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  Publishing in English-medium journals often involves becoming familiar with new practices, thus layering on additional demands for scholars who are already successful in local and regional contexts and presenting challenges to those relatively new to writing for publication. (p. 2)... We consider that many of the practices of writing for academic publishing are hidden or opaque and involve ideologies that discriminate against some scholars more than others. We are committed to contributing to ways of working toward greater and more equal access to academic publishing by scholars around the world. (p. 5)1


  To start, the exercise of writing is a difficult task. Nothing more challenging than the whiteness of an empty page. Whether the writing outcome is a personal product or a piece to be socialized in the academic world, the writing task demands a lot from the ones that succumb by pleasure or obligation to the writing assignment. Apart from the skill of writing, authors of articles published in academic journals are obliged to stick to the specific publications parameters. Strict datelines, number of words and specific sections to be included will shape the writers production. The resulting texts in most of the circumstances will fit the publications guidelines but may, in turn, restrict the writers flow and line of thought. Authors may be restricted by limitations but if they want to publish they should stick to the parameters of the target publication. In other words, stick and publish or ignore and be ignored.


  Once an academic paper is received by a publication, it goes through different filters. These have the purpose of assuring the quality of the submitted information. The struggle of being accepted takes place. The publication rules and modulates the choice of its substratum. The writers products are at the mercy of the different filters along which we find evaluators and policies. Once the demanding exercise of revision is finished, the authors production is given the red, yellow or green light to be published. In the first instance, authors are invited to rethink their papers; in the second case they are expected to resubmit with big or small changes and in the third case to observe minor or no commentaries at all. Regardless of the result, contributors and readers can and should expect fairness, clarity and respect for their time from a publication.


  PROFILE, as an example of an English-medium journal, has worked hard not only in the construction of a niche that fulfills the standards of national and international norms, but in its interest to reach different audiences and to spread ideas of novel writers and scholars alike. The ideology that has moved the publication is connected to the belief that discrimination is not a premise we hold. Empowerment is the spark that ignites our engines.


  In order to reach a wider readership, academic journals look for their inclusion in indexing systems and databases. Although we have been accepted in several of them, we constantly submit our journal to other entities. This time we are pleased to let you know that PROFILE has just been indexed in IRESIE (ndice de Revistas de Educacin Superior e Investigacin Educativa), a bibliographical database that specializes in education in Latin America, Spain, and Portugal and that is led by the Universidad Nacional Autnoma de Mxico (UNAM). Additionally, the journal has been included in The European Reference Index for the Humanities and the Social Sciences (ERIH PLUS). The journals that are selected for inclusion in IRESIE and ERIH PLUS comply with international standards of editorial quality. This is our case, and we hope we can sustain it thanks to the cooperation of our sponsors and editorial committees.


  To this end, we gladly welcome the new scholars who have accepted our invitation to take part in the reviewing processes of namely: Janice Bland (University of Muenster, Germany); Alice Chik (Macquarie University, Australia); Mrio Cruz (Politcnico do Porto, Portugal); Greta Gorsuch (Texas Tech University, USA); John S. Hedgcock (Middlebury Institute of International Studies at Monterey, USA); Anthony J. Liddicoat (University of Warwick, UK); Faezeh Mehrang (Massey University, New Zealand); Jackie Nenchin (Molloy College, Division of Education, USA); Melina Porto (Universidad Nacional de La Plata and CONICET, Argentina); and Muhammad Rahimi (University of Auckland, New Zealand). We very much appreciate their positive response to our invitation to be part of our board of reviewers. Their collaboration, as well as the support received from scholars who have accompanied us for several years, is very much appreciated and encourages us to uphold the academic rigor of our publication.


  This edition contains eleven papers. The first section, Issues from Teacher Researchers, begins with four articles about English language teacher education. Fatih Gngr starts by sharing with us the tensions between English as a foreign language (EFL) teacher identities and in-service teacher education in the Turkish context. In his narrative study the author examines the incongruities between teacher identities and in-service training programs offered by the Ministry of National Education in Turkey, based upon the use of the activity theory. To do so, he focuses on the reflections of two EFL teachers concerning their environment, behaviors, beliefs, competencies, and missions.


