessons and that the study would not alter the way she taught her lessons. Both Kelly and the students parents agreed to participate in the study and provided signed informed documents of consent.


  At the time of the study, Kelly had taught English for about ten years and held a degree in second language teaching and a specialization in translation. She also had a C2 proficiency level in English according to Oxfords quick placement test (Oxford and Cambridge ESOL, 2002),2 which allowed her to engage in fluent conversation in English about a wide variety of topics. Kelly taught two English lessons per week to her 42 ninth-grade students, one hour on one lesson and two hours on the other lesson. Kelly and her students do not have a textbook that they use for their lessons; rather, they use selected sections from a textbook that Kelly chose, which they photocopy before lessons start. As is common practice in her school, Kelly was the one responsible for choosing this textbook and for deciding which sections from the book to use.


  At the moment of this research, Kelly had not been part of any course or seminar offered by the Ministerio de Educacin Nacional (MEN, Ministry of Education) within the Programa Nacional de Bilinguismo (PNB, National Bilingualism Program) (MEN, 2005). Although Kelly had become familiar with the goals of the PNB as part of her school work, she had not been exposed to the L2 teaching methodology promoted by the PNB, which sought to enable EFL teachers to interact meaningfully with learners, mediating their oral participation through appropriate discourse strategies such as content-oriented questions. However, such orientation to communication was common in the L2 courses Kelly taught at night at a private university.


  For this study, we focused on Kellys interactions with her ninth grade students, a group of 42 mixed-gender learners whose ages ranged from 13 to 16 years. As is common in Colombian classrooms (Herazo & Donato, 2012), Kellys ninth graders had a low beginners oral L2 ability, which allowed them to express only basic functions such as greetings, introductions, and simple descriptions provided they had sufficient help from the teacher. All students in Kellys ninth-grade class belong to low-income households, most of them located around the school.


  Data Sources


  We observed Kelly for six hours during five lessons in May 2011. Kellys purpose for these lessons was to promote student participation during classroom interaction about teenagers issues and their consequences. We kept field-notes during lessons, collected artifacts, and videotaped and audio-recorded all lessons. We did three lesson observations before data collection to get learners familiar with being recorded and thus ensure that recording procedures did not significantly alter usual teacher-student interaction patterns. For the audio recording, we used a digital recorder with a clip microphone on Kellys collar that she carried at all times during the lessons. After each lesson, we identified and transcribed for future analysis a corpus of 25 episodes from whole-class teacher-student interaction (transcription conventions appear in Appendix A). In all cases, the purpose of the teacher during those interactions was to promote students oral participation in the L2 to talk about various topics, such as student problems or vacations. The interactions usually followed reading or listening activities in which those topics had been introduced.


  We also used the transcribed episodes for stimulated recall protocols (SRPs) (Gass & Mackey, 2000) that took place in Spanish, Kellys L1, within two days after each lesson. The stimulated recall sessions consisted of an interview based on the video of each lesson and focused on Kellys rationale for the various discourse tools she used. The SRPs were conducted posing questions3 such as: What was your purpose with that question? Do you often ask why of your students after they provide an opinion? In this part of the video you said uh huh after a students response, what led you to use that expression?


  Data Analysis


  Talk is one of the major tools we possess to create relationships of various kinds, be they social, professional, or instructional. For this reason, conversations between teacher and learners and learners with each other constitute an opportunity to observe how classroom talk promotes or mediates learning (Ohta, 2000a; van Lier, 1996). Our focus in this study is on Kellys discourse moves, their intentions during whole class interaction, and how these moves served to facilitate or limit students meaningful participation in the L2. We used the software Nvivo 10 (QSR International) to organize and code 228 of Kellys discourse moves as well as data coming from the SRP. Analysis was based on the categories defined by Herazo and Donato (2012) to address the focus, time, and tools of mediation Kelly used in her L2 interactions with learners. Inter-rater reliability checks for these codes yielded a Kappa agreement of 0.82, 0.83, and 0.90 for the categories of focus, time, and tools, respectively.


  Following Herazo and Donato (2012), we used three categories for coding the focus of Kellys mediational moves, namely focus on meaning (i.e., mediational moves addressed to the content of learners utterances), focus on affect (i.e., mediational moves that encouraged learners to say more or aimed at reducing their speaking anxiety), and focus on language (i.e., mediational moves that focused on learners production of accurate lexis and grammar). Concerning the time of mediation, we used the categories proactive mediation, for those discourse moves that oriented learners attention to their forthcoming participation, pushed them to say more, or set up expectancies (van Lier, 1996) for the content or form of what they would say. We used the category ongoing mediation or procedural assistance (Toth, 2008) for those discourse moves that occurred midway between learners attempts to formulate an utterance. Finally, we used reactive mediation for teachers supportive moves that oriented learners attention to what they had just said, either to the formal aspects of their utterances or to their meaning. To analyze the tools of mediation (i.e., the types of discourse move Kelly used), we used eleven categories, such as recasts, follow-up questions, forced-choice questions, provision of example options, elaborations, and continuatives. Most of these categories have been reported in the existing sociocultural and SLA literature, thus they will not be explained here (see Appendix B). The SRP provided self-reported reasons for Kellys discourse moves. The SRP data were analyzed through constant comparison (Strauss, 1987) to allow for the identification, confirmation, or disconfirmation of recurrent patterns of mediation in the data.


  Findings


  We present findings in terms of the tools, focus, and time dimensions of mediation. We will use only two interaction episodes given the fine-grained level of detail that was required for the analysis. By no means does that mean that our findings are solely based on those two episodes. Rather, our intention is to illustrate the complex patters that were found for all the 25 episodes of the corpus, which will be presented in more quantitative terms at the end. Rather than seeking quantitative representativeness with our analysis, our goal is to show the variability and patterns of mediation that were present in Kellys discourse.


  Kelly as Mediator


  Kellys mediation throughout the 25 interaction episodes of our data was mainly proactive and focused on meaning. That is to say, Kellys mediating utterances were primarily aimed at promoting learners continued participation, and were oriented toward the content of what learners said rather than to its form. As we illustrate below, albeit with only two episodes, Kelly used various discursive tools that she skillfully combined to mediate learners participation in the L2. Episode A occurred after Kelly and her students had been discussing the problem of adolescent drug addiction, using the example of a learner who left school due to this problem. However, learners shifted the topic from drug addiction to reasons why learners dropped out of school, a topic shift that Kelly realized only until turns 14 and 15 came up.


  Episode A


  
    	Kelly: so, tell me WHY, is only about problems? is only about companies? Or is about MY DECISION


    	Rene: money


    	Kelly: is about money?


    	Pedro: is my decision


    	Kelly: money is another factor?


    	Luis: no


    	Kelly: money is another factor?


    	SS: yes, yes


    	Kelly: why? why?


    	Nico: yo creo que si ((I think so))


    	Kelly: why? why? is it important?


    	Nico: la necesitan en el colegio para trabajar ((they need it in school, to work))


    	Kelly: if you work you get drugs?


    	Alex: no teacher, quieren estudiar y no tienen la posibilidad de negociar ((they want to study and dont have the chance to do business))


    	Kelly: uh hu? they dont have the?


    	S?: possibility


    	Kelly: possibility they dont have the possibility


    	Luis: teacher


    	Luis: in the work dont affect


    	Kelly: uh huh?


    	Luis: osea porque::: ((I mean because::))


    	Kelly: why::?


    	SS: ((giggles))


    	Luis: is, two jornal ((jornal: one section of the day, morning or afternoon))


    	Kelly: yeah?


    	Luis: in ... in a one jornal work, in the ot- in the other jornal::: study


    	Kelly: uh huh?


    	Kelly: oh:: so:: they can study?, so according to Luis, money is not a factor because...in the morning they can study? and in the afternoon? in the afternoon?


    	Luis: work


    	Kelly: they can? work... in the afternoon? they can work, okay

  


  In Episode A, Kelly used proactive mediation to promote learners participation that focused on meaning rather than form. To that end, she provided interactional support in advance of the learners responses followed by meaning-focused questions that sustained learner participation. For example, in turn 1, she gave learners contrasting options from which to choose, which resulted in an answer from Rene (turn 2) consisting only of the last part of the clause or residue (money),4 and another response from Pedro in turn 4. Kelly reacted to Renes response with a follow-up question requesting confirmation (turn 3, 5, and 7), focusing on the meaning of Renes statement rather than on the fact that it consisted of a single-word reply. Once the entire class confirmed Renes answer (turn 8), she asked a follow-up question demanding justification (turn 9: why? why?). Because Nico answered in Spanish, she asked the same question again (turn 11) and then made it more specific by using a yes/no interrogative instead of a wh- question (turn 11: is it important?). Kellys mediation allowed Nico to continue his answer, still in Spanish (turn 12), and Kelly responded with another verification request (turn 13). As Kelly reported during the SRP, she purposely intended to make learners feel they could participate in conversations in the L2, even if their participation had language errors or occurred in Spanish sometimes. Her goal for meaningful participation explains why she reacted to the content of Nicos answers in turn 10 and 12 with a justification request (turn 11) and a confirmation request (turn 13), even though the learners utterances were in Spanish. In this way, she implicitly accepted these contributions as valid for the ongoing conversation and mediated student participation for meaning over form.


  In addition to meaning, Kelly also focused on form on several occasions (turns 14 to 17 and turns 28 to 30). Interestingly, Kellys focus on form occurred through reactive mediation, only after learners had conveyed their meaningful contribution to the topic of interaction. For example, Kelly provided an incomplete translation (turn 15: they dont have the/) to Alexs response in L1 (turn 14), which she ended with rising intonation to cue students to complete it. This cue was taken up by one learner who provided the missing word in turn 16 (possibility), allowing Kelly to incorporate the word into a full clause (turn 17: they dont have the possibility). As the SRP revealed, Kellys intention was to send the subtle message that participation in L2 was required and to model, without explicit correction, the form-meaning mapping needed. This same form-focused, reactive pattern was repeated from turns 28 to 30, where Kellys mediation served to edit learners discourse, illustrating acceptable forms for expressing particular L2 meanings.


  The third recurring pattern of mediation is Kellys attention to learner affect. This occurred from turns 15 to 27 and was mainly realized by the continuative uh hu (turns 15, 22, 25, and 27), with rising intonation as a way to show interest and encourage elaboration. This form of mediation appeared to have prompted Luis to engage in sustained participation over several turns, while attempting the complex formulation: in the work dont affect [because] is two jornal, in one jornal [students can] work in the other jornal [they can] study. Kelly confirmed this interpretation of her use of continuatives in the SRP, where she said she used uh hu to mean go on, Im listening and encourage learners to continue talking.


  The previous patterns of mediation can also be observed in Episode B below. However, in this new episode Kelly used additional mediational tools. Episode B was taken from the first lesson in the unit, after the Easter vacation period. Kelly welcomed students and started talking to them to find out how students had liked Easter vacation.


  Episode B


  
    	Kelly: ah- just tell me one thing (.2) how did you, spend your vacations, how were your vacations, tell me about your vacations (.2) did you have a good time on vacations?


    	S?: ye:::s?


    	Kelly: how many weeks did you have? how many weeks? I had two ((shows two fingers)) vacations, two weeks


    	Rene: three


    	Ana: Three


    	Kelly: how many weeks did you have?


    	Rene: Three


    	Ana: Three


    	Kelly: three weeks, did you have FUN? ((thumbs up with both hands, as saying okay)) did you have FUN on vacation?


    	SS: ye:::s


    	Luis: ms o menos


    	Alex: so so


    	Kelly: so so why? tell me why tell me why why you say yes and- tell me why you say NO::


    	SS: ((no reply...a silent period of about 5 seconds))


    	Kelly: Why? give me the reason (.3) someone said NO TEACHER, why? Alex why, you said no::: so so ((imitates students voice)) why?


    	Alex: [because], dont, travel


    	Kelly: uhuh

  


  Kellys focus on meaning and affect through proactive or ongoing mediation was maintained in this episode. Indeed, Kelly continued to attend to the content of students utterances proactively (e.g., turn 9) and also encouraged learners participation with expressions such as uhuh, to show that she is paying attention to what learners are saying (turn 17). However, she used additional discourse tools to achieve those mediational purposes. For instance, in turn 1 she asked two open questions in succession (how did you spend your vacations? and how were your vacations?) which she then turned into an imperative (tell me about your vacations) and then into a yes/no question (did you have a good time on vacations?) to facilitate student participation (see also turns 13 and 15). In addition, she provided models of how students should respond to her follow-up, meaning-oriented questions. For example, she answered her own question with a model response (I had two vacations, two weeks, turn 3). This encouraged students to respond (turns 4 and 5), albeit using only the final part of the clause or clause residue (i.e., three), which Kelly recast to mediate form (three weeks, turn 6). Then, Kelly continued with the conversation by focusing on meaning through a follow-up question (did you have FUN?), a form of proactive mediation focusing on meaning. Kellys focus on meaning in this episode can also be seen in that she emphasized the meaning of key words in her utterances using gestures that added to students comprehension (e.g., turn 3 and turn 9). The results of our analysis for all of Kellys episodes appear in Table 1.


  [image: ]


  Table 1 as well as Episodes A and B show the patterns of Kellys mediation throughout the corpus data. Kellys mediation focused primarily on meaning (57%) and occurred proactively through her use of follow-up questions that advanced the topic, elaborations of her own questions, and questions that provided options for students to respond to. Her focus on students producing accurate language represented approximately one-third of her mediation (29%) and occurred reactively, that is, after students attempted to say something. To that end, Kelly purposely used recasts and incomplete sentences ending in rising intonation. Her focus on language addressed morphosyntax and lexis in similar proportions, and targeted whole phrases or clauses to construct specific meanings. Kellys mediation of affect was her least common form of mediation (14%), which she realized with continuatives to support ongoing participation. In sum, Kellys mediation took various forms, though it was primarily focused on meaning, proactive, and driven by her belief that students should first produce meaning before addressing language forms.


  Discussion


  Kellys continued use of various discourse tools that advance topic development oriented learners attention to meaning and sustained participation since she used them as dynamic discursive tools [used] to build collaboration and to scaffold comprehension and comprehensibility (McCormick & Donato, 2000, p. 197). For instance, rather than asking for information she already knew, Kellys questions aimed at engaging students in the co-construction of meaning. Kellys correction of learners mistakes was mostly implicit, focusing on the meaning of learners utterances continually, and recognizing learners as valid interactive participants despite their frequent use of L1. In our view, this type of interactional activity not only matches current Colombian goals, but seems to provide learners with frequent affordances to engage in meaningful participation during lessons, a necessary condition for L2 development (van Lier, 2004).


  The various discursive tools of mediation that we found in Kellys talk confirm Kozulins (2003) position that mediation is not a unitary, undifferentiated activity. Rather, our findings for Kelly indicated that teachers may deploy a variety of discourse tools in patterned combinations as they interact to construct meaning with their students. Although a variety of studies have demonstrated the value of individual forms of teacher discursive mediation for student L2 learning (Gibbons, 2003; Guk & Kellog, 2007; McCormick & Donato, 2000; Mohan & Beckett, 2003), it is our contention that such value may be better understood when those forms of mediation are studied as part of a system and deployed by the teachers at different times to suit their instructional goals.


  L2 classroom discourse has historically been dominated by triadic interaction patterns such as the initiation-response-evaluation sequence (Mehan, 1985). One of the criticisms leveled at such sequence is that it gives teachers the most talking opportunities in the interaction and constitutes a closed format in which students contribute little and hence learn little (Thoms, 2012). Contrary to this, Kellys use of various mediation tools allowed her to realize a pattern of discourse that was interactive and dialogic (Davin, 2013; van Lier, 1996) and in which students contributions were valued for their content without necessarily neglecting their linguistic features. In our view, such result was due to Kellys patterned combination of various forms of discursive mediation with an orientation to helping students produce meaning before focusing on the linguistic form of what they said. One lesson to be learned from this is that teachers attempts at making their interactions with learners more dialogic and participatory need to start with the awareness that their discourse plays a major role in mediating students learning, especially when different forms of teacher discursive mediation are combined purposefully and meaningfully.


  Another intriguing insight that can be derived from this study refers to the way in which Kelly handled students use of the L1 during their interactions in the L2. Indeed, instead of restricting students L1 use, Kelly took their L1 responses to engage them in using the new language. In our view, such decision legitimated students as valid participants that provided relevant content to the unfolding interaction, which was then mediated by Kelly through translation to encourage L2 production. Unlike input-based approaches to L2 learning that preclude L1 talk in the classroom (VanPatten & Leeser, 2006), Kellys acceptance of students L1 use aligns with current sociocultural approaches that see L1 and L2 as both cognitive and communicative resources to promote L2 learning in classrooms (Creese & Blackledge, 2010; Donato & Lantolf, 1990; Swain & Lapkin, 2000).


  Conclusions and Recommendations


  The purpose of this investigation was to explore the ways in which a teacher mediated her ninth-graders oral participation during whole-class interaction in an English as a foreign language classroom. To this end, the study adopted the concept of mediation from sociocultural theory to describe the focus, time, and tools used by the teacher to provide mediation. Findings from this investigation revealed that the teacher used a variety of discourse tools mainly addressed towards helping learners participate meaningfully in the L2. Most importantly, the teacher used a combination of discourse tools to first encourage L2 participation and production of meaning and then promote linguistic accuracy. This suggests that the use of discourse tools by the teacher is as important as its purposeful combination in order to promote meaningful participation in L2 classrooms which have been traditionally dominated by non-interactive and monologic discourse patterns (Thoms, 2012).


  Understanding mediation as consisting of three complementary and interdependent dimensions (time, focus, and tools) seems to be a clear and accessible way to improve how teachers are taught to interact with their learners during professional development. Accordingly, rather than simply suggesting ways in which teachers can react to students utterances (e.g., MEN, 2009), programs can help teachers become aware of their own discourse by involving them in analyzing interaction episodes from their own classrooms using the three dimensions of mediations as a lens. Despite the apparent value of these lenses, more research may be needed to explore in detail the nature of how the three dimensions of mediation interrelate and how this interrelation can be properly configured in teacher education activities and programs.

  


  1Pseudonym for the participating teacher.


  2The quick placement test or QPT is computer-based, takes 20 minutes to complete, and examines listening, reading, vocabulary, and grammar. It rates proficiency along six levels, from elementary to advanced, using the Common European Framework of Reference scales (A1 to C2) (Council of Europe, 2009).


  3Questions were originally asked in Spanish, the teachers first language.


  4The clause residue corresponds to the part of the clause that follows the subject and finite verbal element.
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  Appendix A: Transcription conventions


  Transcription conventions are as follows:


  Underliningconcurrent talk with underlined segment in turn below


  question mark (?)question intonation


  ellipsis (...)one-second pause


  (.2)pause whose length is indicated by the number within the parentheses


  a hyphen (-)abrupt cut-off


  colons (:::)lengthening of preceding sound


  italicstalk in L1


  CAPITALScapitalized word was pronounced with emphasis


  [ ]mispronounced words


  (( ))Comments or translation appear(s) in double parentheses


  ( )Unclear or probable items appear in single parentheses
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  This paper is about the impact of systematic reading selection used to promote English as foreign language learning in adult students. A qualitative action research methodology was used to carry out this project. Ten class sessions were designed to provide students an opportunity to select texts according to criteria based upon their language levels and personal/professional interests. The findings align with three categories of influence: motivation, engagement, and contextualization/interpretation of readings. The main objective of this project was to see how the students text selection processes, guided by systematically designed criteria and elaborated strategies, influenced learning and acquisition in terms of motivation, perceptions, and opinions towards reading in English.


  Key words: Behavioral patterns, engagement, motivation, perceptions, reading habits, self-selection.

  


  Este artculo aborda el impacto de la seleccin sistemtica de lectura usada para promover el aprendizaje del ingls como lengua extranjera en estudiantes adultos. En este proyecto se utiliz la metodologa de investigacin-accin cualitativa. Diez sesiones de clase fueron diseadas proporcionando la oportunidad a los estudiantes para seleccionar textos de acuerdo a criterios basados en el nivel de idioma de los estudiantes y de los intereses personales/profesionales. Los hallazgos son inherentes a tres categoras principales: la motivacin, compromiso, contextualizacin e interpretacin de lecturas. El objetivo principal de este proyecto era ver cmo los procesos de seleccin de textos de los alumnos guiados por criterios destinados y estrategias elaboradas influenciaban el aprendizaje y la adquisicin en trminos de motivacin, percepcin y opiniones hacia la lectura en ingls.


  Palabras clave: autoseleccin, compromiso, hbitos de lectura, motivacin, patrones de comportamiento, percepciones.

  


  Introduction


  Many researchers such as Bernhardt (1991), Gunning (2011), Kern (2000), Nelson (2008), Sprenger (2013), and Tankersley (2003) have agreed that reading is one of the most important skills that an individual should develop in order to succeed in academic and social pursuits. In Colombia and Latin America, this perception of the importance of the reading skills has been also adopted. Furthermore, Carrillo (2007); Lopera Medina (2012); Mahecha, Urrego, and Lozano (2011); and Shaw and McMillion (2011) have shown a huge interest in this topic and found that the lack of literacy practices in Latin America represents a huge drawback in language learners comprehension and interpretation skills. Their general findings regarding this phenomena can be summarized in these three main points: first, students do not comprehend what is given to be read during their courses of instruction; second, they do not feel motivated to read in the language; third, the failure in the achievement of the last two points results in the students frustration and negative opinions towards the reading practices in English as a foreign language (EFL) learning.