  Then, Chilean author Diego Muoz Campos invites us to get acquainted with the processes and results of an exploratory, descriptive study that sought to identify the perceptions of pre-service teachers about the impact of a problem-based learning activity on the development of key competencies, including higher order thinking skills and reflective, research, knowledge transfer/integration, social, and self-management skills.


  After that, M. Martha Lengeling, Irasema Mora Pablo, and Blanca Luca Barrios Gascas article reports the findings of a study carried out with public school teachers of English as a foreign language in central Mexico with the purpose of exploring the processes of their socialization and identity formation. We can learn about the features of such socialization and how the teachers dealt with challenges in their teaching contexts and the program. We can also learn about how they made decisions vis-à-vis their future as teachers, forming and imagining their identity.


  Next we can find the article by Turkish teachers Mehmet Firat and Harun Serpil, who compare the Internet usage of distance and on-campus pre-service teachers of language and other disciplines through a survey study. We can read about the average level of Internet usage frequency, adequacy, and technology ownership in the two preservice teacher groups.


  The following three articles address issues of English language teaching in Mexico, Colombia, and New Zealand. In first place, Luz Edith Herrera Daz and Darlene Gonzlez Miy, from Universidad Veracruzana (Mexico), provide an advance of a study in progress regarding the development of the oral skill in a Basic English online course. The authors aim at uncovering the relation between the community of inquiry frameworks presence and some indicators of the oral skill. Interestingly, the results indicate that the teaching presence nurtures grammar, accuracy, and vocabulary.


  Then, the article entitled The Impact of Authentic Materials and Tasks on Students Communicative Competence at a Colombian Language School refers to an investigation conducted at a public university, in a basic English course, by Csar Augusto Castillo Losada, Edgar Alirio Insuasty, and Mara Fernanda Jaime Osorio. Findings show that the use of authentic materials and tasks, within the framework of a pedagogical project, had an impact on students communicative competence progress and on the teaching practices.


  We close this first section with the article authored by Constanza Tolosa, Claudia Luca Ordez, and Diana Carolina Guevara, who present an account of a study aimed at examining the potential of an online tandem program to enhance the foreign language learning of two groups of school-aged beginner learners, one learning English in Colombia and the other learning Spanish in New Zealand. Results comprise significant gains in foreign language writing and positive attitudinal changes toward foreign and native language learning.


  In the second section, Issues from Novice Teacher Researchers, we include a study dealing with the presence of political educative issues in our journal. The article, written by Lina Mara Robayo Acua and the PROFILE Editor, reports on a study aimed at exploring the topic of inclusive policies in the teaching of EFL in Colombia. The authors chose some articles by Colombian authors published in the PROFILE Journal to conduct a documentary and critical discourse analysis. Results are illustrated with extracts form the selected articles to demonstrate that some policiesmainly The National Program of Bilingualism and the basic Standards for Competences in English as a Foreign Languageevidence discriminatory and segregation attitudes in English language teaching.


  The last section, Issues Based on Reflections and Innovations, features this time three articles containing issues of gender, citizenship, and teacher empowerment. First of all, Claudia Patricia Mojica and Harold Castaeda-Pea describe the design, implementation, and learning that took place in a course with an emphasis on gender and foreign language teaching in a Masters program in Colombia. This teaching and learning experience evidences the relevance of the gender category in English language teacher education and in fostering a broader social and educational perspective in teachers practices with a gender perspective.


  Next we can read a contribution by Colombian author Luzkarime Calle Daz who analyses the potential opportunities for the development of global citizenship education in the English as a foreign language classroom. To attain that goal, the author carried out a documentary analysis of the Colombian national standards and its connection to the national citizenship competences standards and the UNESCO global citizenship education topics and learning objectives.


  The last article of this edition comes from Spain. Soraya Garca-Snchez and Jose Miguel Santos-Espino inform us about the upshots resulting from the production of foreign language educational videos by pre-service instructors enrolled in a Masters Degree in Secondary Education program with the purpose of linking digital technology with pedagogy by means of producing flipped classroom units adapted to the younger generations needs.


  The contributions made by the above mentioned authors tell us how PROFILE as an academic publication is always looking forward to covering a wide range of scenarios in the hopes of providing a myriad of possibilities for practitioners of English. Countless accounts of world research in EFL are possible due to our clear, fair, and timely policies.