  The main point of this research was to observe how including students in the text selection process for reading activities made it possible to actively involve them in their own learning processes as well as raise awareness about the importance of reading in EFL class. The researchers intend to contribute to the understanding and practice of adult education in Colombia in three different ways.


  First, this study intends to open a dialogue about literacy practices, above all, in reading. Taking into account a students background should be expected to change the manner in which the student approaches literacy-building in a target language.


  Second, this study intends to promote reading as a significant part of EFL instruction. Presently, this important practice is frequently set aside. This study intends to demonstrate how the practice of self-selection of texts makes reading more appealing and accessible to students and instructors.


  Third, this study intends to show how, through adoption of the proposed principles, students can increase their comprehension, motivation, and reading habitspatterns of behavior that students do not presently demonstrate due to their discomfort as regards reading non self-selected materials in the EFL.


  An objective was set at the beginning of this research project to observe how reading strategies and self-selection worked to change students negative perceptions of reading as well as how such reading strategies and self-selection could be used to promote engagement and motivation to enrich the literacy-building experience. In order to achieve the stated objective, the following question guided our research: What do reading selection principles reveal about EFL adult learners literacy practices?


  Literature Review


  Numerous researchers have been interested in the creation of ideal literacy environments in which students can develop high-quality reading and writing processes. Such research has often explored motivation strategies, comfort, and the achievement of durable results in language development (Lesgold & Welch-Ross, 2012; Mace, 1992; Walker, 2003). In the following paragraphs, we describe and discuss the theory underlying literacy, reading selection, reading strategies and comprehension as well as reading engagement and motivation.


  This research highlights the importance of the self-selection principle as the main tool to achieve an ideal literacy environment in which an individual can develop all of his or her reading potential and show ways in which reading strategies were used to turn the selected content into meaningful learning experiences.


  Hauser, Edley, Koening, and Elliott (2005) pointed out the importance of making literacy practices quotidian by highlighting all the great contributions that those practices make to an individuals academic and social development.


  Language Literacy


  Mace (1992) stated that individuals get involved in adult literacy education for two major reasons: first, they need to develop literacy skills because their occupations demand it; second, because they may have or develop a desire to improve their literacy skills for personal growth reasons. However, there are some gaps in this dualistic approach and some researchers have taken the concept further. Kern (2000) for instance elucidates a new but broader view with his idea of multiple literacy, in which literacy is a series of dynamic, culturally and historical situated practices of using and interpreting diverse written and spoken texts to fulfill particular social purposes (p. 6). This definition helps us to have a clear and holistic view of what literacy really is, and how it goes beyond the ability to read. To explore these diverse and particular aspects, Kern identifies seven principles of literacy:


  
    	Interpretation: A sense of operation between readers and writers of a text by which writers make constructions taking into account their thoughts, beliefs, and experiences and readers make their own deductions about the writers ideas and the text.


    	Collaboration: The reader contributes to the creation of meaning when engaging with a written text; the writer always needs readers and writes taking into account a pre-determined audience. This joint participation in the act of constructing meaning is, in a very real sense, collaboration.


    	Conventions: The culturally charged words and styles that influence the writers ideas and the readers understanding.


    	Cultural knowledge: A vital feature that makes the creation of meaning possible. A writer and reader need common awareness of culture in order to make both reading and writing meaningful and to avoid misunderstandings.


    	Problem-solving: A less obvious aspect of literacy. As Kern (2000) explains: Because words are always embedded in linguistic and situational contexts, reading and writing involve figuring out relationships between words, between large units of meaning, and between texts and real or imagined worlds (p. 17). Put differently, understanding the ways in which everything from the individual words to the structure of the work interrelates is a continuous act of problem solving.


    	Reflection/self-reflection: This implies that reader and writer are constantly engaged in a process of interpreting and wondering about the speech and the humanity portrayed in a text.


    	Language use: In Kerns (2000) view, literacy is not just about reading and writing but also about the different contexts and situations in which communication occurs.

  


  As might be evident to a discerning reader, these literacy principles are not unique to written language, but instead apply to language in all its domains. Kern (2000) puts it more succinctly: Literacy involves communication (p. 17).


  Reading Selection


  In order to make a text more comprehensible, it is necessary to offer readings that take into account readers preferences, contexts, and individual needs. Throughout this highly personalized approach, students can approach the readings with more confidence which will help them to achieve comprehension goals and to enjoy what they read.


  Collie and Slater (2004) proposed that literature be a more emphasized part of language teaching programs and that it be used to further the learners mastery in the four skills: listening, speaking, reading, and writing. Such content can be used to provide two types of enrichment: first, cultural enrichment which increases insight into the culture whose language is being learnt; and second, language enrichment through the reading of substantial and contextualized bodies of text by which students may gain familiarity with many features of the written language.


  But what sort of literature is appropriate to use with language learners? To answer this question, it is important to take into account that each group of students is unique and has particular needs, interests, cultural backgrounds, and language levels. It is important, therefore, to choose texts that are relevant to the life experiences, emotions, and/or dreams of the learners. According to Nuttall (1996), selecting texts involves three important components: suitability of content, exploitability, and readability.


  First, through choosing suitable texts, a teacher helps students to develop reading skills more easily, especially when subject matter or content attracts students to read outside the class. This scaffolds success in classwork because through the utilization of texts that are appealing to students (rather than texts that bore them), the process of language learning interests and delights the readers.


  Second, exploitability means that a student will draw upon useful language for real life situations from a text. A teacher materially assists the development of EFL competence by providing text options that stimulate production of useful language.


  Third, texts should show readability which means that the teacher must assess a text for its level and range of vocabulary, unfamiliar or idiomatic usages, and other factors that may decide what portion of the text, if any, is appropriate for his or her students.


  On the other hand, Mackey and Johnston (1996) proposed 14 factors that motivate students to continue the foreign language reading process. These are, in descending order of effectiveness: (1) following an author; (2) browsing or talking to a friend; (3) following a genre; (4) seeing a book cover; (5) starting one book in a series; (6) seeing someone else reading; (7) following a topic; (8) talking with a teacher or librarian; (9) doing a novel study; (10) receiving a book as a present; (11) using a book club list; (12) working on a school-subject thematic unit, such as mythology, poetry, or mystery; (13) finding a text appealing; and, finally, (14) forced reading.


  Reading Strategies and Comprehension


  In order to comprehend a text, each individual needs to utilize strategies to approach reading. In the last few decades, reading and literacy education has been a topic of great interest to many scholars in the United States and in Colombia whose studies have been focused on enhancing EFL learners reading comprehension (Koenig, 2010; Lopera Medina, 2012; Moreillon, 2007; Snow, 2002).


  One thing that makes comprehension vary from one learner to the next is the content of the text itself. As Walker (2003) stated, readers levels of understanding differ because readers knowledge of various topics differs (p. 10). According to Walker, not achieving meaning while reading is not always related to a lack of reasoning capacity in the reader, but may have to do with other factors such as the strategies or background information they possess, the reading format, and their own personal goals (i.e., why they are reading). For instance, the meaning derived from a text by a student reading for pleasure may differ from the meaning derived from the same text when it is read as a school assignment.


  Walker (2003) stated that in order to construct meaning, readers must be involved in a process that includes three strategies: first, predicting when a reader tries to infer meaning supported by his or her pre-existing knowledge of a subject, structure, or theme; second, comparing the subject matter presented by a text to the assumptions (predictions) made by the reader. Of these two steps, Walker says, this internal dialogue enables readers to monitor their understanding (p. 11). Third, elaborating, or making connections that link readers predictions to the actual text and thereby arriving at comprehension.


  Reading Engagement and Motivation


  Most works and studies addressing literacy in first and foreign languages cite engagement and motivation as key components for success. According to Lesgold and Welch-Ross (2012), developing readers need to confront texts that are challenging, meaningful, and engaging (p. 4). What is important to stress here is that texts must foster engagement.


  McLaughlin (2012) highlights engagement as one of the principles underlying a successful reading experience. When the students have the opportunity to guide their own learning pace and have their own needs and expectations taken into account, they can access and achieve comprehension more easily. Guthrie and Wigfield (as cited in McLaughlin, 2012), observe that engaged leaners achieve because they want to understand, they possess intrinsic motivations for interacting with text, they use cognitive skills to understand, and they share knowledge by talking with teachers and peers (p. 19).


  With respect to motivation, McLaughlin (2012) asserts that because the majority of adult students carry on busy lives, teaching adults requires learning environments that promote motivation in order to have students persist in using literacy practices. Education that develops motivation and engagement with reading pays significant dividends for adult students personal growth in areas such as autonomy, literacy awareness, interpersonal skills, and not least, access to new knowledge.


  Adult literacy requires several key components, of which McLaughlin (2012) identifies one: purpose or motivation, as fundamental. If this component is present in sufficient quantity, a language learner will achieve significant results.


  Method


  This project demonstrates how through the implementation of the self-selection principle alongside reading strategies during ten class sessions of adult literacy education, it was possible to foster incremental growth in language and create a comfortable literacy environment where students could develop their literacy potential as was demonstrated through perdurable, practical, and meaningful learning.


  The main objective of this qualitative research was the interpretation of students behavior. This study provided the opportunity to observe the implementation of reading self-selection and reading strategies, to collect data, and to qualitatively analyze outcomes. This project followed the Action Research (or AR) model expounded on by Burns (2010) which is comprised of four steps: planning, action, observation, and reflection. Burns states:


  
    AR involves taking a self-reflective, critical, and systematical approach to exploring your own teaching context. By critical I dont mean being negative and derogative about the way you teach, but taking a question and problematizing stance toward your teaching. My term problematizing, doesnt imply looking at your teaching as if it is ineffective and full of problems. Rather, it means taking an area you feel could be done better, subjecting it to questioning and then developing new ideas on alternatives. (p. 2)
  


  The purpose of Burnss AR aligned with the research objective which was the improvement of teaching practices and classroom dynamics through critical reflection on a teaching practice (assigned reading), problematizing this practice and generating new alternatives to create more meaningful and perdurable learning.


  In the present case the reading self-selection is proposed as a pedagogical strategy consisting of two stages which were designed and implemented. The first stage consisted of a set of questions prior to the reading task with the objective of preparing the learner for the task to come. Likewise the second stage encompasses a set of questions this time aiming at checking the students comprehension always in concordance with the main research question What do reading selection principles tell us about the literacy practices of EFL adult students?


  To such end ten reading lesson were designed. In order to create an effective and coherent plan given this time constraint, the research team had to carefully consider the students profiles, reading proficiency, interests, and professional and personal goals. In working with a learning institution, it was also necessary to take into account institutional resources, philosophy, and willingness to support this project.


  The research took place in a small, private language institution in Bogot, Colombia. The school was chosen for its approach to discourse development, the characteristics of its population (adult learners), and the resources and support available to meet the needs of the project. In concert with this institution, the research team taught a pilot lesson in order to discover the perspectives and reactions of the population towards the project, and whether or not the students would be receptive to the implementation of this research.


  The first action step activity, planning, was carried out prior to a pilot class with five adult students. The institution allowed one hour to present our methods in this pilot class and the students consisted of two female doctors, one female lawyer, a business administration student, and a female financial advisor. All of them were between the ages of 20 and 40 years old. The pilot class started with an introductory activity (see Appendix A). During this time, the project, the purposes for it, the expectations of students, and their role in the research, were all explained to the students.


  Several reading options which took into account the students personal contexts were prepared by researchers before this class. From this first pilot class, students were given the opportunity to exercise reading selection from among these texts. Each student chose an article that they preferred and carried out assigned activities with it. These helped to introduce vocabulary, and then, based on the strategies for reading, some before reading questions were given to assess students background knowledge. At the end, post-reading questions about students perspectives, opinions, and understanding of the articles they had read were asked. Having read the articles, the students answered a survey which contained questions about their perspectives towards reading (see Appendix B). The survey collected data which were used to guide the selection and preparation of material to be used in future sessions.


  The next step was the action step of carrying out the proposed experimental practices and changing the classroom approach to assigned reading. Thanks to students positive perceptions of our work, the institution allowed us to implement our research project with all of the resources that we needed. We were given one hour each Friday from 6:30 to 7:30 a.m. for 10 weeks within one semester.


  For the third step, observation, data were collected using different instruments: journals, video recordings, and photographs. According to Burns (2010), these methods allow teachers to explore the realities of practical circumstances easily without the need to have a control group.


  Finally, in reflection, all of the gathered information for this research was transcribed in order to make it easier to organize and analyze. All information with any relationship to the research questions was organized into survey data and article answer data. Surveys were organized based upon the date the survey was administered, and article responses were organized depending on the topic of the chosen reading. All of the data were given a code. In order to protect the participants identities, participants were identified with the letter P followed by a number and the source from which data were taken (e.g., P1, survey).


  Data Analysis


  The data gathered for analysis in this project included behavioral patterns, changes in the students perceptions, and outcomes generated after carrying out ten sessions where the self-selection principle and the strategies of reading were implemented. Outcomes were measured, and then classified. As soon as this information was organized, analysis began and three patterns emerged from this data, each comprising a category for analysis. These three categories are:


  
    	Self-Selection and Strategies for Reading


    	Engaging Students to Read Through Restructuring of Teaching Dynamics


    	Reinforcement of Habits in EFL Reading Practice

  


  Self-Selection and Strategies for Reading


  This category includes how the strategies of reading and self-selection influenced the development of reading comprehension and interpretation skills. Evidence gathered revealed students reactions, outcomes, and changes in behavior.


  Two important changes to the EFL learning were clearly observed during this project: the improvement of students productions skills (speaking and writing), and the improvement of their comprehension skills, as will be demonstrated along this section.


  According to one student, this experience was an opportunity to learn English in a more productive way. However other students, parti-cularly those whose main purpose was to learn the language for academic or professional objectives, showed different interests which focused more on comprehension and interpretation. It was possible to perceive and measure these attitudes from the very first survey.


  
    What are your expectations about this course?

    P1: I have more expectations, I need learn write, read, interpretate articles, its very important for me. [sic]
  


  The self-selection principle allowed students to choose readings relevant to their careers, to prepare themselves for written content that they may face in the future. Students were so motivated to participate by this approach that the teacher did not have to impose assignments, but rather, the student asked for more activities.


  Giving students the freedom to select what they wanted to read seemed to promote student learning and engagement. Students found the content not just useful for their EFL learning; they also found it useful for their academic and professional lives. Consider the following statement by a student:


  
    What is the thing you like the most [from the project]?

    P2: I like ‘cause I can learn something from real life. [sic] (Survey)
  


  In this answer, the student expressed a positive outlook about the reading of something that could be useful and relevant to his interests, likes, and context. By reading this kind of material, the students felt motivated to continue reading in the EFL. This suggests that as long as students find the material relevant to their personal needs, they will be willing to read.


  Strategies for reading played an important role in the EFL classroom. The self-selection of readings particularly improved students comprehension and aided in the contextualization of contents. The first strategy applied in the self-selection of readings served the purpose of contextualizing the students. In the text is a set of pre-reading questions, which allowed the assessment of prior knowledge of a subject in order to make the content more relevant to them. The second strategy, the post-reading questions, helped students to develop deeper answers, points of view and conclusions as shown below:


  
    What do you think about this article?
  


  
    P5: I think is a good way to know the information the test driver on young people how change the percent in the last years.
  


  
    Do you think that this may happen in Colombia?

    P5: I dont think that this in Colombia, I mean about fuel prices is so expensive but is impossible that someone give you a premium. [sic] (Survey)
  


  The first question checked what they understood about the reading by encouraging them to share their opinion. The second question required the students to contextualize the topic of the reading into their own reality by asking about the current national situation regarding the issue and asking the students to compare it with the article. The second question also asked the students to access background knowledge and to draw a conclusion based on understanding and contextualization of the issue. These kinds of questions required a high level of comprehension: It was not easy to translate certain phenomena from another country into their ownstudents were required to go beyond simple answers or opinions. In the answer shown above, the student responded that the phenomenon may not occur in Colombia because of issues that went beyond the scope of the article, for example the fuel prices in Colombia. This demonstrates the students ability to contextualize the new information and stretch their language to express their new knowledge.


  Engaging Students to Read Through Restructuring of Teaching Dynamics


  This category deals with the motivational factors and interest in learning that reading selection brought about in the school life of students. It focuses on how, through the self-selection of readings, students became motivated in the language learning process.


  Three important factors had to be taken into account when we were creating motivation-stimulating activities: (1) keeping the reading selection principle in all of the lessons, (2) creating interesting activities based on the readings, and (3) adapting the readings to the students preferences with meaningful content. From the first class onward, everything was structured in order to integrate the opinions, interests, and backgrounds of the students into the design of the lessons. Hard work in this regard produced important outcomes in student engagement and achievement.


  Knowing the readers preferences in advance allowed researchers to prepare and adapt the readings offered, the questions asked, and the activities planned. This made it possible to make the content more accessible to students and give them real ownership of what they learned. In order to discover these readers preferences, it was necessary to ask some questions beforehand. An example is as follows:


  
    What kind of literary genre do you read the most?
  


  
    P1: Family, children and God.
  


  
    P2: I like to read about horror. [sic] (Survey)
  


  By taking students preferences into consideration, certain targeted materials were provided to those students; this strategy may work to encourage the students literacy development, the learning of certain vocabulary, or the practice of EFL learning. In the case of these students: religion, family, and horror, respectively, were genres relevant to their interests. If any readings related to these topics or preferences could be provided, the students would certainly be more interested in reading them. This is the main function of strategies for reading: to guide students and make required readings more comfortable for them. As long as they feel comfortable with what they read and as long as they feel that the content is useful, they will be engaged with the literacy practices and will take every advantage from reading in the EFL.


  When students realized the advantages that EFL literacy practices bring to their lives, they demonstrated willingness to continue with these practices, even to the point of developing reading habits. The following conversation demonstrates student perceptions and feelings towards reading practices after the intervention:


  
    How do you feel about reading in English?
  


  
    P2: Yes, I like in English, because is very important for my profession.
  


  
    P6: I like read in English too but I need to learn perfect and I can understand all the context. [sic] (Survey)
  


  The greatest motivating factors for learning the EFL for these participants were professional and academic considerations. As evidenced, when the students found that what they read was important for their lives, their perceptions towards reading in EFL changed.


  In the middle of the project, a second survey was implemented with the purpose of collecting feedback about how the students were reacting to the readings, articles, and activities so far. This survey made it possible to see that students were still highly motivated. It was also possible to see that the grammatical structures of their answers had improved in comparison to the answers they provided during the first survey. Students used better vocabulary to express their opinions towards the project:


  
    What are your opinions about the project so far?
  


  
    P4: I like it a lot, we feel very funny. All the time were thinking and talking in English.
  


  
    P6: I think is a good project, where you can learn vocabulary and a good way to learn. [sic] (Survey)
  


  The use of the EFL all the time during the im- plementations, the preparation of quality activities, and the sharing of control over choice of learning material were the main reasons for students ongoing high levels of motivation and improvement in their production and use of grammatical structures in English. Observe the correct usage of the object pronoun it used in the former answer (a structure not present in the students first survey), the correct conjugation of the verb to be, the good use of the relative pronoun where and the proper conjugation after the modal verb can in the latter answer.


  As a general conclusion we can say that students need to be motivated in order to develop their full potential in any pursuitincluding language learning. As long as the students feel comfortable with the content and they feel it is useful for their own lives, they will be willing to read, and to generate the habits that will support sustained reading practice.


  Reinforcement of Habits in EFL Reading Practice


  This category deals with how self-selection contributes to generate engagement in the reading practices and how it creates and reinforces reading habits in EFL instruction. Failure in foreign languages readingespecially independent readingis likely when the text cannot convey its meaning to a reader. This most often occurs when the text is extremely long or the content itself is not appealing to the reader. This is when the self-selection principle may contribute to improving reader success by turning this negative situation into a positive one.


  One of the main factors determining text selection was participants academic background knowledge: for example, doctors tended to read about medicine and health; administration professionals preferred to read business topics, and so on; however, it was evidenced by our group that when students had a variety of texts available, they also read in fields different from their own.


  
    What books do you read?

    P7: Leadership. (Survey)
  


  Thanks to the strategies for reading it was possible to use the students interest to introduce the EFL learning. As long as the students felt that what was being read was useful to what they needed, they demonstrated willingness to continue reading on their own. This gave students the opportunity to achieve goals and overcome professional barriers to use EFL. However, other aspects beyond professional considerations motivated students as well:


  
    What books do you read?

    P3: Books relations with the family, children. [sic] (Survey)
  


  On the other hand, students demonstrated an increasing desire to read in English in diverse topics and fields as the semester progressed. In fact, students asked for new materials in categories beyond those proposed at the beginning of the project. Their confidence was increased and this allowed them to explore totally new areas. This may be the most significant discovery of this research project.


  
    What kind of readings would you like to read in the next sessions?
  


  
    P8: I would like to read about traveling and news in general of the current times.
  


  
    P10: I would like read about history, politics movies, action, stories of the bible, culture different countries and business. [sic] (Survey)
  


  As it is possible to observe from answers to the survey taken in the middle of this project, students demonstrated confidence and self-efficacy. When the students developed more confidence and comprehension in just one subject in EFL, alternative genres and contents became easier to approach.


  Through the simple implementation of two principles: strategies of reading and the self-selection principle, it was possible to engage students in reading and instill them with good reading habits in EFL. This achieved McLaughlins (2012) ideal: turning learners into good readers who read well across different genres or subject areas.


  This result can be duplicated across content areas, and in different contexts, with a basic restructuring of teaching dynamics. The lesson for educators is this: In order to create more productive and meaningful learning experiences inside the classroom, and generate lasting improvements in student achieve- ment, get to know your students and let that knowledge guide lesson design.


  Conclusions


  The restructuring of teaching dynamics using the reading selection principle as a pedagogical strategy yields positive outcomes in terms of motivation and engagement; and the strategies for reading were key components for improving the participants understanding of the different texts they chose contributing to the students EFL learning experience in many other ways.


  It was found that by allowing students to choose their own readings (self-selection principle) their learning experiences became more comprehensive and richer. Furthermore, it was also observed that the manner in which the texts were adapted and prepared allowed the students to have a more meaningful learning experience. Formulating questions before the reading task contribute to contextualize the content to the reader and prepare the learner for the task at hand. The questions after the reading allowed the teacher to check the students for understanding and allowed students to draw connections to the realities.


  By using these strategies at the beginning of all of the class sessions, teachers were able to gain a better understanding of the students interests, which were then used to guide lesson design. Pre-lesson questions prepared students to contextualize the readings and prepare themselves for the ensuing reading. Additionally, students reading comprehension increased as a result of this initial preparation, which led to meaningful learning and an increased ability to express, in English, relevant, contextually-appropriate opinions on the topics discussed within the readings.


  In summary, the self-selection principle and the reading strategies were the main focus of this research project, and the basis of the EFL learning process in these 10 class sessions that gave students the freedom to choose what they wanted to read.


  This study examined a student-centered pedagogical strategy that allowed students to take control of their learning and to become engaged and motivated in just 10 weeks. This demonstrates that through the self-selection principle and reading strategies students have the potential to overcome their negative perceptions towards reading, their lack of reading habits, and especially, their fears of reading in EFL.


  We hope the lessons learned from this study might serve as a replicable model to support the importance of integrating the self-selection principle and strategies of reading in order to restructure the EFL teaching dynamics in Colombia, as well as anywhere else, so as to improve motivation, engagement, and positive opinions towards reading.

  


  *This article is a partial report of a group research project conducted in 2014 as a requirement to graduate from the Bilingual Education Teaching Credential Program at Universidad El Bosque. The research was hosted by the English institute Wall Street English in Bogota and the co-researchers for the project were Cristian Esteban Mejia and Jonny Rodriguez Ramirez. However, they had no participation in the writing of this article.
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  Appendix A: Example of a Lesson Plan
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  Appendix B: First Term Survey


  What do reading selection principles tell us about the literacy practices of EFL adult students?


  Names:


  Questionnaire


  Do you read?


  What books do you read?


  When do you read?


  Do you read in English?


  What books do you read in English?


  When do you read in English?


  Do you like to read in your free time?


  What kind of literary genre do you read the most?


  How often do you read in English outside the classroom?


  [image: ]


  Which skill do you find the most difficult in class?


  Which medium do you like to read with (books, Internet)? Why?


  In your language classes, which of the following aspects are given more attention?


  [image: ]


  How do you feel reading in Spanish?


  How do you feel reading in English?


  How often do you visit libraries?


  [image: ]


  Do you have literary books (English) at home? Which ones?


  When do you think good reading skills in a foreign language will help you the most?


  What are your expectations about this course?
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  Following the trend of much of the Western, non-English speaking world, Colombia has tirelessly strived for spreading English education in an effort to augment economic benefits. This paper aims at providing a critical account of foreign language education policy in Colombia, with special attention to English. It outlines the impact of its multiple transitions over the past decades through a historical description that overviews all previous policies, the critical reception by scholars, and present-day initiatives. We then move on to analysing the choice of English as a synonym for bilingualism and conclude with emerging questions that are to be considered for future debates and reassessments of Colombias English-Spanish bilingual education policy.


  Key words: Bilingual education in Colombia, Common European Framework of Reference, language policy, linguistic colonialism.

  


  Siguiendo una tendencia general en el Occidente no anglfono, Colombia ha intentado incansablemente difundir la educacin en lengua inglesa en aras de alcanzar beneficios econmicos. Este artculo busca ofrecer una descripcin crtica de la poltica de enseanza de lengua extranjera: ingls. Se considera el impacto de las mltiples transiciones que ha sufrido la misma a lo largo de los aos mediante una descripcin histrica de las anteriores iniciativas, la recepcin de parte de los acadmicos y la propuesta actual del gobierno. Finalmente, se analiza la eleccin del ingls como sinnimo de bilingismo para concluir con las dudas que suscita la poltica actual a fin de abrir un futuro debate y revaloracin sobre la educacin bilinge espaol-ingls.


  Palabras clave: colonialismo lingstico, educacin bilinge en Colombia; Marco Comn Europeo de Referencia, poltica lingstica.

  


  Introduction


  Foreign language education has become a common core subject in the Colombian school and university system since it contributesup to now, indirectlyto meet the criteria of standardised measurements,1 but also because of the outstanding role of English to achieve global communication in todays world. Our intention as scholars is to discuss the implications, advantages, and disadvantages of hegemonising language policies, as in Colombian programmes for bilingualism and English education. Most particularly, this paper will address the issue that language policy has constantly been altered due to political transitions disregarding educations ultimate goal, namely, to produce critical and resourceful citizens who might contribute to a global society.


  After ten years of designing and implementing an explicit English-dominant foreign language education policy (Programa Nacional de Bilinguismo in 2004 [National Bilingualism Program]), we deem it necessary to uphold the existing debate in two ways:


  
    	By outlining the initiatives preceding that enterprise as well as the current ones.


    	By providing open questions about the future and development of English-Spanish bilingualism in Colombia.

  


  This paper begins with a background review of all Colombian linguistic educational policies, since their inception in the 19th century until now. Next, it discusses Colombias transitions in its policies, as well as draws open-ended questions that emerge from introducing English as a foreign language for Colombian citizens. It is therefore our intention to address these reflections to all stakeholders in a persistent national education policy whose conversation urges to be expanded.


  Case Background


  Previous Attempts of a National Foreign Language Teaching Programme2


  Each administration has attempted repeatedly to implement a nation-scale English teaching plan. Gmez Delgado (1971) summarises some milestones in the national history up to 1970. The ever-growing governmental interest is observable and shared by different institutions to make the teaching and learning of foreign languages a more technical, scientific, and efficient process.


  In 1826 there was a national official policy to establish compulsory subjects across all national public schools such as Spanish, Latin, Greek, French, English, and an indigenous language, the one with the most speakers depending on the region where the school was located (Rivas Sacconi, 1993). This well-intended law did not have any practical effects and it was followed by a series of reforms that would inevitably lead to the progressive suppression of Latin, until its total extinction at the end of 1970. French, on the other hand, was adopted as a subject for secondary school (compulsory for grades 10 and 11) at the end of the same decade after a visit of Colombias president to France. This did not spark any practical improvement in the students development of bilingualism either, and ten years later, in a report issued by the British Council, the conclusion was that the Ministry of Education had no firm foreign language policy for students, and its decisions were a result of political pressures rather than educational considerations (British Council as cited in de Meja, 2012b).


  It was not long before Colombia signed a political constitutional reform in 1991 that expressly provided (for the first time in Colombias history) an open recognition of all indigenous languages, and of the countrys multilingual and cultural richness; furthermore, there was an economic policy expansion and massive admission of imports (USA and Europe), which called for a need to improve the English level of students, and specially of their teachers.


  In February 1991 the Colombian Framework for English (COFE) project was created to be carried out in four years (it would not be concluded until 1997) between the Government of the United Kingdom, via the British Council, and Colombia, for an improvement in the teaching of English. The COFE project had a grass-roots approach to propose changes in Bachelor programmes for teachers (Licenciaturas) suggesting an increase in the number of hours of English, as well as the inclusion of a research component (Rubiano, Frodden, & Cardona, 2000). Later on, in 1994 the General Education Law was enacted which stated, very broadly, a necessity for the acquisition of conversation and reading elements in at least one foreign language (Congreso de Colombia, 1994).


  Ten years later, the Governmentonce again, under the supervision of the British Council launched the Programa Nacional de Bilingismo. Colombia 2004-2019. Ingls como lengua extranjera: una estrategia para la competitividad [short: National Bilingualism Programme, NBP henceforth]: A national programme spanning 15 years to propel the learning of English in both schools and universities all across Colombia. This programme was boosted in 2013 when the Ley de bilingismo [Bilingualism Law] (Congreso de Colombia, 2013) was enacted to modify 1994s General Education Law (see discussion below). The programme however was not meeting its own standards and as a result, the government decided to stop and start afresh with a new budget (1.3 billion Colombian pesos) for ten years in a flagship endeavour: Colombia Very Well! Programa Nacional de Ingls 2015-2025 (CVW). It seems, much to the surprise of teachers, researchers, students, and interested parties, that again CVW was not the right path, hence, after only five months from the implementation date (January, 2015), the Ministry of Education changed its mind and goals. The new programme is now called Colombia Bilinge 2014-2018 (CB). Figure 1 summarises the stages described up to present day.


  Figure 1. Timeline: Bilingual Educational Policies in Colombia


  Transitions: Programa Nacional de Bilingismo, Colombia Very Well! and Colombia Bilinge


  The NBP was the direct predecessor to CVW and CB. It remains a matter of debate whether NBP was a planned previous stage to CVW (as stated by its documentation: Documento de socializacin) or if it was an amendment to itself, with a larger budget and a new name deleting the word bilingualism in the face of prior harsh criticism by national scholars (Correa & Usma Wilches, 2013; Garca Len & Garca Len, 2012; Guerrero Nieto, 2008; inter alia) for its deliberate focus on English, and ensuing contradiction for not addressing bilingualism in the academic sense (Baker, 2006; Romaine, 1995), let alone in its etymological root (the use of two languages).


  The common denominator of both NBP and CVW is the claim that language learning is a means to social development specifically because it brings forth more job opportunities (MEN, 2006). This seems to be the sole driving force behind all political agendas and election campaigns in terms of educational goals in Colombia: the access to employment (MEN, 2015).


  On July 10th, 2014, Colombian President Juan Manuel Santos, and former Minister of Education Mara Fernanda Campo, presented CVW. What stood out the most was not the fact that the official document was entirely designed by a consulting agency (McKinsey & Co.) without apparent assistance from university departments of education, or experts in bilingualism, with the minor exception of some telephone interviews of a few chosen professors (as it is printed on the CVW document, p. 110). Nor is it the fact that the CVW presentation was precisely held at a technical institution for the training of a labour workforce (Instituto Tcnico Central La Salle), or that the colours of the programme matched those of the UK, USA, or Australian/New Zealand flag;4 what is more salient is the unhesitating treatment of language learning as a response to the needs of the captains of industry to supply factories and businesses with a workforce in English (Reyes, 2015). A literacy and proficiency measured by external, transcontinental, and de-contextualised criteria (Ayala Zrate & lvarez, 2005) in need of modifications to work effectively in the Colombian context (de Meja, 2012a; Fandio-Parra, Bermdez-Jimnez, & Lugo-Vsquez, 2012), adopting (without adapting) textbooks and materials made abroad for the benefit and ease of expansion of major publishing houses (lvarez, 2008); a trend imported from abroad that conforms to the standards of an idealised English native speaker as the ultimate goal of learning (Vlez-Rendn, 2003) enshrining such as a symbol of prestige over the local English varieties (Gonzlez, 2010), and the reality of those who are already bilingual (and indisputably alienated): Raizals and indigenous peoples (Torres-Martnez, 2009). In so doing, the only benefit goes for an institution intended to spread British cultural propaganda in the form of learning materials, teaching training, assessment, proficiency evaluation as well as books (Gonzlez, 2007), creating dependency upon an inner circle model via the exclusive use of materials from inner circle countries (Vlez-Rendn, 2003). The British Council is clearly an institution supportive of British commercial and political interests. It has always had the goal of spreading the English language as far as possible and this has been for clear political and commercial reasons (Pennycook, 2013, p. 150). Thus, what leads the programme is not the treatment of learning as a tool for social and personal empowerment, aiming to emancipate school and college graduates for social advancement, but to stock call centre franchises (Santos, 2014).


  Scholars Reception to Programa Nacional de Bilingismo 2004-2019


  Out of the three modern governmental projects for bilingualism English-Spanish (NBP, CVW, CB), the NBP has been the longest in duration (ten years, from 2004 through 2014). It has been likewise the one more fiercely criticised of all.


  A common trend across all references to the programme is that its foundations are rooted in the misconception that English is the only language that might open the doorway to success and economic empowerment (Fandio-Parra et al., 2012). From the official documentation, the NBP states that English communicative competence is the road to opportunities for citizens, social mobility, and peoples development (Programa Nacional de Bilingismo, n.d.). In sheer opposition Valencia (2013) criticises the willingness to introduce English as the foreign language of choice, as though it was a natural solution. Colombias governmental decisions are therefore based on economic grounds, linked to concepts such as productivity and competitiveness, teachers voices are not taken into account and the government representatives attitude is managerial and authoritarian instead of participative (Quintero Polo, 2009).


  In the same vein, according to the NBPs logic, the concept of bilingualism is tantamount to speaking English exclusively (Bermdez Jimnez & Fandio-Parra, 2012; de Meja, 2011). Bilingualism is thus presented as a rigid conceptualisation fostered by myths (Guerrero Nieto, 2008), at the expense of the full recognition of all other indigenous languages and the multilingual nature of the country. It is a source of concern that the government refers to bilingualism in Colombia as a concept that can be detached from Spanish (Vargas, Tejada, & Colmenares, 2008). Plus, in the design, planning, and implementation, none of the voices from English teachers, scholars, principals, secretaries of education, or indigenous community representatives have been heard thus far (Correa & Usma Wilches, 2013), all framed as a panacea against poverty, creating in this fashion the image of an apolitical, homogenous nation, without regions, or ethnic groups; neglecting the traditions of Raizals and Afro Americans (Torres-Martnez, 2009).


  Another criticism is that peculiar contextual features were outright disregarded when the NBP was put into effect. In this respect De Zubira Samper (n.d.) highlights the major drawback of imposing a nation-wide bilingual programme without first attending to the priorities in education: students deduction and induction skills, argumentation and critical reading; it is meaningless to aim at foreign language proficiency without Spanish fluency in the first place. At the higher education level the NBP is not influential either. Lpez (2009) argues that it does not shape any perceivable change in foreign language programmes because its implications are not clearly understood; he focuses on the NBPs presence in the Exmenes de la Calidad de la Educacin Superior [ECAES] whose English section is based on reading excerpts from the Cambridge publishing house. His findings suggest that ECAES is a low-stakes test given that no influence is found in those programmes, which leads one to believe that the policy-driven tests cannot have the consequences intended.


  In general, NBP does not consider the differences in context of application of assessment criteria which certainly obscures its scope, reliability, and validity, because these should be based on national, informed perspectives and methodologies (Ayala Zrate & lvarez, 2005). The extant conditions are unsuitable for the desired governmental purposes; likewise, there is an absolute absence of clear policies to attain the goals set in a bilingualism programme (Crdenas, 2006), bringing forth an undesirable mismatch between the governments intentions and the actual social conditions (Guerrero Nieto, 2010). For instance, even though the NBP initially presented a baseline for intervention, as of June 2009, with only 10% of assessed teachers reaching a B2 level or above5, the objective was to train the remaining 90% to help them to better their proficiency. Some years into the programme all evaluations were unfavourable, even from official statements (Snchez Jabba, 2013). The following year, Colombias Minister of Education, Mara Fernanda Campo Saavedra, publicly accepted the programmes failure, precisely due to unawareness and a bad diagnosis of the real national proficiency levels (Diario LR, 2014).


  The programme did not consider the external variables such as the huge social and economic differences among the various strata in Colombia (Valencia, 2006). The monolingual and mono-cultural dominant context in the country also hinders the opportunity to perform as expected; the goals were then unrealistic and envisaged an idyllic, non-existent group of students (Guerrero Nieto, 2008).


  The Ministrys original assumption that only a scarce 10% of all language teachers were capable of reaching the imposed B2 level aids in building the perception of national underachievement, which called for immediate action in the form of adopting foreign standards with little attention to the actual conditions of teachers and students (Crdenas, 2006; Snchez Solarte & Obando Guerrero, 2012; Valencia, 2013). This adoption came in the form of externalisation of policy discourses, stratification of groups, and marketisation of language teaching (Usma Wilches, 2009), at the risk of embracing globalisation through an unthinking exploitation reducing foreign language teaching to sheer formal instruction (Torres-Martnez, 2009); this adoption was chiefly driven by the need to respond to the changes associated with economic globalisation (Pea Dix & de Meja, 2012) regarding the absence of national, all-encompassing assessment criteria for foreign language proficiency.


  The decision to integrate The Common European Framework of Reference for Languages (CEFR) on account of the soundness of its proposal, and applicability to the educative field (Programa Nacional de Bilingismo, n.d., para. 6, our translation) forced scholars to insist that externalisation of language discourse in education is a mechanism through which foreign standards are adopted as an indisputable external authority (Usma Wilches, 2009), taking advantage of the absence of information in the local communities to impose a hegemonic discourse (Crdenas, 2010). As a consequence such adoption was soon met with a barrage of criticism: Ayala Zrate and lvarez (2005) confronted such de-contextualised implementation of overseas assessment standards, and called for the construction of context-based foreign language education principles while preparing students to be globally competent. Vargas et al. (2008) also remarked on the out-of-context adoption in the Basic Competence Standards (BCS) in Foreign Languages: English (Estndares bsicos de competencias en lenguas extranjeras: ingls, MEN, 2006), where the CEFR is not adopted along with all its rich theoretical analyses but rather a mere usage of its competence grids and can-do statements overlooking Colombias socio-economic, geographic, political, historical, and educative reality (see also Snchez Solarte & Obando Guerrero, 2012; Torres-Martnez, 2009). For Gonzlez (2007) the NBP did not consider the previous COFE project carried out in the 1990s where major local universities were brought together to foment action research and professional autonomy; as a result, lvarez (2008) stressed the importance of adopting a postcolonial approach to evaluate the standards, with a critical stance towards the deployment of merchandising coming from the publishing houses that are interested in the NBP. Finally, de Meja (2011) forewarned that taking the European perspective without modification to the local setting may end up as a distortion of the intended aim.


  Finally, not only does the NBP contradict other Colombian linguistic policies promoting bilingualismon account of its limiting focus on English (de Meja, 2011)but it is also the doorway to a market where only a few high-class, well-off citizens can afford the textbooks, materials, preparation courses, and international exams (Garca Len & Garca Len, 2012). In that regard, it is Correa and Usma Wilches (2013) proposal to adopt a critical sociocultural model that can set out better actions. They provide a detailed account of the bureaucratic, traditional model of policy-making in order to assert that the NBP is indeed the embodiment of a top-down philosophy that dictates rules of teaching and assessment without previous consideration of the Colombian context. Likewise, for Vargas et al. (2008) the standards assessment criteria are oblivious to the variety in regional features and local cultures.


  There is, then, a socio-cultural, economic, and political dimension in the teaching and learning practice that cannot be overlooked (Ayala Zrate & lvarez, 2005). The NBP either neglects it or openly accepts it but in the form of education as a subservient device for job-skill technical training, not integral education (Vargas et al., 2008). Goals were clear for the NBP in aiming at the same objective as India in training low-tier, blue-collar workers proficient in English (MEN, 2005). Tools as the BCS are simply a vehicle used to spread a hegemonic and ideological influence and to alienate teachers beliefs and practices within English language education (Guerrero Nieto & Quintero Polo, 2009, p. 135).


  This unease with CB 2014-2018 lies in forgetting such previous faux pas (from both NBP 2004-2019 and CVW 2015-2025), and the continuation of a massive, billionaire, and pervasive project whose goal is opposite to that of a humanistic and social-empowering type of education. Researchers, teachers, language instructors, professors, policy makers, pre-service teachers, and parents all agree on sharing the same objective; a conflicting point for discussion is whether we all are on the same page, with the same goals in mind and, with the same definition of education: training to provide international call centres franchises with a low cost workforce, or the humanistic, social-empowering, and liberating education that starts with a different philosophy of action to that promoted by this government, that is, complying with international standards (Torres-Martnez, 2009).


  The governmental standpoint towards education, however, should not come as a surprise for it has been perceived since mid-2013 when the Ley de bilingismo [Bilingualism Law] (Congreso de Colombia, 2013) was enacted to modify the General Education Law (Congreso de Colombia, 1994) to reflect the new frame of English as a means to employment. For instance, one of the articles states as one of its purposes the development of competences and skills to foster citizens access to higher education and opportunities in the corporative and labour fields (Congreso de Colombia, 2013). And Law 1651, 2013, was appended so that English would be prioritised.


  The Current Policy: Colombia Bilinge 2014-2018


  Shortly after the presentation of a strategic plan for CVW, the re-election of President Juan Manuel Santos in late 2014 brought several changes in his administration and thus in the aforementioned policy, which re-emerged under the name of Colombia Bilinge (MEN, 2014b). This denomination intends to recover the use of the term bilingual as a distinctive characteristic of the programme and erase the previous title and logo with no official justification. CB was officially introduced in early 2015 as part of a relevance project6 no longer regarded as a quality issueand as a compendium of more realistic and adapted strategies concerning three main lines of action: teacher education, use of materials, and pedagogical design. Albeit this recent initiative has been seldom presented in public, and the official information in its website remains scarce, we can summarise some of its main aspects as of today.