  The increasing number of submissions to our journal has made it possible to carefully select the manuscripts to be gathered in a new edition from a healthy or considerable range of topics and origins. We should highlight the authors perseverance to offer our readership articles of high quality, based on our policies and the demands of our reviewers. Besides that, we are fully committed, as Curry and Lillis pointed out at the beginning of this editorial, to work toward greater and more equal opportunities for scholars to get published.


  Mara Claudia Nieto Cruz

  Journal Director


  Melba Libia Crdenas

  Journal Editor

  


  1Curry, M. J., & Lillis, T. (2013). A scholars guide to getting published in English: Critical choices and practical strategies. Bristol, UK: Multilingual Matters.
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  Due to the insufficiency of current in-service training courses which are far from the collaboration and the reflection of teachers, the current study scrutinizes the incongruities between teacher identities and in-service training programs offered by the Ministry of National Education in Turkey based upon the use of the activity theory. In this narrative study, two English as a foreign language teachers reflected on their environment, behaviors, beliefs, competencies, and missions under the heading of teacher identity concept. The results suggest that teachers need a supportive community of practice and a well-tailored mentoring system to be able to reflect on themselves and the context in which they are teaching.


  Key words: Activity theory, INSET, teacher identity, the onion model, Turkey.

  


  Debido a la poca oferta de programas de desarrollo profesional donde los profesores puedan reflexionar o colaborar, el presente estudio analiza, con base en la teora de la actividad, las incongruencias entre las identidades de los docentes y los programas de formacin permanente ofrecidos por el Ministerio de Educacin de Turqua. En este estudio narrativo, dos profesores de ingls reflexionaron sobre su entorno, comportamiento, creencias, habilidades y misin bajo la nocin de identidad docente. Los resultados apuntan a que los profesores necesitan el apoyo de una comunidad de prctica y un sistema de mentora bien diseado que les permita reflexionar sobre s mismos y sobre el contexto en el que ensean.


  Palabras clave: el modelo cebolla, identidad docente, programas de desarrollo profesional, teora de la actividad, Turqua.

  


  Introduction


  Recently, a growing body of research has been investigating the significance of teacher identity in the teacher education field (see the reviews of Beijaard, Meijer, & Verloop, 2004; Izadinia, 2013). This activity has aroused the hope that the stakeholders would find a remedy to the problems of in-service teachers for traditional in-service training (INSET). The preceding theories have shifted to new ones to understand teacher identity better from different perspectives; however, the sociocultural standpoints of Vygotsky (1978, 1986) prevail to interpret how individuals become aware of self and, at the same time, feel the need to belong to a society (Kozulin, Gindis, Ageyev, & Miller, 2003). From the sociocultural viewpoint, a combination of personal and professional social contexts of a teacher clearly affects the development of the teacher identity as a part of social learning (Law, Meijers, & Wijers, 2002), and researchers have attempted to figure out this effect through the onion model. Clearly, many factors including competencies and personal characteristics were involved in the identity formation of teachers (Korthagen, 2004), and these factors were connected with the six layers of the onion model considering the assumption that professional behavior becomes more effective and also more fulfilling if connected with the deeper layers within a person (Meijer, Korthagen, & Vasalos, 2009, p. 78). Although the onion model seems to be helpful for teachers to reflect on their own teacher identity, theoretically at least, little work has taken a holistic stance by following this model as criticized in the two seminal review studies of Beijaard et al. (2004), and Izadinia (2013). Furthermore, most teacher identity studies have been carried out in the USA, the uk, and Australia (Atay & Ece, 2009; Izadinia, 2013), and this inspired me to study the teacher identity concept in a developing country such as Turkey.


  In Turkey, English as a foreign language (EFL) teachers often face an identity conflict as a result of the incongruities between ideals and realities (Cakiroglu & Cakiroglu, 2003). After getting the bachelors degree, they are exposed to never-ending high-stakes tests to become a teacher (Basturk, 2007; Sa&gbreve;iro&gbreve;lu, 2013); however, they do not have any well-planned explicit mentor or advisor support in their teaching career (Akcan, 2016). Therefore, it is of importance to shed light on their teacher identities, and to be familiar with their ideas concerning INSET.


  Literature Review


  Big Picture: The Onion Model


  Based on Deweys (1933) ideas about reflection, Schn (1983, 1987) developed a reflective model for the professions, and Korthagen (2004) suggested the onion model to demonstrate how teacher learning takes place (for a review, see Korthagen, 2004; Meijer et al., 2009). In contrast to the traditional views which narrow teacher identity into cognitive issues, competencies, and personal skills (Korthagen, 2004), there was an emerging need for a critical language teacher engaged in education to raise the awareness of teachers, to encourage them to self-reflect on their identities, and to review the classroom activities as learning opportunities (Burns & Richards, 2009), so Korthagen (2004) adapted the onion model or a model of levels of change. The basic philosophy behind the onion model is the assumption that the professionals, being aware of their identity, missions, and core qualities, do their jobs by considering risks, chances, and exigencies in a situation (Meijer et al., 2009). The model consists of six levels (environment, behavior, competencies, beliefs, identity, and mission), and there is a symbiotic relationship between the levels. While the outer levels affect the inner levels, the reverse effect can also be seen.


  Environment is the outmost layer in the onion model. Teachers shape their identity through the engagement with class, students, school (Beijaard et al., 2004; Korthagen, 2004), colleagues and administrators (Beauchamp & Thomas, 2009). For instance, Flores and Day (2006) found that classroom practice and school culture reconstructed teachers professional identities, and had both incentive and disincentive effects on their motivation to continue the professional development. In another study (Smagorinsky, Cook, Moore, Jackson, & Fry, 2004), how the interactions of a teacher with others at the school were effective as regards the emergence of the identity were emphasized.


  The second layer of the onion is behavior. In the current study, teachers are expected to reflect on themselves in line with the layers so the behavior layer is the one which provides the harmony between the inner layers and the outer layers (Meijer et al., 2009). Considering that the beliefs teachers have about themselves have an effect on their decisions, choices, and behaviors (Borg, 2001; Pajares, 1992), they are expected to guide teachers practices, namely competencies (Korthagen, 2004), in the classroom or vice versa (Kuzborska, 2011). Considering the resistance of beliefs to change (Richardson, 1996), zmen (2012) carried out a four-year longitudinal study to examine the effect of pre-service education concerning the change of beliefs, and found a significant difference concerning beliefs between the first year and the last year of the student teachers. Grasping that it takes a long time to change beliefs based on this study, second/foreign language teacher education programs and &inodot;nset should help student teachers and experienced teachers to develop their skills for making meanings and decisions, in other words, exploring their teaching and forming their teacher identities through reflecting on their personal biographies (Bullough, 1997).


  The change of trends from the competency-based models of behaviorist teacher education to the humanistic-based one which focuses on individuals has given rise to the studies on teacher identity, and this study will also try to help the participants unearth their values, beliefs, and attitudes by bearing in mind that identity is a concept which develops throughout ones life (Beijaard et al., 2004).


  In-Service Training Programs and Turkish Context


  In the changing world of teaching, INSET programs are among the core solutions to heighten and sustain the quality levels of teachers, schools, and student learning (Day, 1999; Guskey, 2002). To be successful, teachers are expected to update their knowledge and skills (Sachs, 2007), reflect on their teaching practices (Calderhead & Gates, 1993), and collaborate with colleagues (Grossman, Wineburg, & Woolworth, 2001). Although the western cultures have succeeded relatively better in employing reflective practices in INSET since the middle of the 1980s (Hatton & Smith, 1995), the researchers in developing countries have started to address this concern recently (OSullivan, 2002). For instance, teachers should renew their teaching license at certain periods in the USA, and, according to the web site of the US Department of Education, the government planned to invest around 10 billion dollars for the professional development of teachers in the fiscal year 2015.


  The professional development policies in Europe differ in some aspects. While some countries such as Germany and the United Kingdom compel teachers to participate in INSET, the support given to professional development stands out with the promotions and salary enhancements in Poland and Spain. There are also some countries where teachers are not obliged to attend programs of INSET; for example, teachers are responsible for their own professional development in France, Iceland, the Netherlands, and Sweden as participation is not compulsory (European Commission, 2009).


  In Turkey, following the nation-wide educational reform in 2013, English started to be taught starting with 2nd graders and this abrupt change and the goals of the new curriculum were introduced to English teachers through a webinar. Although Turkish EFL teachers have already been equipped with the necessary skills and knowledge owing to the integration of a course named Teaching English to Young Learners into the curriculum of education faculties after the 1997 curriculum innovation (K&inodot;rkgz, 2008), to what extent this new curriculum can be implemented in schools is still questionable due to the concerns about one-shot (Dalo&gbreve;lu, 2004), top-down, and transmission-based INSET courses (Uysal, 2012).