  The most salient feature about CB is that it has reduced its geographic scope to a fewer number of target institutions, partially covering 36 cities.7 The reason why the government has chosen these focal cities and not others remains officially unclear. Another important yet controversial strategy involves the arrival of more than 300 foreigners to the focal cities. This group, referred to as Formadores Nativos Extranjeros (Foreign Native Trainers), would provide opportunities to communicate in English authentically with the students outside regular class time. It includes professionals ranging across different disciplines who have some teaching experience, but not necessarily enough background in Spanish, let alone in language teaching and didactics.


  Moreover, CB intends to allocate most of its task-force to ensuring that 100% of the teachers are assessed and diagnosed so that they can be accompanied by the MEN in improving their language level through training sessions and feedback, short local or international immersion programmes, as well as the provision of the materials they need for classes. Interestingly enough, CB sets as one of its goals the creation of a national syllabus for the English languageas a step further ahead of the BCSand yet it did not turn down the use of materials previously developed for CVW: the textbook English Please! for secondary school, and Bunny Bonita for elementary. In this respect, studies such as Cano-Morante (2014) discuss the impact of these materials underlying dominant discourse. Thought-provoking conclusions arise from Cano-Morantes epistemic critical discourse analysis of the teacher training sessions of Bunny Bonita. Following van Dijks (2010) model which states the NBP is not a solution to the inequities stirring Colombian society, it is instead a way to comply with the elites necessities in providing a long-term trained workforce. In the same way, the NBPs discourse is designed in such a way that its direct users accept it and support its implementation. For the government, when it comes to English everything might change, that is, the method, teacher training, the regions to implement the programme, but never the materials, and thus the CEFR and the British Council.


  In sum, this reformed policy seems to perpetuate much of the former criticism and observations especially regarding the concept of bilingualism as an instrumental characteristic of the students, and not a skill which carries much more than the linguistic code. This assumption leaves again the foreign language as a separate component from the students native language (L1) dimension, their multi-literacies, and intercultural awareness.


  Discussion and Conclusions


  Conclusions emerging from this reflection are manifold. For starters, English is anew presented as a neutral, nuance-less, apolitical system to codify reality detached from all ties to its real bases (Guerrero Nieto & Quintero Polo, 2009), a royal road to include the country in a global economy (Garca Len & Garca Len, 2012), since it is deemed as the language of the new world, the sole language worth promoting and the one that opens scientific and technological progress with the exclusion of indigenous languages (Guerrero Nieto, 2008).


  English is enthroned as the par excellence language of choice for all matters pertaining to development, progress, richness, and prosperity; its choice over other languages is embedded in a history of colonialism, economic and political unrest, free-trade agreements, and the urge to solve even deeper societal issues by means of training skilled workers.


  Several countries aiming at their economic and scientific growth, like Colombia, have chosen English as the official foreign language, standing as a subject alone with no evident linkage with the rest of the curriculum that is taught in the L1. In some other cases, English is set as the official second language and thus the medium of instruction at school, as it is the case of Rwanda where, since 2008, English replaced French as the schools language (Samuelson & Freedman, 2010). In their thorough analysis of the inclusion of English as a post-conflict plan, these authors refer to the drastic shifts in language policy taking place in different parts of post-colonial Africa, benefiting English over other languages. The rationale behind these changes is rooted in the social imaginary of what the English language has come to represent: power, along with the understatement of being powerless where it is not in the official agenda. In this way, Rassools parallel with Bourdieus colonial habitus proves to be particularly relevant to Colombias case meaning that people often make linguistic choices that reinforce existing social, political, and economic inequalities; and, in doing so, they collude in their own collective disempowerment and/or dispossession (as cited in Samuelson & Freedman, 2010, p. 203).


  The question of language as a window to the human mind, as well as a means of codifying reality and exchanging existential experience amongst two or more speakers, needs to be differentiated from the codes stated in a forthcoming national syllabus, in this case Spanish and English. In Colombias particular case, it is intriguing that the government takes language as a subject that covers the mother tongue and English as an instrumental code then contend that together they mean bilingualism. Reference to the implications of this notion call on the necessity to be revisited by the government, especially for it to consider two main aspects: (1) a bilingual programme, even at its preliminary stage, must entail bi- and multi-literacy as an educational mission; this has beenstated for decades as an Ibero-American priority in the sense of how essential reading and writing are; and (2) in such an endeavour, educators must promote students development of BICS: Basic Interpersonal Communication Skills, and CALP: Cognitive Academic Language Proficiency (Cummins, 2008) so that these skills can permeate their linguistic repertoire.8


  Mastering a target language entitles the speaker to a membership to the economic, cultural, geographical, and socio political benefits held by the verbal community of native speakers. This goal however may ultimately become twofold: on the one hand, governments might make the best effort for providing their citizens with a linguistic passport to access the literary, scientific, sporting, academic, and commercial benefits of the cultural products from the target verbal community; whereas on the other, governments might simply make an effort to have their citizens become literate in the target language so as to sell them as a skilled labour force that can understand the orders of new foreign employers, namely: multinational corporations investing in the country. This attitude has been dubbed as language genocide, particularly regarding dominant groups empowerment at the expense of diversity:


  
    Through glorification, the non-material resources of the dominant groups, including the dominant languages and cultures, . . . specifically English, are presented as better adapted to meet the needs of modern, technologically developed, democratic post-industrial information-driven societiesand this is what a substantial part of ESL ideology is about. . . . The free-market ideology, more a political dogma than an economic system, erodes democracy by shifting power from states and democratically elected bodies to transnational corporations and banks, while demanding homogenisation and killing diversity. (Skutnabb-Kangas, 2000, p. xi)
  


  It should be a feasible alternative for any government to set forth a national, overarching bilingualism (or, better yet, multilingualism) programme, led by national, democratically appointed parties of scholars, teachers, and researchers that can propose a more suitable implementation of the Ministrys initiative without accepting overseas domination from institutions whose main goal is cultural display in the form of books, learning materials, teaching training and assessment, as well as proficiency evaluation (see Pennycook, 2013). Likewise, the goal needs to be set in the willingness to educate bilingual human beings, rather than to shape bi-literate, low-tier, minimum-wage workers. Countries striving for giving its citizens the opportunities of accessing a better quality of life should also guarantee the means to hold linguistic membership to as many cultures and views of the world as possible.


  Also, it is important to highlight the current administrations intention in reformulating the CVW programme. It remains unclear though to what extent they acknowledge its flaws and implications. The document Colombia Very Well! Documento de socializacin julio 2014 outlined the general structure of the Plan Nacional de Ingls: Colombia Very Well for the next 10 years. This plan, as a nation-wide initiative, with the united sources of other departments and ministries (ICT and employment) clearly suggested an innate philosophy of employability and job-training as the sole drive for education.


  CVW was mainly crafted by a foreign company whose field of expertise is financial consulting and no signs of contribution by educators, researchers, or scholars in the field were given. We could establish a link with these two facts to the emerging concern of the graphics and rationale given by the Ministry of Education to boost the teaching of English. The pivotal reasons are based on the need to supply the business process outsourcing sector (BPO), tourism and technical-level employment vacancies, unlike other initiatives for bilingualism, where the focus is set on the preparation of graduate students to achieve academic mobility, internationally-competitive scientific production, or upgrade the ranking of universities.


  It has also been underscored that the name of the overall plan has changed several times: from Programa Nacional de Bilingismo (National Bilingualism Programme) to Plan Nacional de Ingls (National English Plan), where the latter excludes the co-existence of the L1 (not that it was present in the former), and CB. There are no clear distinctions between the NBP, CVW, and CB either. The latter holds itself accountable for only a portion of the countrys institutions. This brings up numerous issues for students and teachers who would not benefit from the same resources as the focal areas.9 By the same token, these transitions evoke unsteadiness in the deliverables as well as in the approaches to language in education.


  As a consequence, CB resumes the prescription of foreign standards that were fruitless for the NBP in the past (Diario LR, 2014; Radio Santa Fe, 2015). Although more modest in its aspirations than CVW, by setting goals only for 2018, CB goes on to measure quality in language teaching through the exo-normative illusion of the monolingual native speaker (see Abouchaar, 2012; Torres-Martnez, 2009), and it is pre-supposed that only native or near-nativeness is a prerequisite to quality and success in teaching. Furthermore, it keeps using the yardstick of alien models and discourses as it is intended by 2018 to diagnose the 100% of English teachers in their proficiency level according to the CEFR, to upgrade English teachers CEFR level one or two letters (i.e., A1 → A2), to include 1,400 foreign native speakers to teach English in a number of focus group schools. Their role derives from a co-teaching and complementary strategy where the main outcome will be to help students communicate effectively in the L2.10 In higher education the overview is not less colonial: teachers nation-wide aiming at promotion or incentives ought to reach a minimum B2 level. English will be included as a compulsory requirement for all technical and professional university programmes striving for accreditation. Alumni from Bachelor programmes in education, major in English, will need to reach a B2+ in order for the programme to receive official accreditation. More worryingly, all Bachelor programmes in English will also need to have native English speakers, as well as provide their students with internships abroad.


  CBs aspirations affect the structure of undergraduate-level teacher training programmes and the general evaluation system. If this new layout comes from the previous CVW unaltered, then doubts and concerns should remain since CVW was obscure in much of its recommendations (when a web-based methodological support was announced, which method would be followed? [MEN, 2014a]). It is also clear that the intended goal is to place English amongst other technical skills to shape the incoming generations of blue-collar wage-earners in the lower steps of the BPO and tourism sectors, rather than amongst the productive, entrepreneurial freethinkers of tomorrow. Until now, all previous Colombian initiatives for bilingualism have been a cog in the gear of a utilitarian logic where the linguistic product is determined by all the tenets of an investment-profit mindset (language = product) (Fandio-Parra, 2014; Torres-Martnez, 2009), in short, government linguistic planning resembles the pattern of the Spanish colonisation to value the language of the powerful stretching the asymmetry of social strata (Guerrero Nieto, 2009).


  Back in the 19th century, Venezuelan diplomat, grammarian, legislator, philosopher, and educator, Andrs Bello, defended with equal verve the maintenance of the human sciences in secondary education. His legacy echoes from centuries agofrom the very days of the failed multilingual Law of March 1826and in the words of one of the experts in his life and works, Aurelio Espinosa Plit, these final thoughts remain in full force, now more than ever, to make sense of the present-day state of South American Education:


  
    It is, on the one hand, the invading growth of pan-economist theories that reduce everything to the material concerns of existence; it is the narrow view of an immediate profit of those studies that are directly linked with earnings; it is the urgency of so many youngsters for earning a livelihood as soon as possible; it is, on the other hand, the real need for technical scientists and business people that every country carries out research for the exploitation of the national resources; it is the reduction of the advancement of science and its applications to the household needs which makes it essential for the modern man to be initiated in the experimental sciences... Nobody denies the immediate necessity of technical workers at all production levels, and in the modern mechanised life; nonetheless nobody should deny either the need (as essential as that of the technicians) of men with a higher mental trainingmore agile and more universalmen capable of coordinating the partial and unbound tasks of these technicians, as well as the highly complex issues of general management and the rule of society, according to the main principles of the philosophy of life and political sciences. Reducing the education of the young to the training of specialised technicians would be a suicidal objective for any country. There is no need to reach this state to assess the damage that some nations are doing to themselves through iconoclast reforms, as is attested almost everywhere on our continent. This is but a regrettable pedagogical naivet on the part of its leaders when failing to realise the cultural decay that comes with the abandonment of the disciplines for the selfless education of the spirit. (Espinosa Plit, 1981, pp. XVII-XVIII, our translation)
  


  Unanswered Questions


  In keeping with the previous literature review, the actions undertaken by the Ministry, and the current perspectives of CB, several questions emerge. We will attempt to briefly discuss them as a whole with the hopes of stirring conversation between the government officials, schools, universities, technical institutions, teachers, professors, scholars, administrative staff, parents, and, importantly, undergraduate students in Licenciaturas.


  
    	Why does the government continue replicating previous flaws that have already received criticism thereby plainly ignoring the extensive body of literature that stands against those flaws?


    	Why was CB a clean slate after CVW was launched?


    	What is the notion of education that the government truly seeks, and especially of English teaching? Training for minimum-wage workforce? English as a skill for technical literacy in an inner-circle dominated world?


    	Why has Colombia Bilinge 2014-2018 (until the revision of this paper) decided to implement this policy in what they called focus areas and not the rest of the country as stated before? What will it happen to the rest of the country?


    	Why is an English-only policy tantamount to bilingualism for the government and why are other types of bilingualism with other relevant or official languages such as Spanish-Mhuysqa, Spanish-Ticuna, or even multilingualism Spanish, English, Portuguese not part of the bilingual milieu?


    	Will the forthcoming curriculum consider bi- and multi-literacy dimensions as part of bilingual students language development?


    	How does Colombia Bilinge plan to articulate itself with current pre-service and in-service English teachers agenda for all levels, especially with licenciatura programmes that others consider foreign languages in addition to English?

  


  The answers to Questions 1-3 could be associated with several conversations and fields. Therefore, it could be argued that CB and precedent policies defend a specific education paradigm. It is true that having a sound educational philosophy is a key component in curriculum development and therefore in governmental mandates; however, this policy does not necessarily mean it is beneficial for its users. In the current policy, it is apparent that foreign language learning is regarded as separate from other disciplines. Even more disconcerting is that the policy predominantly configures itself around a linguistic fashion: the erroneous idea that language principally consists of grammar memorization and metalinguistic knowledge. As of yet, there is little evidence on how this policy would go beyond this basic conception of language learning to include current trans-disciplinary approaches that entail content-based methodologies in the English classroom such as CLIL (a phenomenon which has timidly emerged in the Bogot region in the past few years [McDougald, 2015]), an intercultural dimension, and even a pragmatic competence. Having said this, this paper argues that CB and precedent policies are evidently including English in the curriculum to attain a mechanical level of the language. The problem behind such a goal lies in a contradiction: Nowadays a high competence in English is strongly needed as it is the language of problem-solving, technology, and global communication. It is counterintuitive to educate people to be automatised in an era where machines have taken over many of human beings traditional duties and where critical thinking has become essential to survive.


  This brings us to Question 4 which addresses why the CB program plans to implement its strategies in several focus areas or institutions, excluding Bogot. It is worth noting that these areas are given an advantage regarding other institutions; however, the reasons behind this decision need to be clarified. It is likely that this justification could imply the recognition that the previous programs were too ambitious to ensure significant outcomes in the entire country or that CB intends to ensure a considerable percentage of significant outcomes (increased number of hours in English, incorporation of technological support, enhanced levels of the language, covered training sessions and immersions, observations by the MEN, etc.) over a selected population. Whichever the case, it is necessary to have these justifications stated publicly since there are many cities, rural villages, and communities whose education agenda will not change as a result of the policy and this fact has many problematic implications.


  Finally, Questions 5-7 lead us to two of the most resonating topics in the recent literature on language teacher education: empowerment and multi-literacies pedagogy (Cummins, 2009). A key element of todays education goals is to be leadership-oriented. This means that students and teachers are enabled to make autonomous decisions, solve problems that affect their community, and put their strongest intuitions into practice in order to engender change for a better world. All of these skills can only be achieved through the critical literacy perspective that fosters understanding our role in society and that of the others around us. It also entails collaboration, mastering technologies as well as reading and thinking in multiple formats. It is our hope that Colombia will rather pursue this educational paradigm through teacher training programs that should necessarily go beyond a linguistic understanding of language acquisition; it is our belief that a paradigm incorporating the aforementioned additional characteristics would provide the necessary ingredients to reach our most important goals as a country: eradication of poverty, the reduction of inequalities, and the termination of the war.

  


  1PISA being one of them: OECDs Programme for International Student Assessment. Although PISA does not address language testing per se, it includes language-related skills such as reading, critical thinking as well as problem-solving (Ministerio de Educacin Nacional [MEN], 2008).


  2For a historical overview with special attention to other foreign languages, see Crdenas (2010).


  4An additional thought emerges: Should educators accept uncritically a governmental programme that spreads and consolidates the acceptance of a norm-providing inner circle of English (Kachru, 2006) whose rhetoric only serves to perpetuate the exo-normative native speaker model? (Kirkpatrick, 2006). Careful consideration of Santoss (2014, pp. 48-51) public statement evidences such bias towards a colonial view of the language: Among other actions we will also create an incentive package [for teachers] to improve their teaching practice with language immersion trips to San Andrs, and also abroad. And I want to thank the ambassador and his government in that regard, since they have shown so much interest in helping us with this programme, with that remarkable English that they speak in the United Kingdom (Our translation).


  5The levels adopted by the Ministry of Education were those of the Common European Framework of Reference (Council of Europe, 2001). The levels are comparable to the traditional distinction of basic, intermediate, and advanced proficiency, where the letters A, B, and C represent each level accordingly.


  6Information about CB, as well as the Ministrys lines of action can be found here: http://www.colombiaaprende.edu.co/html/micrositios/1752/w3-article-315515.html, and on the Ministrys official website: http://www.mineducacion.gov.co/


  7Information about the focal regions: http://www.mineducacion.gov.co/cvn/1665/w3-article-351513.html


  8The national reading plan Leer es mi cuento encourages bi-literacy in regions where English is widely spoken such as the San Andrs and Providencia archipelago, but not as part of the overall bilingualism programme (men, 2013).


  9For a study regarding the constraints that yield the infrastructure and resources of private schools and the implementation of the NBP, see Miranda & Echeverry (2010).


  10The latest public information retrieved on this matter (July, 2015): http://www.eltiempo.com/estilo-de-vida/educacion/bilinguismo-llegan-200-profesores-extranjeros-a-colegios-publicos/16033796
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  In this article, the author discusses the social justice language teacher education perspective and how it can help language teachers to develop a political view of their work and effect change inside and outside their particular school contexts. To do this, she briefly analyzes various professional development programs for teachers of English in public schools in one city in Colombia to determine how these have or have not contributed to the development of a political perspective in teachers. Finally, she discusses what the implementation of such perspective requires, provides some examples to illustrate how it may look in practice, and discusses some implications for different stakeholders.
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  En este artculo la autora discute la perspectiva de formacin de docentes para la justicia social y cmo esta puede ayudar a los profesores de lenguas a desarrollar una visin poltica de su trabajo y realizar cambios dentro y fuera de sus contextos escolares. Para lograrlo, ella hace un breve anlisis de varios programas de desarrollo profesional para profesores de ingls de instituciones educativas pblicas y determinar cmo estos han contribuido o no al desarrollo de una perspectiva poltica en los profesores. Finalmente, la autora discute lo que requiere la implementacin de esta perspectiva, da algunos ejemplos para ilustrar cmo esta puede verse en la prctica y discute algunas implicaciones para los diferentes actores educativos.
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  Introduction


  Colombia is in the midst of educational reforms in which teachers are pressured to focus on specific knowledge and skills intended to enable students to be competitive in the world market. This focus on economic competitiveness challenges professional development programs to include a social justice perspective to provide in-service teachers with the tools to construct better futures for themselves and their students. Unfortunately, for years a technical view of teachers learning and development has characterized language teachers professional development programs in Colombia, closing off possibilities for in-service teachers to develop a political view of their work to effect change both within and outside the classroom. Although there have been programs at the school and university level in which teachers have been offered a different type of professional development (e.g., Cadavid Mnera, Quincha Ortiz, & Daz Mosquera, 2009; Sierra Piedrahita, 2007a, 2007b; Usma & Frodden, 2003), most teachers have been treated as technicians (Sugrue, 2004) who should be trained to implement the reform initiatives determined by the government.


  A clear example of this is the former National Plan of Bilingualism (2006-2010), which eventually became Programa de Fortalecimiento al Desarrollo de Competencias en Lenguas Extranjeras (2010-2014) and known today as Programa Nacional de Ingls [National Program for English], Colombia Very Well! (2015-2025) that conceptualizes teachers as unskilled and lacking the necessary knowledge that others consider important to implement such reform. Consequently, teachers are not considered as professionals who can make their own decisions based on their personal needs, interests, and working contexts. Besides, this reform has resulted in high stakes testing and fewer opportunities for teachers to make independent decisions in their classrooms since they are normally told what to teach and how to teach it (Robertson; Samoff; Sleeter; Tatto; Torres as cited in Zeichner, 2011). Therefore, language teachers in Colombian professional development programs have been trained in the content and methodologies specified by policy makers.


  Given this situation, language teachers should learn to incorporate more appropriate teaching practices into their teaching repertoire to be able to educate the kind of critical and active citizens our society demands. Although this is also the job of teacher education programs, professional development programs need to include the knowledge, skills, and dispositions related to social justice that may allow teachers to challenge the injustices and inequalities present on a daily basis in different spheres of society. If teaching is a political act, then a social justice perspective can contribute to the kind of preparation teachers require to move to more equal and just teaching practices, which, at the same time, will set an example for students to follow inside and outside their schools.


  In this paper, I first provide a characterization of various professional development programs that have been offered to teachers of English in public schools in a major city in Colombia, and connect that characterization with the current discourses governing the professional development of teachers in many places around the world. Next, I introduce the idea of a social justice language perspective for the professional development of language teachers and discuss the importance and implications of such a perspective for the professional development of in-service language teachers. Following this, I discuss what the implementation of this perspective requires; provide some examples to illustrate how it can translate into teaching practices; and detail a specific example of learning to teach under this perspective taken from a study that I conducted. Finally, based on what scholars in the field have discussed and my own insights, I present some implications of this perspective for different stakeholders.


  A Characterization of Professional Development Programs for Language Teachers


  Professional development programs (PDPs hereafter) designed by professors in public and private universities or other private institutions in the country are in charge of instructing teachers on how the current reform works, and how it should be implemented. As a result, teachers are still offered the one-shot workshops, lectures, or courses, that is, the same old models that do not contribute much to their learning (Fullan, 2001; McCotter, 2001; Randi & Zeichner, 2004). Thus, their teaching practices and beliefs about teaching do not change, and even less, their visions as regards the role of teachers to effect change inside and outside their schools.


  I analyzed various PDPs that have been sponsored and funded by the government in a major city in Colombia. I wanted to examine their design and organization, the theoretical foundations underpinning them, and how they were possibly working towards helping in-service teachers to develop a more political view of their work. The analysis indicates that:


  
    	Most programs focus on language issues and do not include sociocultural, critical, and social justice approaches to language teaching.


    	Most programs focus on providing teachers with the knowledge and skills determined by the government and the idea that they need to teach their students to be competitive in the world market upon graduation.


    	Most programs do not include the development of attitudes and values in teachers that could help them use different teaching approaches with their students.


    	The theoretical foundations of most programs include theories of language learning, communicative competence, multiple intelligences and the like; however, sociocultural, critical, and social justice theories are not included as foundations for these programs.


    	Most programs focus on courses and workshops, with the exception of one program that incorporated a peer coaching strategy to support teachers in their schools.


    	All programs are short-term and lack continuity as they depend on political contracts and alliances or availability of economic resources in the local government.

  


  Therefore, these programs have focused on preparing language teachers with the knowledge and skills to be able to achieve the standards set by the government while lacking a commitment to prepare teachers in sociocultural, critical, and social justice approaches. Consequently, language teachers should be offered PDPs that include a combination of aspects or principles that are an integral part of working from a social justice perspective so that they are able to provide students with the kind of education that will lead them to become agents of social transformation inside and outside the schools. Moreover, these programs should prepare language teachers to be critical thinkers and activists who, when dealing with issues of professional development, are able to establish a balance between the interest of the government and their own interests and needs as professionals so that their individual learning is not ignored (Day & Sachs, 2004).


  With the above-mentioned reform and what the Colombian government has established in terms of teacher professional development, teachers are witnessing the prevalence of one of the two discourses that currently influence educational policies in relation to teacher professionalism (Day & Sachs, 2004). This discourse, known as managerial professionalism . . . gains its legitimacy through the promulgation of policies and the allocation of funds associated with those policies (Day & Sachs, 2004, p. 6). It aims at redefining what teacher professionalism means and how teachers should practice it whether individually or collectively (Day & Sachs, 2004). According to Day and Sachs (2004), this discourse is system driven, has external regulations, drives reform agendas, has political ends, is competitive and market driven, and exerts control and compliancy on teachers.


  In contrast, the other dominant discourse, democratic professionalism (Day & Sachs, 2004, p. 5), is a preferable option for the professional development of teachers and attempts to transform teacher professionalism so that they have greater agency in their teaching (Day & Sachs, 2004). Not surprisingly, a shift to greater teacher agency as professionals has not been popular among policy makers in Colombia given that it is profession driven, has professional regulation, complements and moves beyond reform agendas, has professional development ends, is collegial, and points at teachers activism (Day & Sachs, 2004). Although these two discourses of teacher professionalism have the intention of improving school teachers performance and skills and, consequently, improving student learning results, what differentiates one discourse from the other is how the improvement process is done and who controls it (Day & Sachs, 2004). Clearly, the professional development of language teachers in Colombia has been designed under the discourse of managerial professionalism described by Day and Sachs.


  Because professional development is political, it then serves some peoples interests better than others (Day & Sachs, 2004); therefore, teachers should be attentive and make sure that the professional development they receive also serves their interests and needs. The field of teacher learning and professional development in Colombia will not advance unless we move to other forms of professional development that are planned according to teachers needs, interests, working contexts and conditions, and with an emphasis on democratic professionalism. PDPs planned that take these elements into consideration and with a focus on a social justice perspective will give teachers the preparation they need to provide students with the kind of education that will lead them to become agents of social transformation inside and outside the schools.


  A Social Justice Language Perspective for the Professional Development of Language Teachers


  The literature about social justice teacher education (SJTE hereafter) indicates that there are at least three conceptions of the term social justice in teacher education (Cochran-Smith et al., 2009; Zeichner, 2009, 2011). One conception is about distributive theories focusing on a just or equitable distribution of material resources and services in society. Another conception is related to recognition theories focusing on social relations among individuals; that is, caring and respectful social relations where people are treated with dignity. The third conception focuses on both distributive and relational justice theories (Cochran-Smith et al., 2009; McDonald as cited in Zeichner, 2011; Zeichner, 2009). Zeichner (2011) states that


  
    SJTE aims to respond to preparing teachers to teach in ways that contribute to a lessening of the inequalities that exist in school systems throughout the world between children of the poor and children of the middle and wealthy classes, and the injustices that exist in societies beyond systems of schooling, in access to shelter, food, healthcare, transportation, access to meaningful work that pays a living wage and so on. (p. 7)
  


  Moreover, he observes that social justice involves the forming of linkages inside and outside education aimed at working for broad social change (p. 18). Thus, preparing teachers to work under this perspective, although challenging, is worth the effort to reduce the inequalities and injustices existing in schools and society; however, it requires different stakeholders to learn to work together and with other actors in society to effect the desired social change.


  Accordingly, the goals of SJTE are to recruit and prepare a diversity of teachers to teach all kinds of students; to prepare teachers capable of working inside and outside their classrooms to change inequities in schools and in society, more than focusing on diversity (McDonald & Zeichner as cited in Zeichner, 2011; Zeichner, 2009); to acknowledge the social and political aspects of teaching and recognize the contribution of teachers to students life possibilities or opportunities; to prepare teachers to become leaders in reconstructing society through equity in opportunities and outcomes among the various groups existing in society; and to prepare teachers to teach in contexts where they are forced to accept forms of accountability that are narrow and punitive and that do not match the views of what they want to achieve with their students (Hamel & Merz; Johnson et al.; Sirotnik as cited in Zeichner, 2011).


  Social justice language teacher education (SJLTE hereafter) is about moving beyond issues of language such as grammar, the four skills of language learning and so on, as well as sociocultural and critical approaches to language teaching to directly concentrate on teachers agency and responsibility to effect local and larger social change as they understand how societal structures affect educational and life chances for their students and their families (Hawkins, 2011). Scholars situated in both SJTE and SJLTE perspectives agree on a vision of advocating for social justice in education and teachers responsibility in being agents of change in their classrooms, schools, and in society at large.


  Therefore, there is a need for committed teachers to educate and advocate for democracy and contribute to reduce existing inequities not only in schools but also in society by redistributing educational opportunities for students (Cochran-Smith et al., 2009). Such work requires preparation of teachers who possess a combination of knowledge; interpretive frameworks; teaching strategies, methods, and skills; and advocacy with and for students, parents, colleagues, and communities (Cochran-Smith et al., 2009, p. 350). Moreover, it requires teachers who are able to critique the larger structures, arrangements, and policies of schooling and consider the role they might play to challenge the system that promotes inequities (Cochran-Smith et al., 2009). In other words, teachers need to be activists and advocates for students (Cochran-Smith et al., 2009). To count on this kind of teachers, and more specifically language teachers, PDPs should focus on helping in-service teachers develop a more political perspective about their profession.


  A social justice language perspective can offer in-service teachers a different view about their work and provide them with a focus for learning different from the knowledge and skills determined by reform initiatives promoted by the government. Such initiatives normally embody a managerialist vision of teacher learning and development that is concerned with efficiency and productivity and excludes social and human benefits (McInerney, 2007). Hawkins (2011) observes that language teacher preparation and professional development programs often take into account competencies dealing with issues of language; that is, grammar, function, structure, and usage. To a lesser degree they take into account issues that align with sociocultural perspectives; that is, linguistically and culturally responsive pedagogies. However, they almost never provide teachers the opportunity to explore critical issues and approaches and even less a social justice approach to language teaching. Accordingly, a SJLTE approach not only emphasizes changing understandings of language learning, teaching, and usage; accepts the existence of inequities in education and imagines just social futures for people but emphasizes the responsibility of teachers in being agents of social change (Hawkins, 2011).


  Nevertheless, teachers work in Colombia is increasingly constructed around narrow, instrumental, and apolitical ways. These issues are reinforced through scripted and prescribed curriculum and standardized testing and other accountability measures that seem to be created to control teachers and not to promote their creativity or talent (McInerney, 2007), and their potential to be critical thinkers and agents of change that can work to improve the life chances of their students.


  For language teachers to become the kind of critical thinkers and activists our profession requires, PDPs should be geared to include a combination of aspects or principles that are an integral part of working from a social justice perspective. Furthermore, they should be designed and structured taking into account many of the main characteristics of effective professional developments that the literature suggests and which come from a broad consensus among researchers, scholars, policymakers, and professional development specialists (Elmore, 2002; Hawley & Valli, 1999).


  Towards the Development of a Social Justice Language Perspective in PDPs


  PDPs working from a social justice perspective should include a series of aspects, and these are not limited to the ones I present here. These programs should:


  
    	Provide teachers with opportunities for collaboration, dialogue, reflection, and work to empower/legitimize teachers (Hawkins, 2011).


    	Provide teachers with many opportunities to consider and understand concepts, issues, and ideas related to teaching for social justice (Enterline, Cochran-Smith, Ludlow, & Mitescu, 2008), concepts related to social theory can contribute to teachers understandings in this sense (Brennan & Noffke, 2009).


    	Provide teachers with assignments that help them develop social justice principles and practices as well as assignments that address broader institutional inequities that impact students experiences (McDonald, 2008).


    	Plan activities in which teachers spend time interacting with community activists and people from neighborhoods who experience inequalities and injustices (Zeichner, 2011) which will allow them to see and live things first hand.


    	Help teachers become aware of the importance of enhancing students learning and their life chances (Cochran-Smith et al., 2009).


    	Invite guest speakers to talk about their experiences as people who normally deal with social problems in their own neighborhoods.


    	Provide teachers with the possibility to not only develop knowledge and skills for good teaching but also dispositions toward social justice.


    	Emphasize the development of teachers behaviors, attitudes, and values that will help them to teach those to their students so that they can live as good citizens.

  


  Once teachers learn the principles and practices of a SJLTE perspective and the possible strategies to apply it in their classes, they can start to transform their teaching practices. Nevertheless, given that teacher learning for social justice is not an easy job and teachers might be resistant to work from this perspective or might not want to assume this role of leaders of social change (Zeichner, 2011), programs should start by promoting teachers awareness of the importance of teaching from this perspective, therefore, they can move from awareness to action in the work place (Hawkins, 2011). Since working from a social justice perspective may require many teachers to change their world views to understand the structural aspects of schools and then analyze and criticize the macro level structures, it is not realistic to expect teachers to work as activists (Cochran-Smith et al., 2009) in the early stages of their professional development process. Cochran-Smith et al. (2009) argue that dealing with social justice issues at the individual level, that is, in teachers own classrooms, is an important starting point. Once they accomplish this first step, they can be prepared to deal with social justice at the structural level, i.e., in the school and society. Working this way might provide a bridge for them to move to criticize the larger structures that create schooling inequities (Cochran-Smith et al., 2009).


  Nonetheless, for an appropriate implementation of PDPs of this kind, designers and facilitators of programs should possess a number of qualities that would allow them to reach teachers and accomplish programs goals. Designers and facilitators should see teachers as professionals, that is, as people who possess a broad body of knowledge about their area (Noffke, 2009; Zepeda, 2008) and a degree of autonomy to make decisions about their teaching (Cochran-Smith & Lytle, 1999; Hoban, 2002); as people who are able to work collaboratively with others to reflect on and discuss their work (Cochran-Smith & Lytle, 1999; Hoban, 2002; Noffke, 2009); as generators of knowledge (Cochran-Smith & Lytle, 1999; Hoban, 2002; Noffke, 2009); as people who have the capacity to think critically about their work and promote changes; as people who can become critical and activists and aware of the consequences of their work in society; and as people who can develop moral and ethical values that guide their work. Understanding these issues is paramount for designers and facilitators of PDPs and as such they may require their own professional development in all the aspects, principles, practices, and qualities described above.


  A Social Justice Perspective Translated Into Teaching Practices


  Very often teachers wonder about the ways in which they can translate a social justice perspective into teaching practices. Cochran-Smith et al. (2009) provide examples of some of the practices that teachers who work from this perspective carry out with their students. It is important to acknowledge, however, that such practices are related to the different conceptions of social justice in teacher education presented above and it is also important that teachers understand which of them they ascribe to and want to promote through their teaching.


  Teachers working from a social justice perspective:


  
    	Pay a lot of attention to the knowledge and skills proposed in the curriculum and critique them in order to improve them.


    	Redesign or design curricula including social justice issues.


    	Connect curriculum to issues of oppression and racial and economic inequities.


    	Challenge and alter the standard curriculum.


    	Encourage students to question traditional ideas and expand their worldviews by exposing them to different points of view.


    	Build on students cultural and linguistic resources, and attempt to reach every student.


    	Accommodate and differentiate instruction.


    	Promote critical thinking and deep questioning in students.


    	Have and hold high expectations about all students and push them to meet those goals.


    	Build good relationships with students and their families and respect students parents and work with them.


    	Develop a culture of respect among students and between students and teacher.


    	Know their students and care for them.


    	Advocate for all students.


    	Engage in community work and get students engaged in these kinds of activities for any sort of work that would contribute to the improvement of that community.


    	Participate and build collaborations/coalitions to support students and improve schools.


    	Participate in activism.


    	Break down racial or class barriers for students.


    	Teach their students about democracy and civic engagement.


    	Affirm and build on students differences.


    	Create learning opportunities for their students being aware of how these would influence their life chances and live a successful future.


    	Build on their students knowledge and skills.


    	Make curriculum relevant and applicable to students.


    	Know and understand students social and cultural contexts.


    	Are fair to all students in the classroom without showing favorites.


    	Challenge students stereotypes or biases related to race, class, gender, or sexual orientation.


    	Value students diversity and establish a caring and inclusive environment (Cochran-Smith et al., 2009).

  


  Clearly, these and other practices apply to language education and all subjects and areas of knowledge in schools, and thus, it is up to teachers to decide which practices they want and can carry out with their students because they believe they can contribute to their education. The following example illustrates how two English teachers in two public schools decided to incorporate a social justice perspective into their teaching practice and what they were able to achieve with their students.


  Learning to Teach for Social Justice Within a PDP


  Between January 2009 and December 2010, I conducted a case study with two public high school English teachers who participated in a PDP that a colleague and I created. This program consisted of a teacher community which included a study group, peer coaching, and workshops for a group of nine English teachers from two different public high schools that were located in a very poor and violent neighborhood. The study had as one of its purposes to understand the knowledge, skills, and attitudes related to social justice that both teachers developed as they were involved in this community. I include in this paper some examples of what was found in this sense to illustrate how a PDP that included a social justice perspective contributed to teachers learning and how what they learned helped them to change their teaching practices at the classroom and the school level.1


  Data collection sources were interviews, class observations, documents, and tape-recorded meetings of the study group and planning and feedback sessions with the teachers. Data analysis included a combination of a deductive and an inductive approach. For the inductive approach I followed Burnaford, Fischer, and Hobson (2001) and Anderson, Herr, and Nihlen (1994) data analysis procedures. I read all sources of data several times and highlighted the passages that I considered relevant to my research questions. Then, I coded passages using themes and categories relevant to these questions. For the deductive approach, I used concepts related to teacher learning and development and the theoretical framework that guided the study which provided some of the themes that emerged from the analysis. I compared and contrasted categories looking for relationships among them, wrote analytical memos to make sense of the data, and drew some preliminary interpretations. To ensure the validity or trustworthiness of my interpretations, I triangulated the different sources of data and did member checking by sharing the findings with the teachers (Stake, 2006).


  Data indicated that the two teachers developed a more critical perspective about their work which allowed them to change certain teaching behaviors that favored their teaching practices and, as a consequence, their students education. Such teaching behaviors are in accord with the practices that teachers who, according to Cochran-Smith et al. (2009), work from a SJLTE perspective carry out with their students. This is, having and holding high expectations about all students, building good relationships with students, knowing students and caring for them, participating and building collaborations to support students and improve schools, making curriculum relevant and applicable to students, and knowing and understanding students social and cultural contexts.


  Knowing Students, Caring for Them, and Building Good Relationships With Them


  One of the teachers did not have a good relationship with her students. She did not treat them well since she became very impatient when they did not pay attention in class or did not want to participate. However, during her involvement in the PDP, she was able to consider the many social problems that affected the lives of her students and the difficult situations they have to face such as coming to class without having breakfast or being worried about the violence in their neighborhoods. Being able to consider students social problems and their difficult economic situation gave this teacher the capacity to understand students behavior in class and thus she started to build better relationships with them by treating them well, dialoguing with them, and caring for them as illustrated by the following quote:


  
    Before I was very indifferent or I told them off all the time and it didnt help at all. I got very angry when I saw that they were not doing things the way they should. But now, I try to be more patient, to dialogue with them, to see that if they are not paying attention or working it is because something is happening and I have to find out what is happening. Thus, I think that I have improved in that aspect; in the way I treat the students . . . I try to get along well with them, to dialogue with them, to be more patient. (Interview, Marcela, 06/15/09)
  


  The social justice component of the PDP offered this teacher the possibility to analyze and understand students personal and social issues that she was not able or open to understand before and helped her to reassess the way she related to them.


  Making Curriculum/Lessons Relevant and Applicable to Students and Knowing and Understanding Their Social and Cultural Contexts


  Both teachers understood the importance of presenting topics related to students social and cultural contexts so that the lessons were relevant and applicable to their real lives. One of the teachers, for instance, incorporated activities with materials which were more related to the everyday life and experiences of her students.


  
    Another thing is that you have to give students examples related to their experiences, the context where they are involved, as when we worked with [the topic of] my family . . . students looked interested in that. [For instance] the names . . . they felt identified with those names [because] those were names from here [Colombia]. Then, all those details help you. (Interview, Cristina, 11/25/09)
  


  This teacher was able to understand the importance of including in her classes materials with examples from students social and cultural contexts which allowed her to make her lessons more relevant and motivating for her students.


  Having and Holding High Expectations About All Students


  One of the teachers did not care much about students learning and how her lessons could contribute to their learning and the responsibility she had in that process, which, in turn, translated into not having high expectations of students. It was common to hear her complaining about the students and about their futures. Along the process in the PDP, she realized she needed to change her attitude towards her students and her role as a teacher:


  
    [I see] a change in my attitude concerning my role as a teacher, with my students. Before I went to the classroom and taught. [I didnt care if students] learned or not. [Now] I see the responsibility that I have in their learning. . . . What was important [for me] before was to teach some topics even if the students didnt learn about them. I realize now that what is important is that students learn something from a topic. (Interview, Marcela, /06/15/09)
  


  This change in attitude helped her realize the importance of having high expectations of the students so that they could learn more and, for instance, be more prepared to pass the entrance exam to a university, which would mean a chance for them to succeed in life and not to end up being part of the armed insurgent groups or gangs in their neighborhoods.


  Participating and Building Collaborations to Support Students and Improve Schools


  Finally, one of the teachers was able to promote, with my support, school change by challenging the system. The principal and coordinators changed some conditions to support the teaching of English due to our constant requests. They separated the English and Spanish subjects which were organized as one area of study for which students needed to pass either one of them in order to pass the area. For example, students could fail the English class and still pass the area, a situation which was interfering with teachers efforts to change their teaching methodology. They also provided better teaching conditions to teachers by moving the English classrooms to the quietest rooms in the school for teachers to better implement the new teaching methodology, which included listening activities that were not working well due to the constant outside noise. This particular teacher started to voice her concerns in the school meetings. She also set an appointment with the principal to tell him about how the integration of English and Spanish was not contributing much to her change of methodology. In this way, she was able to voice her concern in relation to this regulation and how it was affecting her teaching and her students learning.


  In this study, teachers work as agents of change remained at the classroom and the school level and did not cover the community outside the school because of time issues. With more time to work together, we might have been able to continue working in this direction and accomplish the kind of teaching for social justice that Zeichner (2011) proposes. This example suggests that learning to teach for social justice is feasible and possible to achieve, and that language teachers when challenged or given the opportunity, are able to explore and align with a SJLTE approach that not only emphasizes changing understandings of language learning, teaching and usage, accepts the existence of inequities in education, and imagines fair social futures for people but also emphasizes the responsibility of teachers in being agents of social change (Hawkins, 2011). It is important to acknowledge that this PDP missed many of the features stated above that should characterize teacher learning for social justice and that could have provided both teachers with other important learning to improve their practice even more. Most of what these teachers learned to do with their students was promoted through dialogue and collaborative work between them and me and their subsequent reflection on their practice.