  Underestimating the significant role of mentoring might be one of the reasons behind these traditional INSET methods because mentoring applied within the Turkish context means doing teaching practice with the help of an experienced teacher. However, this basic definition does not match with the following well-grounded definitions: mentoring as supervision, which means assisting newly qualified teachers to pass through the formal juridical requirements for probation (Kemmis, Heikkinen, Fransson, Aspfors, & Edwards-Groves, 2014, p. 155) or mentoring as support, which means supporting new teachers in the development of their professional practices (Kemmis et al., 2014, p. 155). Unfortunately, although the latter seems better than the first one, none of the answers would be satisfying because INSET of the 21st century should provide a collaborative environment for teachers to develop their teacher identities collectively and sustain their ongoing self-development with the help of mentoring. For this very reason, the present study attempts to present the current situation of INSET courses in Turkey.


  Implementation of the Activity Theory


  Activity theory, initiated by Vygotsky (1978)in the early 1920s and developed by Leontyev (1978), is a broad approach that takes a newperspective on and develops novel conceptualtools for tackling many of the theoreticaland methodological questions (Engestrm & Miettinen, 1999, p. 8) in social sciences and aims to overcome the dichotomies between micro-level processes and macro-structures (Engestrm, 2000). As a powerful analytical tool, activity theory has five principles (Engestrm, 2001). First, object oriented, collective, and culturally mediated human activity, or activity system (Engestrm & Miettinen, 1999, p. 9) is the main focus of analysis. Secondly, an activity system incorporates different viewpoints, interests, and conventions of a community (Engestrm, 2001). The third principle is the historicity which refers to the formation of activity systems over time. The fourth principle is the role of contradictions in an activity system or between the activity systems, and the fifth principle is the expansive transformations through a collective journey (Engestrm, 2001, p. 137) due to the contradictions. Considering these principles in the current case study of two EFL teachers, I will examine the link between teacher identities and INSET based on the pillars of the activity system which consists of subject, community, rules, division of labor, and mediational means and object (Engestrm, 1987).


  In this context, the subjects of the activity system are two EFL teachers who work in the community of the Ministry of National Education (MONE) in a macro-context and the community of their school in a micro-context. According to the division of labor, they prepare annual and hourly lesson plans and teach English. In addition to these, teachers are responsible for all kinds of educational and instructional tasks at the schools. The subjects and the community are mediated by the rules promulgated by the MONE. The subjects aim to achieve the objectives (basically to teach English) of the activity system through the mediating artifacts, namely INSET.


  Given the theoretical framework and the analysis guidelines, the current study aimed to scrutinize the tension between teacher identities and &inodot;nset offerings based on the reflections of the participants.


  Method


  Setting


  In Turkey, there are two ways of becoming an English teacher: to graduate from education faculties or to attend a one-year pedagogical formation program along with graduation from an English-related field. At the education faculties, student teachers are required to take courses such as English skill courses, second language acquisition, teaching methods, testing, material design, and pedagogy throughout four years. At the start of the fourth year of the undergraduate program, they observe the classroom atmosphere in the first semester, and start to teach in the second semester. Otherwise, for the second option, they have to attend a pedagogical formation program including participation in a practicum if they study in the related programs.


  After these programs, to be appointed to state schools, they have to take an examination which is comprised of a general culture and skills test battery, educational sciences test battery, and a subject matter knowledge test battery for English language teaching.


  Starting from 2016, teachers are exposed to a six-month induction program including a 300-hour training program as assistant teachers. Officially, the administrators have the right to approve the success or failure of the teacher candidates in the induction program. After this induction, they start to work and sit one more exam at the end of the academic year to be officially a teacher. In other words, it takes one and a half year to become a teacher at the state schools of Turkey. On a voluntary basis, they can also participate in the &inodot;nset courses which are announced yearly and offered by MONE on more general issues related to teaching.