  Implications of a Social Justice Language Teacher Education Perspective


  Implementing a social justice perspective in language education requires the support and commitment of different educational stakeholders. The suggestions below are based on discussions that scholars in the field have had in relation to SJTE and SJLTE and my own insights as regards how this support and commitment could be built.


  Teacher Educators


  To prepare language teachers to work for social justice, we need to prepare teacher educators first. As Zeichner (2011) states: A major limitation in the social justice agenda, is the lack of capacity among teacher educators to do the job that needs to be done (p. 16). He argues that many teacher educators have not had successful experiences working in the poor, diverse, and segregated schools systems that we currently have (Zeichner as cited in Zeichner, 2011). Teacher educators need to model the same teaching practices and activism as well as the same caring, compassionate, and responsive relationships that they hope teachers promote with their own students in schools (Conklin as cited in Zeichner, 2011). Moreover, they should be able to help teachers to deeply examine their attitudes and assumptions about education and their roles as teachers that may not allow them to work towards social justice in their own classrooms and schools.


  However, since teachers learning for social justice is not an easy job and teachers might show resistance to work from this perspective because they have to achieve what reform initiatives demand or because they do not want to assume this role of leaders of social change (Zeichner, 2011), teacher education programs should start by raising teachers awareness of the importance of teaching from this perspective so that they can move from awareness to individual action and then to the structural for a broader social impact. Additionally, language teacher educators should construct partnerships with schools to work on the design and implementation of curriculums and pedagogical strategies that are based on a social justice perspective.


  Professional Development Program Coordinators and Policy Makers


  Given that policy makers and many PDP coordinators in the country work hand in hand to provide in-service teachers with programs to attain the goals set by the government in terms of language teaching and learning in schools, they should also work to include in those programs objectives that reflect a social justice perspective and that prepare teachers to become agents of change, not only in their schools but also outside them. Preparing teachers in the knowledge and skills the government has established to help students to be competent in a globalized world, which normally offers possibilities for some students but not for all, is not enough if we really want to provide them with the kind of education they deserve and that can offer them better life chances.


  Moreover, these stakeholders should move from PDPs that focus on issues of language, that is, grammar, function, structure, and usage to include content and activities that focus on linguistically and culturally responsive pedagogies, that critically explore a social justice approach to language teaching, and that emphasize the responsibility of teachers in being agents of social change (Hawkins, 2011). Policy makers and PDP coordinators who really care about students learning and their possibilities to succeed in life should design PDPs that combine the characteristics of effective professional development and the kinds of goals, principles, contents, and activities suggested above with the purpose of preparing in-service teachers to be able to work from a social justice perspective with their own students.


  Researchers


  Several issues should be considered by researchers in our language teacher education field. Researchers should analyze and monitor PDPs that attempt to infuse a social justice language perspective to really understand how teachers are learning to teach. Moreover, keeping in mind that previous research has concentrated on teachers attitudes and ignored their actions (Cochran-Smith et al., 2009), researchers should study the impact of PDPs in teachers actions inside and outside the schools. Furthermore, they should conduct studies of PDPs in which the learning of in-service teachers in terms of social justice is followed and analyzed across time in order to see its evolution and the impact of such learning in their teaching practices. This last item leads us to a very complex but essential research issue which is to study the relationship between teacher learning and student learning. We need to understand how what teachers learn in PDPs structures to promote a social justice language perspective can contribute to students learning. Finally, researchers should conduct studies to determine the time it takes for teachers to move from awareness raising about social justice to individual action and then from individual action to action inside and outside the school as well as what it requires for teachers to move from awareness raising to action inside and outside the school. Understanding all these issues will provide researchers with insights to theorize about teacher learning and professional development and stakeholders with ideas to plan PDPs for in-service teachers accordingly.


  Teachers


  In-service teachers themselves should commit to the work that a social justice perspective implies if they really want to provide their students with better life chances. Given that teaching is a political act, teachers are called to learn to work from a political perspective such as this one and become the change agents our education system needs. In this sense, we need teachers who are committed to their students education and who do not give up the possibility to change the oppressive structures and practices we are experiencing in these neoliberal times (McInerney, 2007). Furthermore, in times of reform and accountability such as the ones we are living, educators should accept the need for change and work to design curricula and pedagogies that respond to the needs of their students and provide them with better life chances.


  Administrators


  Administrators should encourage and support language teachers to work from a social justice perspective by providing them with the necessary time and resources to participate in the PDPs they are offered. They should welcome in their schools PDPs that are designed to promote a social justice perspective in language teachers for the benefit of students. Moreover, they should support teachers in building relationships with families and the community so that they can move from individual action to social action outside the schools. Last, but not least, they should support teachers when challenging language regulations or policies that promote inequalities and injustices in schools and consider teachers perspectives and voices when deciding whether these should be implemented or not. Because policies are enacted in schools, teachers can resist them, modify them, and appropriate them at the school level (McInerney, 2007) after considering the benefits or drawbacks for students.


  Final Remarks


  Teaching from a social justice perspective requires teachers understanding that they themselves are responsible for challenging inequities in society (Cochran-Smith et al., 2009). They should be advocates for students and their efforts should support larger efforts for social change (Cochran-Smith et al., 2009) as they understand that both inequities in education and low quality education are closely related to the lack of access to decent jobs, which affects peoples access to housing, healthcare, food, and so on (Hawkins, 2011; Zeichner, 2011) and, at the same time, the lack of all these basic needs might hinder students school attendance (Hawkins, 2011). Therefore, teachers are called to accept the responsibility they have in the construction of better futures for their students and as consequence a better society. However, constructing a better society is not only the responsibility of teachers. Although teachers can play a fundamental role in dealing with issues of inequities and injustices in schools, they are only part of the solution given that changing societies requires a broader political work at different levels (Berliner as cited in Zeichner, 2011).


  Although for many stakeholders working from a social justice perspective may sound very idealistic, it is possible to accomplish. The example of the two teachers provided in this paper is precisely a proof of what teachers can achieve when they are willing to change their attitude and accept the challenge. Language teacher educators, teachers, and in-service and pre-service language teachers are thus called to begin that change that our country needs and demands from us. We have all heard that teaching is a political endeavor; however, many of us do not fully understand what this implies. SJLTE provides us with the opportunity to understand what it means to be political, make our job more meaningful, and contribute to a more equal and just society as we provide our students with access to learning and better life chances (Cochran-Smith et al., 2009).


  Designing and implementing professional development programs that offer possibilities to teachers other than just preparing them to teach the knowledge and skills policy makers determine as important to be competitive in the world economy, is paramount in language education. Therefore, PDPs should be structured in a way that they will provide in-service teachers with the knowledge, skills, and dispositions that allow them to change their teaching practices and carry out more effective work with their students as they help them make important connections between language and the world around them and in a way that is meaningful for them. In other words, PDPs should be designed in a way that can help teachers to separate or detach from language issues such as grammar, function, structure, and usage and move to provide teachers with the opportunity to understand their role in society and their responsibility as agents of social change. A SJLTE perspective can offer this possibility to language teachers.


  Exploring a different way of working with teachers that could help them construct better futures for their students is paramount in times of reforms such as the ones we are living. Experiences for students in schools can be different, but we need to prepare in-service and pre-service teachers to be open to work from a social justice perspective that will allow them to understand the political purposes of education. There is still the hope that despite the many oppressive neoliberal reforms, teachers in our country can exercise their autonomy to achieve alternative, progressive, and emancipatory practices and promote socially just schools (McInerney, 2007).

  


  1It is not my intention to present the findings of the study in this paper. My intention is just to provide an example to show how teachers can learn to teach for social justice within a PDP.
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  In the last decade Brazil has begun to tackle the educational challenges of a developing country with a young population. The scale of such a demand is a result of the social and cultural inequalities that have historically been existent. Recent official policies and programs have addressed this gap by promoting greater opportunities for teacher education, and for the teaching of English as a foreign language. In this paper we discuss four of these programs/policies by highlighting their innovative aspects vis--vis traditional practices. We conclude that, despite quantitative advances, much still needs to be done to guarantee qualitative improvements in areas such as the curriculum in order to challenge the continuing influence of predominant ideologies.
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  En la ltima dcada, Brasil ha comenzado a afrontar los retos educativos de un pas en desarrollo con una poblacin joven. La escala de tal demanda es el resultado de las desigualdades que se han producido histricamente. Polticas y programas oficiales recientes han abordado este vaco mediante la promocin de mayores oportunidades para la formacin del profesorado, y para la enseanza del ingls como lengua extranjera. En este artculo discutimos cuatro de estos programas/polticas, poniendo de relieve sus aspectos innovadores frente a las prcticas tradicionales. Llegamos a la conclusin de que, a pesar de los avances cuantitativos, an queda mucho por hacer para garantizar mejoras cualitativas en reas tales como el plan de estudios para contraponerse a la continua influencia de las ideologas predominantes.


  Palabras clave: Brasil, educacin, ingls como lengua extranjera, poltica, programas.

  


  Introduction


  We are Brazilian postgraduate foreign language researchers developing studies regarding the current educational scenario in our country. In this article we discuss some developments resulting from the adoption of policies aimed at teacher training in light of the implementation of the National Policy for the Education of School Teachers and the internationalization of academic production represented by the Science without Borders program. Our focus is on the following four different policies and programs: the National Development Plan for Teachers in Public Educational Systems and Network (PARFOR), the Professional Development Program for Teachers of English in The United States (PDPI), English without Borders, and the National Policy for Inclusion and Diversity. All these policies/programs bring with them consequences for the teaching and learning of the English language, which is our field of expertise, and which is an area that has been greatly affected by the processes of globalization (Park & Wee, 2014; Ricento, 2015; Rubdy & Saraceni, 2006). We argue that these initiatives are an attempt to tackle the gaps in the field of teacher or language education by exhibiting (dis)continuities that reveal the complexity of policy enactment (Ball, Maguire, & Braun, 2012). These policies and programs share the common purpose of improving the existing educational outcomes of public education in order to create a fairer and more democratic society that embraces the rich variety of the countrys cultural resources and, at the same time, establishes links with a global perspective. In response to the National Policy for Teacher Education, which was implemented in 2009 with the purpose of guiding and regulating teacher education initiatives, and the launching of the Science without Borders program, both traditional and innovative practices have been designed and implemented. These practices have resulted in a mix that reflects continuities and, at the same time, points to new developments. The hybrid nature of these policies exemplifies their inherent tensions because they attempt to introduce new practices while accommodating established norms and habitus.1


  Our reflections are grounded on the notion that policies are processes that are discursively represented and that they are subject to interpretations as they are enacted (Ball et al., 2012). These interpretations are made concrete through specific actions by different actors when they engage in social activity that is imprinted with meanings, and those meanings can be traced back to those policies. From this perspective, policies cannot be completely understood without considering the interface that exists between texts, practices, and understandings. In the four examples addressed in this text, we discuss elements of habitual practices and innovations which are mingled, as the policies create the circumstances in which the range of options available in deciding what to do are narrowed or changed, or particular goals or outcomes are set (Ball, 1994, p. 19).


  In the following sections each author will present her own perspective on the challenges posed by these educational policies or programs by discussing their relevance to the declared goal of narrowing educational gaps in Brazil, which have been associated with the maintenance of social and cultural inequalities for a long time.


  PARFORNational Development Plan for Teachers in Public Educational Systems and Network


  This program was created based on the premise that education is a public good and therefore everybody is entitled to it. It is a means to human development so that democratization of access and the expansion of higher education is part of an agenda aimed at social inclusion (Nussbaum, 2011; Nussbaum & Sen, 1993; Walker & Unterhalter, 2007). In this context policies and programs emerge as new possibilities for educational, political, and social outcomes. Although the great expansion of higher education occurred over the past years there still are some disparities among social groups and places (McCowan, 2013).


  As a developing country, Brazil is striving to include a larger percentage of its youth in higher education. According to the National Institute of Studies and Research (INEP, 2005), in 2001 Brazil had only 12.1% of its young people studying at this level, the smallest percentage in Latin America. Argentina, Chile, and Uruguay reached a corresponding level of 30% in 2002 (Sguissardi, 2006). In addition, Brazil needs to qualify 400,000 in-service teachers in order to meet the declared governmental goal of educating 30% of the population from ages 18-24, as established by the National Plan for EducationPNE (2001-2011). In order to achieve this goal, in 2009 the government launched, among others policies and programs, an emergency program called PARFOR, which was financed by CAPES, an agency linked to the Ministry of Education. The program is to be developed in collaboration with state secretariats, municipalities, and higher education institutions by offering: (a) face-to-face undergraduate courses as a first degree; (b) a complementary second degree for those already holding a degree (e.g., a Portuguese language teacher who takes Spanish as a second qualification); and (c) pedagogic development for sign language teachers. Primarily, the program was developed due to the large number of in-service teachers who do not hold a degree in the subject they are teaching (e.g., Portuguese language teachers who also teach English without holding a degree in English). For those teachers the program offers a complementary second degree to increase teachers qualification.


  PARFOR courses are offered by 106 public universities and 32 non-profit private institutions; they have to take into account regional and local demands as well as teachers professional needs. Due to the demand across Brazil, in 2013 PARFOR offered 361,020 places for students to be enrolled in the following three categories: 71.07% first degree; 26.31% second degree; and 2.62% pedagogic development.2 However, only 30% of the total places were taken.3 Pedagogy leads the ranking with 15.46%, due to the fact that according to the PARFOR report for 2009-2013, only 68% of Portuguese language in-service teachers had a degree. In terms of foreign languages, 3.82% of English teachers had a degree and 2.61% of Spanish teachers (Fundao CAPES, 2013).


  To give an idea of the scale and scope of PARFOR, between 2009 and 2013 the program offered 2,145 classes in 422 municipalities in 24 states, with 70,220 attendees. In 2013, the greatest number of places for student enrollment was from municipalities in the interior of the country, where demand is higher. Table 1 shows these numbers in detail.


  [image: ]


  Additionally, the widespread reach of the program can be exemplified by the number of schools involved: in 2013 there were 24,380 participating schools, with at least one teacher from each school enrolled (CAPES, 2013). The challenges of such an endeavor are huge due to the continent-like size of Brazil. Furthermore, the professional duties of the participating teachers means that the courses have to be attended during weekends and school holidays (June and January), and teacher educators have to travel to schools in journeys that can take up to 10 hours or more either by car or by boat. This is the case of the Amazon region, where most of the schools are in remote areas. According to the PARFOR report for the period 2009-2013 (CAPES, 2013), the two biggest states from the Northern region of Brazil, Par and Amazon, reached levels of 71.49% and 62.37%, respectively, for in-service teachers attending their first undergraduate degree, as shown in Table 2. This means that, in these regions PARFOR has reached one of its goals to qualify in-service teachers to improve the quality of education.
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  Regarding the education of language teachers, PARFOR targets Spanish (26 groups), English (43 groups), and Portuguese and English (19 groups), totaling 88 groups, predominantly in states located in the north and northeast regions. Given a high level of demand in comparison with other states, the state of Par contains the largest number of groups enrolled in courses offered by two public universities: Spanish (3 groups), English (19) and Portuguese and English (19). In relation to English language teachers, who are the focus of this paper, there are about 2,140 participants, which represent 73% of the workforce. This means that currently, there are a great number of teachers teaching English without proper qualifications (Par State Secretary of Education, 2014).


  Preliminary assessments reveal that PARFOR has reached its goal across the country, especially in the regions where people have restricted access to qualification and higher education opportunities. The innovative aspects associated with PARFOR are related to a modality which considers the existing professional milieu of practicing teachers and supplies professional development in a manner that makes it feasible for teachers to participate.


  As this contextualization reveals, the teaching of English in Brazilian schools is carried out in less than ideal conditions, a situation in need of change and which has been addressed by initiatives such as PARFOR. Another program launched by the government in 2011 both exposed and also tried to remedy the deficient educational outcomes in this area. Although it did not have teacher education as a goal, this program has the potential spinoff of creating opportunities for initial English language teacher education.


  English without Borders


  The English without Borders (EwB) program was launched in 2013 as an ancillary program to Science without Borders (SwB)an initiative at the federal level to raise the academic profile of the country at the international level. The SwB program offers scholarships to academics (mainly undergraduate students) to complete part of their education abroad in prestigious higher education institutions. The duration of such experience varies, but in general during six months to one year the students develop projects and engage with research groups in strategic areas for development, such as biotechnology, computer science, renewable energy, creative industry, among others. As such, it follows the worldwide trend for the internationalization of higher education, another step towards a globalized academia that draws mainly on English to carry out its teaching/research activities. According to the SwB website (Science without Borders, 2014) the program is justified as follows:


  
    Every highly qualified academic or research center around the globe is experiencing an intense process of internationalization, increasing its visibility and addressing the needs of todays globalized world. Brazilian institutions need to rapidly engage in this process since several factors still hinder a more international view of the Science made in the country. The educational system, for instance, has no current actions aimed to effectively amplify the interaction of native students with other countries and cultures. (para. 2)
  


  In addition to revealing the aspirations of Brazilian higher education institutions (to be highly qualified, become visible, and address the needs of a globalized world), the description hints that several factors prevent this aspiration from becoming reality. Although there are no official national language proficiency assessments in Brazil, informal surveys carried out in 2014 by an independent organization revealed that Brazil was ranked number 38 in terms of English language proficiency among 63 countries (English First, 2014). That poor record can partly be explained by the historical lack of policies aimed at improving the teaching of foreign languages in schools. The outcomes of this negligence were clear: the program administrators soon found out that the applicants to participate in SwB (mostly undergraduate students) could not achieve the levels required by the majority of the universities in English speaking countries or those with English as a medium of instruction. EwB was thus created to help raise those proficiency levels so as to enable the awarding of approximately 100,000 scholarships by the year 2015. One of the requirements for potential candidates is a satisfactory command of English, as represented by the scores defined by the receiving institution.


  A series of measures aim at implementing such a program; a management team, coordinated by academics, is in charge of follow-up activities carried out in 63 federal universities, 20 state universities and 30 federal institutes. These activities include: the administration of placement tests (mainly TOEFL ITP); the offer of online courses (My English Online); and face-to-face language courses offered by universities, which are funded by the federal government. These courses aim at preparing students to succeed in proficiency tests such as TOEFL and IELTS. Each participating university associated with EwB defines their capacity to administer the tests and teach the face-to-face classes. They receive funding according to that capacity.


  English plays a vital role in the SwB operations. Table 3 shows the 10 main countries of destination for scholarship recipients.
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  Given that these data are from 2013 (no updates were available at the time of writing), one can see that in the first years of the program the majority of the candidates went to countries where English is either the first language or is used as a medium of instruction. The fact that Portugal appears as the second choice is testament to the fact that language proficiency was an issue (Portuguese is the official language in Brazil) at the earlier stages of the program and justifies the low percentage of scholarships awarded so far.


  Both the scale and range of actions at a national level are unprecedented. Many of those directly involved highlight the satisfaction of having a foreign language finally being the object of public policies, with funding from the government (Abreu, 2014). Two key points have been reported as positive outcomes: the involvement of academics in all stages of the program and the extension of similar actions to other foreign languages, to the point that EwB now forms part of Foreign Languages without Borders, a broader program that includes Portuguese as a foreign language.


  These recent developments suggest that this policy is in the making, since one of its paradoxes had not yet been addressed: a policy that depends heavily on the knowledge of foreign languages (especially English) was launched without actions that would improve the language proficiency of potential candidates. If the creation of EwB (and now its extension) is a sign of the policys porous nature, it is also true that the original version of SwB had short-term goals, due to the political uncertainties surrounding the potential reelection of the incumbent President.4


  The acknowledgement that long-term policies would have to incorporate teacher education initiatives, and the absence of the humanities area in the SwB program, coupled with the diplomatic efforts to increase the presence of the Portuguese language abroad, can be seen as justifications for that inclusion. This addition has the strategic purpose of attracting students to Brazilian universities, thus giving a green and yellow5 color to the internationalization of higher education. At the same time, the expansion of the program to include other languages (French, Italian, Spanish, German, Japanese, and Mandarin) goes against the tide of English as medium of instruction. Brazilian policies seem to be favoring both the development of English language proficiency for the majority of the SwB candidates and the enhancement of the teaching of other foreign languages, although on a much smaller scale. Despite the potential danger of being accused of paying lip service to multilingualism, this decision points to a promising direction that establishes the value of learning a foreign language.


  Considering that the English language is the second language most taught in Brazilian state schools, those in charge of offering the EwB courses are also teacher educators in languages courses, where prospective English language teachers receive their preparation. It seems inevitable that the effects of the program will spill over into that preparation, since those student teachers with higher levels of proficiency are being invited to serve as instructors in the preparatory language courses offered by universities to potential SwB candidates. It is as yet unknown if the approach adopted to teach in state schools (favored by languages courses) will be the same as that which will be used in the university language courses, and how that could impact on the conceptualizations of novice teachers (still student teachers) regarding language teaching and learning. At first sight it seems that these are two different educational contexts, with separate learning objectives and goals, but it is likely that some convergence will result from the arrangement, especially if the goal of state school education is seen as a step towards participation in the SwB program. The presentation of several papers and symposia at two recent events about teacher education in connection with the program6 are indications that although initial teacher education was not envisaged, the EwB program is engendering new practices and creating new meanings for novice teachers of English.


  We are still at the early stages of this policy but it is possible to identify that its enactment has been creatively constructed: It limits and frames spaces for action by English language teacher educators, but at the same time it also allows them the freedom to imprint new directions. This freedom also poses one of the challenges for those teacher educators; how to deal with the competing discourses about English as a lingua franca (ELF) and standard English.


  The innovative aspects of the policy are clear: English, and now other foreign languages, is the object of the governments attention. However, these innovations are carried out in tandem with more traditional precepts in English language teaching. By that, we mean specifically the fact that the English language is assumed to be the language of native speakers, thus subscribing to a view that as long as the candidates learn to use American or British English (as reflected in the TOEFL ITP/IBT and IELTS options), they will be able to communicate in academic settings. This situation reveals a tension between more recent academic discourses about ELF and English as a native language (Gimenez, Calvo, & El Kadri, 2011; Mauranen, 2012; Seidlhofer, 2011). The preference for the American variety can be seen in the choice of placement tests administered to about 500,000 candidates, the platform My English Onlinewhich is provided by Cengage Learning and National Geographicand the courses at the institutions to prepare candidates to successfully achieve the necessary language proficiency scores. In this sense, the decisions regarding which variety to privilege follow a traditional curriculum, in which the native speaker is taken as the model.


  Although the literature on ELF argues for the need to consider the diversity of the English language and its appropriation by speakers in different parts of the world, calling into question central tenets of linguistic theory (Widdowson, 2000, 2012), the enactment of the Brazilian internationalization policy has to rely on what is practically achievable. In the words of one of the members of the management team:


  
    The choices are made depending on the partnerships established by the Program. The aim is not to privilege any variety of English. All the English language speaking countries embassies, governments and universities are in touch with the EwB managing team in order to set new partnerships. A single partnership with only one country could not take into account all of our needs. There are ongoing negotiations with other countries, but due to the worldwide crisis, it hasnt been easy for the partners to contribute with the Program. (Questionnaire, September 2014) (Gimenez & Passoni, 2014, p. 6)
  


  Despite the recognition that there are other varieties of English, these are restricted to the so-called Inner Circle countries (Kachru, 1986) and thus the arguments presented by ELF researchers do not find fertile ground, perhaps because practical considerations have to be taken into account (Gimenez & Passoni, 2014). High-stakes tests such as the ones used by SwB play a central role in the choice of teaching materials and curriculum decisions. While the academic field debates whether lingua franca communication can lead to the characterization of a new variety of English (and its legitimation through grammar books, dictionaries, and internationally recognized tests), the practical world of policy enactment, although led by academics, carries on with what is available, thus reinforcing the tradition in English language teaching that favors native speaker varieties. It is to the practical world, where ideologies of the native speaker as the ideal norm thrive, that we turn next.


  PDPIProfessional Development Program for English Teachers in the United States of America


  The goal of improving the teaching of English in public schools, a need which was highlighted by the SwB program, is shared by the PDPI. This program was conceived to create opportunities for public school teachers to improve their skills in a country where English is the first language. It is coordinated by CAPES in partnership with the US Embassy in Brazil and the Fulbright Commission, with the support of the National Council of Education Secretaries (CONSED). Its aims, as expressed in its website7 are:


  
    	To strengthen the teachers oral and written fluency in English.


    	To share teaching and evaluation methodologies to encourage student participation in the classroom.


    	To encourage the use of online resources and other tools both in the continuing education of teachers and in the preparation of lesson plans.

  


  The objectives of the program hint at what is considered to be deficient: the poor language competence of teachers, methodologies that discourage student participation, and the lack of use of online technologies.


  In order to tackle these deficiencies, in its initial phase, the program selected 70 participants,8 who were divided into three groups and who attended an eight-week course at the University of Oregon (Eugene, USA) on different occasions (2011 and 2012). During the course, the teachers had classes in English, culture and history, technology, the theory and practice of language teaching methodologies, and pair meetings with tutors. The teachers also had the opportunity of face-to-face class observations during visits to local schools, and participated in cultural events. The American English Institute faculty of the University of Oregon also provided practical workshops on a variety of topics.


  The second phase, in 2013, selected 540 parti-cipants who went to different universities across the United States to attend a six-week program divided into two course modalities: methodology and language development. The former was designed for teachers with advanced knowledge in English in order to develop and/or learn new teaching and learning methodologies; the latter was aimed at teachers who needed to improve specific skills in English. In the third edition, the program selected another group of 540 participants, also for an intensive six-week course in 2014, also in different universities, following the same format as the second edition.


  The preparation of teachers of English in countries where it is a native language is not a novelty, especially if we consider the various exchange programs promoted by American or British agencies in the decades following the end of World War II (Gimenez, Serafim, & Alonso, 2006). However, the current efforts by Brazilian and American institutions are introducing two new elements: first, a focus on school teachers, as opposed to university professors, who were the professionals targeted by those exchange programs, and second, the scale of the PDPI. In the past, very few English language schoolteachers had the opportunity to go abroad for development. These new elements can be explained by the pressing need to improve the learning of English in schools and the size of the demand for teacher education, as the statistics presented in the previous sections make clear.


  Despite its attempt to address one of the many challenges facing the Brazilian educational system, the PDPI runs the risk of reinforcing the view that native speakers know best, a view that goes against the idea of the importance of the empowerment of local knowledge. An initial investigation of some participants views9 confirms this possibility:


  
    As we had our English classes with other students from all over the world, I think that our placement in the oral skills class was not well analyzed. We were all teachers and didnt learn a lot in these classes. It would be better to take a course at the university within a specific program designed for us. I really dont think the oral skills classes were productive. Another point to mention is about our meetings with the tutors. Those students who had good tutors were able to improve their English. However, usually they were first year university students, with little experience, very young, and they did not have much empathy. (Elis, Interview, our translation from Portuguese)
  


  Although it is well intended, there is a risk that, by sending teachers abroad, the local realities will not be considered, no matter how satisfactory the experience is from the point of view of living in an English-speaking country, even if for a short while.


  Holliday (2011) also notes that the predominant cultures of countries where English is a native language can have an overwhelming influence over local cultures, and he favors a view of the language that goes beyond national borders. A program like the PDPI tends to reinforce those boundaries since it assumes a detached view of teaching methodologies, one that can be transposed anywhere in the world. The importance of the context cannot be minimized in programs like this.


  Nevertheless, it is also necessary to consider the fact that going abroad, albeit for a few weeks, produces effects in terms of subjective evaluations of the experience, as the following excerpt demonstrates:


  
    The experience I had in the US contributed to my enhancement. The possibility of immersion undoubtedly helped me to be more fluent and it gave me some empowerment. I feel more confident with my English. When I came back I brought the proposal to school, to speak only in English here. (Laila, Interview, our translation from Portuguese)
  


  The fact that teachers travel to the United States both reinforces the ideology of the native speaker as the norm for English language teaching in Brazil and also assigns prestige to those participants. In this sense, participating teachers accumulate symbolic capital and have their identities as teachers legitimized by that participation, when, for instance, their students value them more as teachers because of their experience abroad. It seems, therefore, that the PDPI works mainly to improve the self-esteem of teachers and to boost their confidence. However, due to the lack of follow up studies we cannot assert whether it actually changes classroom practices. It is in the classroom, after all, where the aforementioned programs really matter. In the next section we will discuss a policy that aims at producing new subjectivities by addressing issues of race.


  Policy for Diversity and Inclusion


  In the previous sections we have presented data and discussed how some policies have been enacted in Brazil and the challenges they pose to those responsible for making them happen. The same is true for the policies implemented by the Brazilian government regarding the issues of inclusion and diversity. In the last fifteen years, Brazilian administrations have been trying to create a fairer and more democratic society through educational and linguistic policies which have direct implications for the education of teachers of English as a foreign language (EFL). This issue is the focus of the following section.


  Although these policies are broad and include issues of inclusion, we will focus in this section on the issue of race, which is understood in this specific context as a socially-constructed phenomenon (Giddens, 1989).


  One important aspect about Brazil is that it is often referred to as a color blind country which celebrates the so-called myth of racial democracy. This means that some Brazilians claim that they believe that peoples skin color is unimportant, or that Brazil is a multicultural society without problems related to racism. However, many statistics and a large body of research, unequivocally show that Brazil is a country that has many problems regarding inequality that are related to race, and that these problems also intersect with issues of social class and gender. For these reasons, as mentioned above, incorporating the issue of racial identity into the curriculum is important, not just in the general field of education, but also in the fields of applied linguistics and EFL. Such developments demonstrate that the area of EFL in Brazil is attuned to what is happening worldwide in terms of tackling inequality and bringing to the discipline discussions about a more diverse, inclusive society.


  One of the important initiatives related to the promotion of diversity and inclusion in the school curriculum was the publication of the National Curriculum Parameters of Foreign Languages in 1998 (Ministrio da Educao [MEC], 1998). These guidelines introduced the concept of cross-curricular themes and strengthened the need to bring to the fore issues relating to inclusion and diversity, mainly in the area of cultural plurality, within which we can locate race and ethnicity.


  Another important policy change was the publication in 2003 of Federal Law 10.639/2003, which made the teaching of African history and Afro-Brazilian culture compulsory in the school curriculum. As a result of that mandatory orientation, since 2003 all university courses in Brazil, including those aimed at EFL teaching (MEC, 2004) have to include in their teacher education curricula approaches to address racial identity in the classroom. This legislation was a response to an international agreement signed in 2000, during a meeting in South Africa (The Durban Declaration10), designed to tackle the issue of inclusion; one of the aspects specifically mentioned was racism.


  Even though Brazilian legislation and the curriculum guidelines made the inclusion of issues of race and racism compulsory, teacher educators allege that there is not enough space allocated within the curriculum to reflect on the issue deeply enough to give them confidence (Azevedo, 2010; Camargo, 2012; Ferreira, 2009; Melo, Rocha, & Silva Jnior, 2013; Urzda-Freitas, 2012). This means that the EFL teacher educators and curriculum developers at the university level need to make an effort to include the issue of racial identity in their curricula.


  Despite these criticisms, there have been some advances concerning research that addresses the importance of raising awareness of racial issues in the EFL curriculum, as the literature produced in Brazil has shown (Ferreira, 2006, 2012, 2014; Moita Lopes, 2002; Pessoa, 2014; Santos, 2011; Silva, 2009). These discussions are aligned with research outside Brazil that emphasizes the need to include the issue of racial identity in English language teaching and TESOL (Teaching of English to Speakers of Other Languages). Table 4 demonstrates the main arguments by those scholars in relation to racial identity.


  [image: ]


  As can be seen from Table 4, the area of applied linguistics around the world is highlighting the importance of addressing racial identity as part of education within the field of EFL. In this sense, applied linguists and EFL teacher educators need to address issues that are related to their localities and social practices: in the case of Brazil and many other countries, race is an issue that demands reflection (Ferreira, 2007). In this sense, it seems that Brazilian society is advancing in terms of educational and linguistic policies, as discussed above. However, EFL teaching courses still need to be more proactive in terms of inserting these discussions in curricula, which unfortunately is not happening throughout Brazil. Considering that when English is taught, or when teachers are prepared to teach English, this occurs through the medium of discourse, then that discourse should be permeated by peoples identities regarding race, which remains a fundamental issue in Brazilian society, and many others worldwide.


  Conclusions


  The policies and programs presented in this text directly or indirectly address some of the challenges of educating English language teachers in Brazil. Framed within the larger goals of meeting the demand for teachers, among which English language professionals are given prominence, these initiatives reveal the efforts of Brazilian authorities to provide greater access to improved learning opportunities.


  We presented the macro indicators for PARFOR, which showed that although large numbers of teachers are enrolled in teacher education courses, there is still more work to be done in this respect in order to achieve the purpose of promoting human development in remote areas. The northern region of Brazil is the area that has been most successful, and it is the area where demand for these courses has been considerably higher than in other regions. Some innovative aspects of this program are the possibility of practicing teachers obtaining a second degree, and the preparation of teachers to use sign language. Traditional elements can be seen in the curricula of these courses, which follow the existing paradigm of pre-service teaching, thus ignoring the fact that that course participants already have teaching experience.


  Two other initiatives explicitly aimed at the improvement of English language proficiencythe EwB and PDPIreveal the interconnections between local and global pressures, as teachers face dilemmas about how to deal with the ideologies of English as a native language and ELF. Some innovative aspects of these initiatives are the special attention given to foreign languages, with funding from the federal government, and the scale of the opportunities given to Brazilians to study abroad. Some traditional aspects can be seen in the curriculum of the PDPI and the assessment choices of EwB, which reinforce the idea that native speakers English is the goal to be achieved, despite the diversity of situations in which language users will need to communicate.


  In relation to the policies aimed at recognizing issues of diversity and inclusion, we singled out the issue of race in order to point out that recent legislation has created the need for teachers to be educated in how to deal with racism in English language classes. We have shown that despite a prolific literature, both in Brazil and abroad, supporting this perspective, much remains to be done. Some examples of innovative aspects of this policy are the recognition that race is integral to the Brazilian constitution society and the fact that so-called color blindness needs to be examined critically. Some traditional aspects of this policy can be seen in the way that teacher education programs have dealt with this mandate, largely ignoring its implications in languages courses.


  As Ball et al. (2012) have highlighted, policies can be represented in different ways by different actors. As academics, we brought out our representations about recent Brazilian educational policies. From this perspective, we chose to present them in terms of their goals and achievements, seeing in them elements of both tradition and innovation. The enormous challenge of educating teachers to supply the growing demand of a developing country in the context of globalized policies was touched upon. We identified the new opportunities that have been offered to professionals, but we also noted that the concern with quantity may have put qualitative assessments (such as specific curricula for in-service teachers, the use of English as a lingua franca, and professional preparation for a racially sensitive curriculum) in second place, enabling traditional practices to continue to flourish.

  


  1According to Bourdieu (1977), the concept of habitus refers to a set of acquired knowledge with dispositions that are incorporated through life; dispositions that are both shaped by past events and structures, and that shape current practices and structures and also, importantly, that condition our very perceptions of the latter (p. 170).


  2All the courses are taught face-to-face . The categories differ in course length: the first undergraduate degree courses are taught over 4 years with a minimum of 2,800 hours; the second degree is between 2 and 2 years and between 800 and 1200 hours, both including 400 hours of pedagogic practices. The last one, pedagogic development, is a one-year course with a minimum of 540 hours.


  3The places are offered based on the demand from each municipality, however, the number of places requested, and the number of in-service teachers who are willing to attend, means that in certain locations the targets are not fulfilled. According to the PARFOR report the discrepancy between the number of places that are offered and the number of teachers that are enrolled needs to be more accurate.


  4The Presidents term was from 2011-2014. She was re-elected in late 2014, which gives the program a chance of a longer life.


  5Green and yellow are national colours of Brazil.


  6The International Congress of the Brazilian Association of English Language and Literature teachersABRAPUI, Macei, 2014, and the Fifth Latin American Conference on Language Teacher EducationCLAFPL, Goinia, 2014.


  7http://www.capes.gov.br/cooperacao-internacional/estados-unidos/certificacao-em-lingua-inglesa.


  8For this participation, teachers had to present a TOEFL minimum score of 53 points in the modality Internet Based Test or 153 points in the Computer Based Test mode. The same procedure applies to a candidate who has held the International English Language Test System (IELTS) with a minimum score of 4.5 points.


  9The ongoing PhD project of one of the authors of this paper (Carvalho Cruvinel) aims at investigating the perceptions of the participants in this program.


  10An English version of the declaration can be found at http://www.un.org/WCAR/durban.pdf.
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and real lfe siuations.

Integrates lnguageskills | v [ v | v | v |v|v| v v |||V
Integrates content vlvlvlvlvlvlvlv]|v]|v]v
Integeates 1€Ts vlvlvlvlvlvlv]|v]|v]x]|=

Integrates motivational
Strategies (rhymes, tongue x| x| x|v|x|v|v|v]|v|v]v
tsters, warm up,etc)

Provides different ways of
assessment
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strongly
Disagree

Disagree.

Agree

Strongly
Agree

9. My practce teaching esperience
‘aschool seting provided me with
opportunites o employ my Know-
Tedge,sills, and dispositions with
respect 0 different grade evels and
stadent characteristics.

10.My practce teaching helped me 10
develop the competencies needed for
ateaching career

1. My practiceteaching provided oppor-
tanities o wse technology i support
ofteaching and learning.

12.My cooperstng tescher was inluen-
il and resourceful in developing my.
careerasa teacher.

13 My coopersting tescher modelled the
bestteaching practices.

14:My universitysuperisor provided
clesr Tedback and suggestions or
Improving my teaching.

15 My wniversity supersisor had el
tic expectations of me as  teacher in
training.

16:My universitysuperisor cooperating
teacher and I collborated to evaluate
my performance during my pracice
teaching.
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‘Table 2. Number of In-service Teachers (INSET) Enrolled in First Undergraduate Degree Courses

Number of INSET

Number of Attendees

State Number of INSET Studying for First Percentage
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Table 7. Aspects to Improve for the PDP

Evaluation formats.

Focus group

Researchers' journal

« More time for theary
and demonstrations
oncuiand Ta

+ To provide teachers
with more webpages,
games, poems, videos,
andics.

To assign more time
tocLit, Tat, and
exaluation. Theyalso
proposed 1o include
wtonomous learning,
as atopic, and continue
o foster the teachers
Values and reflection,

Lack of teachers' digital literacy:
No teacher knew the definition of blog and its
purposes,so we explained them the uses of
this technological tool.

Tt was surprising to know that many of these:
teachers are not familiarized with the basic

Knowledge of computers
“They were not familiar with the technical
vocabulary about computers ke tabs, account,
open atab, close  tab, etc

Teachers’ outdated views of language:

« They are still thinking of gramumar and
traditional views for teaching language.

« Its difficult for them to relate grammar with
real situations.

Lack of resources a teachers’schools:
+ 1t sad to know that most of the schools where
these teachers work donit offe the necessary
conditions and resources 1o teach English

also express the necessity of
implementing the 1CTs, but they regret that
their schools ack devices such as a video
beam, a TV set, audio, et

Lack of time for the ppp






OEBPS/Images/v18n1a03a01.jpg
strongly
Disagree

Disagree

Agree

Strongly
Agree

My tescher education programme.
provided mewith a good foundtion
in English anguage teaching.

My teacher education programme.
enabled me to understand diferet
anguage proficiency leelsof st
dentsand thlr diferent earning
syl

My teacher education programme.
stmulstd crtcal hinking and

problem solving in s partcular
teaching context

My teacher educarion programme
elped me to learn a sariey ofeach.
g sratgies and how 0 adjust
teaching methodsina lesson,

My teacher education programme.
taught mea varity of assessment
techniques and horw to se them
effctively

My teacher sducation programme.
taught me how o evaluatethe effc-
tivenessof my taching.
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Lesson Plan 1

Student's name

Date 2300813
Lesson Number I

Class time thour

Theme Reading selection (Lets choose what you wan to read aboutt)

“To learn vocabulary about different felds like health, inances, or food.

Learning objective | 1 -ctce reading, speaking, and writing sill

Materials and

Photocopies, paper, whiteboard markers, video beam
resources

Warm up

“Teacher will introduuce to the students sheets of paper with some names of famous characters from the
literature. They are going to play charades and, for this purpose, they will be separated into two groups.
Each of them has one ninute to let his or her own team know what character is he or she trying to imitate.
“They cannot talk; they can use only their hands and/or faces or even draw to achieve the goal

Some examples:

Dracula, Frankenstein, Moby Dick, Red Riding Hood.

Presentation

The teacher will introduuce and explain the most important information about the project and the purposes
of it including the student’s role. As soon as the project s explained, the teacher will show the students
different articles that they can choose depending on their likes. Based on that article they have to develop a
workshop that is based on the artile they choose.

Practice

Students will develop their workshops while they are monitored by the teacher.

Production

Students will answer a short survey about what they would like to read.

Evaluation

“Their performance during the class. The answers given on the worksheets and part
going o be the evaluation grade.

ipation in class are
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Figure 5. Participants’ Answers About Areas to Be Improved Upon by Teachers (Paper Survey)
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Figure 5. sample of a Participant's Profile

\prende en Linea






OEBPS/Images/v18n1a07a01.jpg
Full Name®

Age

Partcipating Institution”

Type of evaluation Book Report 0
activity* Movie Review 01

“Reqired





OEBPS/Images/v18n1a08a01.jpg
Discourse tool

Example

Example options

Teacher provides options for students to choose.
from and use in their answers. These options
usually present contrasting alternativs from
which only one s the accurate one.

S0, tel me wiry s only
about problems? i only about
companies? oris about

Questions or

“This consists ofa follow up question or request
that the teacher uses to push students’ production

Usually why?

i and participation.
“The teacher explicitly provides a model for y "
Modeling students to us n thir production. Mediatesthe | 1110duced by say i lke this... or
ke b ‘use his sentence as an example.
b “The teacher helps students partiipate by “Where did you go on vacation,
e presenting them two choices that could be used | was it Cartagena or Toli” (the
‘mestions for answering the question. correct answer would be Tolt)
“The recastretakes a chunk ofa learner's
production and reformulates t using the accurate [
Recasts form. The purpose of the recast s that students Too i ey

see the contrast between ther inaccurate answer
and the teacher’ reformulation.

72 You weT to Toli?

Elaboration

Teacher rephrases her own utterances or
questions, perhaps to make them understandable
tolearners; or provides a more specific question
S0 that they can answer and the conversation can
continue.

“how did you spend your
vacations... how were your
vacations?... tell me about your
vacations”

This move shonws that the teacher is paying

it g g o g

Tondsan | T g turswdenshe | S
st e st | Poattengor
S

Rpation | ekl et v o e y

paying atention, and for the rest of the class to
notice or pay attention also.

< money?

Incomplee rising
intonation

Metalinguistic
comment or request

“These are incomplete repetitions by the teacher
of what a student has sid or of what she says in
order to implictly invite students to complete
them,

“These are comments or questions by the teacher
that uses metalanguage

x:look at this,this isa...7

“say it n a whole sentence’ or “you
forgot o use the verb”
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Figure 4. Literature Review Mind Map.
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Assessment criteria (adapted Ranges

from Bauer-Ramazani, 2005) Outstanding | Appropriate | Developing Weak

Organization. The introduction
provides overview of presentations
presentation supports introduction o [ o | 8|7 |6| s IR
conclusion reinforces main points and
your apinion about the flm.

Speaking skils and voice. C
articulation/pronunciation; praper o |9 | s
volume, speaking rate, and pauses.

Content & preparedness. Content
throughout the presentation is well-
researched: presenter is well-prepared,
describes elements of the story told
through the film and supports his/her
opinion.

o |9 | s

Verbal expression (grammar,
Vocabulary). Presenter uses conten
speciic terms and concepts; speaks
in complete sentences that are easy o
understand and folows retell story in
histher own words.

o [ o | s

Time limit. The presentation is within
the alotted time Lt (3-5 minutes for 5 4 3 B f
each presenter)

Visuals Visuals are atteactive and
enhance the presentations illustrate

Observations.
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‘Table 3. Qualities and Characteristics of the Participants Based on Salmon (2011)

Quality Characteristics
« Determination and motivation to become ¢-maderators
- Establishing an online identiy as e-moderator
characteristics " s ‘

Positive attitude, commitment, and enthusiasm for online learning
Creating and sustaining a useful, relevant online learning community

Technical skills

Appreciating the basic structures of online conferencing and the web and
Internets potentialfor learning
Good keyboard skills and some experience using networked computers

Understanding of
online process

Building online trust and helping others
Understanding the potential o online learning and geoups
Knowing how to pace discussions and use time online
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Figure 8. E-tivity Requesting Responses from One Individual to Others
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Table 3. Number of

ience without Borders” Students per Country in 2013

Country FullPhD | SplitPhD | Postdoctorate | Undergraduate | Total
United States s ey 799 97 s0u7
Portugal 129 34 136 2356 2035
France o7 435 266 1884 2692
Spain o B 193 1848 2464
Canada 5 265 0 1686 P
United

Figins 158 77 300 1204 193
Germany 01 258 8 fee

Australia 0 108 o o e
taly 2 1o 5 am 79
Holland » 102 70 an o7

Note Ne22,046. Source: bispiwwncienciasmfrontelras.govbifwebicalestatistcas-o-ndicadors,
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1. You clearly identified the main purpose of the activity yo were preparing for.

2. You planned your preparation for the evaluation activity

3. You made changes in your preparation while you were evaluating ts
effectiveness

4 You practiced the speech o be given during the oral exam.

5. You corrected your pronunciation and fluency

during the preparation.

6. You established connections betueen the chosen text by the team for the pre-
sentation and your previous experiences.

7. You summarized the essential information of the fext you were 0 presen.

8. You reorganized the information in order to facltate s comprehension,

9. Youworked callaboratively with your pastners in the assignment and comple-
o of different tasks to prepare forthe oral exam.

10.ou expressed to your partners your eclings and opinions about the exam
and the way you prepared for it

1. You asked for clarifications about what had to be done for the exam.

12.You asked others, including the teacher, to correct your oral production.
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Often
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Table 1. Analysis of Kelly’s Discourse Moves

Focus of mediation

Meaning 57%
Language 29%
Affect 14%
Time of mediation
Proactive 60%
Reactive 30%
Ongoing 10%
Tools of mediation

Questions 33%
Elaboration 12.7%
Recasts %

Continuatives n%

Translation 8.8%
Incomplete sentence ending in rising -—
intonation

Example options 7%

Repetition 4.4%
Metalinguistic comments or requests 18%
Forced choice questions 0.4%
Modeling 0.4%
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Table 4. Issues to Be Considered in the Field of Applied Linguistics and EFL
Regarding Racial Identity

Critical applied linguistics, then, is more than just a critical dimension added on to applied linguistics: It
invalies a constant skepticism, a constant questioning of the normative assumptions of applied linguis-
tics It demands a restive problematization of the givens of applied linguistics and presents a way of doing
applied linguistics that seeks to connect it to questions of gender, class, sexuality, race, ethnicity culture,
dentity poliics ideology, and discourse. (Pennycook, 2001, . 10)

Discourse n the classroom, as in any other context, i determined by particular social and historical con-
tingencies that define how students and teachers can act in the discourse based on the power relations x-
ercised within that discourse, and in light o how they are mutually perceived as social individuals, which
involves their social identities of gender, race,sexualiy etc. (Moita Lopes, 2002, . 61)

Rather than viewing race and class as fixed categories that determine the use and learning of  second lan-
guage among particular racial or socioecononic groups, poststructralist and constructivist approaches
allow one to explore horw race and class get constructed by social practices and discourses and howw people
with certain racial and socioeconomic status get positioned ar position themselves in learning and using.
alanguage. (Kubota, 2003, p.37)

‘At the same time that recent rescarch on language learning emphasizes the multplicity of learners’ identi-
ties,a growing group of esearchers is interested in exploring how such relations or identifications as ace,
‘gender, and sexual orientation may impact the language learning process. (Norton & Toohey, 2011, pp.
a2-424)

‘When welook at the role ofstorytelling in bath R (Critical Race Theory) and TesoL, the nation of iden-
ity is not @ fixed essence, but rather an assemblage of positions, narratives, and discourses constructed
from relationships, experiences, and individual positionality. (Liggett, 2014, p. 18)
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strongly
Disagree.

Disagree.
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Strongly
Agree

17 nstructors in my tescher educa-
tion programme wsed appropriste
Instructional maerials.

15 Instructors in my teacher education
progeam modelled maltiple esch-
g strategies that hlp al students o
learn.

10 Instructors i my teacher education
programme were enthusiastic when
presenting cours content,

aoInsteuctors inmy teacher eduction
programme shoved respect for s
dens opinions,

a1 Instructors in my tescher education
programme modelled oral snd wri-
wnicaron skills efectively,
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Figure 3. Sequential Explanatory quan-quaL Design (Adapted From Creswell & Plano Clark, 2007)
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Figure 7. Instructions in One E-tivity
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Figure 2. Phases of the Study

stage 1
Questionnaire 1 stage 2 stage 3
Previous knowlege Lesson 1 — Lesson 2

concerning witing and Comparative sentences The old me
cooperaiive work.

stage 4 stage s Stage &
Questionnaire 2 Losson 3 Questionnaire 3
Feelings and impressions Free writing Final impressions

concerning the vork done.
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Figure 1. The lceberg Model (Cummins, 2001)
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Figure 1. Strategy Use Before and After Intervention
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Table 1. E-moderator Online Competencies Chart

9

Quality /
Characteristic

3. Developmental
Shay

5. Knowledge

1. Confident
2 Constructive
4. Fadiltating

Understanding of
online processes.

6. Creative

Technical skills

Online communication
skills

Content expertise

Personal characteristics
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Figure 10. Characteristics of the E-tivities Designed by the Pai
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‘Table 1. Perceptions of Participants on Professional Development

Teacher trainer 1

Teacher trainer 2

Pre-service teacher

al survey

The opportunity thatin-
Service teachers take o get
involved in a process of
ongoing learning.
Attending academic events
such as lectures, seminars,
conferences, et

alking with colleagues and.
Sharing the pedagogical
practices.

Reading to get updated on
research and pedagogy:
Action rescarch,

Reflecting on ands own
practice.

« The continuous search for

improvement.

« ‘Ihe opportunities | have o
learn and reflect upon my
pedagogical practices so |
can be a better teacher for
my students.

« The search for improving
our teaching practic.

+ Improving our pedagogical
knowledge.

Final Survey

+ The opportunity that
teachers take to keep
updated.

Using the resources available
to search for knowledge

(the internet, the library,
colleagues,students).

Always finding opportunities
tolearn.

Being creative
Secing the library as 2
pedagogical laboratory.

« Inow see it as a permanent
task that allows the teacher
o reflect and improve
every day.

+ Improving our teaching
practices.

+ Developing new skill: 1cts
and new educational trends,

+ Being competent.

+ Fostering meaningful
learning,
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Table 1. Data Collection Instruments for Diagnostic, Action, and Evaluation Stages

Diagnostic Stage

Technique Instrument source Purpose
. Literatre Mind il To find out the categorics of
review mapping o
Sis English
2 Free Informal teachers, 42 ighth To find out shout the
association questionnaire | graders, three participants view of rQ
administrators
S Six more teachers, T find outabout tudies
it Survey s graders, | el melodoog.
dogno format Sxadminstons | experence ofsion!
and five parents devclopment, and image
Tofind out wider information
sbout ra: studies, English
4. Online Survey ot level, methodology,
survey format ASELgiRiiieadice experience, professional
development, image, and
professonal needs
sea Cali
- (Diagnostic -
5. Documentary o ety To find out about Tq and

analysis

(vorci), National
Newspapers

professional necds

6. Focus group

Focus group
protocol and
transcription

Six teachers of
different public
schaols

“To find out sbout the strengths
and weaknesses of £rL.
teachers

Action and Evalua

n Stages

Technique

Instrument

Source

Purpose

To monitor and evaluate
the ongoing process and

g diary format REsSrcters interventions of the researchers
inthe o
Initial survey
To find out the teachers interest
and expectations about the por
Three survey i i (needs analysis)
he 12 English
2 Surveying formats (inital, & Mid-term survey
mid andfnal) | M To evaluate the ongoing process
to make improvements
Final survey
To evaluate the Impact of the por
n Bvaluation The 2 English “To evaluate the ongoing process
L 2 questionnaire teachers and permanent impact of the pop.

Focus group

The 2 English

4. Focus group protocol and St To evaluate the impact of the pop
transcription
N sl O “To evaluate the impact of the
> Decim Checklist Fecorings, nosts ee pilot course on the teachers

analysis

Note 551 = MunicipalSecretaryofBducation,ME

anguege competences

analysis, and blogs of
the 12 English teachers

practices

tional Minitey of Bduction, PEPeL: = Program o thesrengthening o foreign
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Figure 2. Participants’ Ages
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Table 1. Action Plan

Objective

Instrument

“To diagnose stadents’communicative competence as
regards their oral production before the intervention.

+ Rubric for diagnosis assessmen:
Oral book report

To determine students’ knowledge and use of learning.
strateges to prepare for the oral evaluation.

+ Questionnaire 1 (ppendix A)

“To train students in using learning strategies to prepare
for their oral valuation.

« Tntervention protocols
+ Teachers narratives

“To assess students' communicative competence as regards
their oral production afer the ntervention.

« Rubric for summative assessment:
Oral movie review (Appendix 1)

“To determine students”use of learning
intervention.

ategies after the.

To assess the effectiveness of learning strategies
instruction,

+ Questionnaire 2

« Rubrics for diagnosis and summative exams
+ Questionnaires 1and 2.
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Figure 2. The Reflective Model of Professional Development (Wallace, 1991, p. 49)
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Figure 2. Growth in Strategy Use After Intervention
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Figure 1. Foreign Language Writing Characteristics

Peregoy & Beyle (2001)
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Table 2. Mean Performance Scores in Oral Evaluations.

Group: (n=12) Growp2(n=15)
Criteria

PreTest  PostTest  Progress | Preest  PostTest  Progress
Organization 800 867 07 579 6 o064
speaking skills 23 78 06 sS4 43 000
Content 78 850 092 43 s o
Verbal Exp. 750 742 008 sS4 836 04
Time 900 03 o3 986 936 000
Visual Aids s 067 234 743 914
Total 7 835 063 796 8y o

Note: Al igures ar presented n a range of o, including those originaly evaluated i a ange of5,to fciltate comparison.
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Table 2. Perceptions of Participants on Collaborative Action Research

Teacher trainer 1

Teacher trainer 2

Pre-service teacher

Initial Survey

“The opportunity of doing
inquiry in the classroom.
‘Working with colleagues.
to reevaluate and gain
feedback for our classes
Enriching our professional
development.

+ Research in which all the
participants work as
team and collaborate in the
development of a project in
order to reach the goals set

Isatool that allows
teachers to have a closer
vision of the facts that
surround students lives
and learning processes.
Isatool that helps teachers
work on teams to try to
improve their practices

Final Survey

Doing classroom research
accompanied by peers
‘Working as teams with the
implications derived from
it

Participants collsborating,
not exeryone doing things
o their own.

Allows the participans to
be atthe same level and to
share ideas that allow the
development of a common
project.

Taking responsibiliy in the
task assigned and building
strong interpersonal
relationships.

Allows the sharing of
experiences that enrich our
work as teachers.
Reflection, partcipation,
and cooperation,

Allows teachers to
accessa great amount of
information relaed to
students.

Teachers can do research
without afecting class
performance.

Ttallows observing in an
objective way any issue that
might emerge in our classes
and try o find solutions
it

Ithelps teachers find.

better ways of offering
meaningful learning to
students.
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Table 2. Online Survey: Summary of Teachers’ Answers.

More frecuent

Less frecuent

Oraliwritten questions,
grammar exercises, reading
texts, ole plays, and
textbooks",

“Translation, audios, presentations, videos,
songs, thymes, poems, dramatizations,
ludic activities, board gamses, writing
exercises, projects,culture (lierature and
celebrations), role plays and textbooks.

Oralfwritten questions,
eading

“Transation, istening comprehension,

Evaluation n, quizzes, presentations,roe plays, extbook, songs,
techniques exams, homework, class dhymes, poems, writing exercises, projects,
participation, atitudes, and | and culture.
notebook.
Hlashcards,video bean, smart boards,videos,
e Notehook and hotocopics | T DVDCO e 1 st s,

Internet, reader, audio books, English b,
and textbook.

“Fity percent of prticpants sverd ho ol plys and textbooks e s the s requent sctiiis they s and the remsining 505
ooy st ety ciokasagies sty
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Table 2. Characteristics of E-tivities Checklist

Aspect

Yes

No

Does the e-iviy have a ttle?

Does the e-tivity clearly explain ts purpose?

Does the e-tiviy provide  brief summary of the overall ask?

Does the -tivity provide clear nstructions to the individual participants s o what they should do?

. Does the e-tivity request responses from an individual o others?

Does the e-tvity learly indicate what the e-moderator will do?

- Does the e-tivity state the total time allowed for completion?

Isthe e-tivity linked 10 the next e-tivity?
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Table 3. Perceptions of Participants on Autonomy

Teacher trainer 1 Teacher trainer 2 Pre-service teacher

Initial Survey

« The ability to make
« The capacity a person has decisions in our learning
o take responsibility for process
his or her own learning + Gives students and teachers
process N tools to face learning and
+ Anaspect that is not easy s . teaching in a better way.
« The possibility to decide
to gain autonomously whetethe best oyt |+ Hastodowith the
where the teacher's ednr e responsibility self-
‘mediation becomes ¥ & knowledge, and good use
necessary of free time.
« Not innate but developed.

« The capacity a person has
to make decisions about

Final Survey

« Easy to be explained « ‘The ability to make
through theory as taking decisions in our learning
el % |+ Capacity of knowing what %
responsibility for one’s own process.
4 is good and bad for our 4
learning, for one’s own « Such ability is to be
learning process to take 5
personal and professional i developed, itis not natural.
‘growth without having E I{:npm:lf‘{m e « The teacher is a guide
intelligent decisions SCay i DegUE I,
« Difficult to measure and 5 her/his students and not
% without the teachers’ help.
reach if there s no self- aleader who imposes
commitment. decisions on students.

extrinsic motivation.
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Figure 1. Literature Review Mind Map.
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Figure 1. The Five-Stage Model of Online Teaching and Learning (Salmon, 2011, p. 32)
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Figure 1. Most Common Terms Mentioned by Participants

Initial and Final Surveys
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Figure 9. Activities Linked in an E-tivity
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Table 3. summary of the Answers Provided by the Focus Group

A good PP should integrate practical and theoretical foundations (from
practice o theory), let teachers learn by doing, provide practical and
Components of a PP successful ideas, activities and demonstrations, foster reflection, research
and teaching-sharing, include 1CTs, be conducted in English, be long, and
follow up the teachers ads
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Table 4. Initial Needs Analysis Survey Results

Teachers' Personal and Professional Strengths

+ High rated strengths: teamork, innovation, storytelling, methodology, planning, and creation of materials
+ Low rated strengths: course management, use of 1CTs, evaluation, and rapport or connection with students.

Teachers' Areas of Interest

Knowledge about methods
« They want to learn: tasks, a1, and it

Knowledge about 1¢7s.
+ They want to learn: educational games and videogames, blogs, wikis, avatars, video makers, puzzie makers,
tests makers, online surveys, and online teaching and learning resources

Interests

- More Interest in: 1¢s, new methods, planning, needs analysis, materials and resources, evaluation,
classroom management, and culural aspecs.

+ Less interestin: teachers values, standards, reflection, research, and autonomous learning.

Teachers’ Needs or Areas to Improve Upon

« Teachers professional needs: methodology; to improve students' moivation, use of ICTs, materials design,
classroom management,curriculum planning, evaluation of skils, knowledge about methods, grouping
techniques.

« ‘They mentioned that they need less about use of standards.

Characteristics of the PDP

Methodology and evaluation
« More activities based on: group work, lass partiipation, 1¢Ts based-activiies, and demonstrations.
« Fewer activities based on: oral and written tests, portflios, individual work, written reflections and journals.

o i sl s T e imitio,
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Figure 4. “The Old Me:" Sample From Student D
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Figure 4. Participants’ Employment Status

= Lecturer

« Full-time
faculty






OEBPS/Images/v18n1a04f07.jpg
Workshop 9
Workshop &
Workshop 7
Workshop &
Workshop 5
Workshop &
Workshop 3
Workshop 2
Workshop 1

o%

Figure 7. The Session Allowed Me to Reflect on My Teaching.

0% v 0% a0%

Peroeniotiol teeidicrs il Siulamad the worksiops

SHow)
2
=
.
5 ioh





OEBPS/Images/v18n1a04t05.jpg
Table 5. Online Final Survey

Fulfillment of the Teachers’ Expectations

9156 of the teachers reported that their expectations were fulfled.

Evaluation of the PDP's Components

« Impact of the PDP: They all affirmed that the program impacted their formation.

+ Positive aspects: the melhodology strategies; the lopics (CLIL, TBL, ICTs, lesson planning, etc) the
materials;the insructors willingness, values, and atttudes; the PDP encourages teachers 1o improve their
lessons, their views, 0 be motivated and to mativate the students, and to rflect on their views.

+ Aspects to improve upon: more time for the PDP and mare focus on 1CTs and methods, to manage the time
better, and to give strategies to teach songs.

+ Objectives:all the participants said that the objectives were relevan, realisic, ractical, and clear.

+ Contents: the course contents were useful and the time devoted to them was adequate. The teachers
ighlighted the special usefulness of T, Tt and the reflectve practce, followed by Cit, materials
design, needs analysis, planning, rhymes, and evaluation strategies.

+ Contents suggested by teachers: awtonomous earning, TR, daly e topics, pre-school materias,

+ Methodology: The methodology promoted participation, discussion, relection, class work, and homework;
it provided and connected theory and practice about methods,included varied activities, was student-
centered and innovative; it promoted challenging asks, le teachers scafold gradually, considered learning
styles, and it had an adequate thythin.

« Materials: The teachers considered that all the materials implemented (photocapies,readings, videos, digital
resources,etc.) were adequate and relevant for achieving the objectves.

Evaluation and assessment: The teachers agreed that the evaluation process was far, assessed the learning

styles, provided proper and timely feedback, et teachers scaffold gradually: it was varied, and demanding.

Assessment of Teachers and Instructors

Instructors performance: The teachers evaluated positively the instructors'didactics, dedication, rapport,
Instructions, motivation, content mastery, responsibilty creatvity, and the fostering of rflection. They did.
ot give any suggestion to improve.

Teachers’ performance: Their performance improved in terms of attendance, esponsibiliy, punctuality;

partcipation, commitment, and critcal thinking.

+ Aspects that teachers need to improve: They said that they sill need to improve their methodology, their
Ianguage skills, knowledge about CLIL and TBL, lesson planning, use of (CTs,to be creative, and to dedicate
more time to study.

+ How much they learned: The teachers reported that they learned about blogs, Vokis,theory and practice of

‘ThLand cLiL, molivation srategis,reflctive practice,planning, evaluation, and improved their anguage skils.

Howere, they need tolearn more about designing surveys and the creation of handmade and digital materials.

Teachers' Implementation

Implementation so far
The main learning they applied consisted of the motivation strtegies such as thymes, sories, tongue tisters
and songs. Then the planning integrating cLx, oL involving all nguage skill, and then, the use of board.
games and digital resources

What ill you implement?
“The teachers said that they would implemen everything they learned.

What you won't implement:
‘One teacher said that it was dificult 10 apply the online survey with Kids,
would not teach English focused on grammar anymare

nd another teacher said that he
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Figure 3. Lesson 2, Group 2 Processing-Chart*
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Figure 3. Participants’ Level of Education
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