  Participants


  To get more detailed information about participants and learn about the veritable experiences in their career for in-depth analysis, I chose one male and one female with whom I had the opportunity to contact frequently. In other words, these two participants were conveniently selected. Although the participants followed distinct paths to become EFL teachers, both were exposed to the conventionalized nation-wide INSET programs.


  To ensure confidentiality of the participants, I used the pseudonyms, Ali and Ela (a male and a female). Ali was 22 years of age, and in the first year of teaching practice. Ela was 25 with two years of teaching practice. Although both graduated from two highly competitive universities of Turkey in teacher education, the participants were quite different from each other. Ali was born in a little town near the capital as the second son of a nuclear family. He graduated from a boarding teacher training high school. A personal problem with his mathematics teacher caused him to take a quick decision to go to the foreign language department. Although Ali could not become a fluent English speaker, he developed his pedagogical knowledge substantially at the College of Education.


  Ela also graduated from a teacher training high school. However, Ela always aimed to become a teacher from the beginning, and decided to major in English thanks to the personal and professional attitudes and behaviors of her English teachers in high school. She maintained her success at the university and during teaching practices, and became persevering English teacher.


  Research Design and Data Collection


  The current study adopted a narrative research design to address and analyze the research questions. Although narrative research is able to capture the professional setting of teachers (Anderson, 1997), the relationship between teachers personal and professional lives (Clandinin et al., 2006), and contextual and social aspects of classrooms (Gudmundsdottir, 1997), has mostly been neglected in identity research (Vsquez, 2011). Considering this gap, I scrutinized in the current study the identities of foreign language teachers through their autobiographies because personal experience stories have an inextricable effect on the personal and professional identities of teachers (Coldron & Smith, 1999; Goodson, 1992). The participants were asked to write autobiographies and were then interviewed based on their autobiographies. In these semi-structured interviews, Ali and Ela were asked five to seven questions in order to elaborate upon their autobiographies. After intertwining the autobiographies and the interviews, a second interview was conducted for the participants to reflect on their teaching. The data were collected through their native language, Turkish, to make the participants feel secure. The multiple instruments helped to triangulate and validate the data (Fraenkel, Wallen, & Hyun, 2011). Also, the participants were asked to make sure that their autobiographies (re-written by the researcher) and the translated excerpts from their interviews reflected their experiences (Creswell, 2012). For ethical considerations, the participants signed a consent form to state that they read the terms and conditions and participated in the study voluntarily.


  Data Analysis


  For the data analysis, the flow model of Miles and Huberman (1994), consisting of the steps of data collection, data reduction, data displays, and conclusion drawing/verification, was utilized. The data were analyzed relating the five layers of the onion model under the teacher identity concept with the mediating artifact, INSET. Knowing the nature of narrative studies, I closely collaborated with the participants to check the development of the autobiographies and to examine their final form (Creswell, 2012). The quotes of the participants were translated into English as much as possible; however, some words were given in parentheses to make the quotes more comprehensible. After evaluating the data from a holistic perspective, codes were also provided, and these codes were verified by another researcher to avoid researcher bias (Fraenkel et al., 2011).


  Results and Discussion


  Data were first presented according to how teachers reflected in their autobiographies with the five layers of the onion model: environment, behavior, competencies, beliefs , and mission. After reviewing how the participants reflected their identities, their views about INSET were portrayed.


  Teacher Identity


  Based upon the layers of the onion model, teacher identity can be defined as an integration of personal and professional selves of the teachers (Beijard et al., 2004; Flores & Day, 2006; Korthagen, 2004). Reflecting on their environment, behaviors, competencies, beliefs, and missions, teachers amalgamate their personal identity with the professional one (Friesen & Besley, 2013). The current study also aims to recognize teacher identities through the help of the related reflections.


  Influence of Environment


  Past experiences as a student. Early role model teachers seemed to play a negative or positive pivotal role in the identity formation of teachers (Clarke, 2008; Flores & Day, 2006; Knowles, 1992; Nettle, 1998; Samuel & Stephens, 2000). When the participants looked back on their school days, Ela referred to the teachers she admired, and Ali denoted the negative influence of his mathematics teacher. Dedication, attitudes toward students, and pedagogical applications were the noteworthy features of the teachers pointed out in the autobiographies.


  
    The reason behind choosing to become a language teacher is my English teachers who I admired because of their personalities and the behaviors as educators because they performed better than I expected of a teacher. I guess I learned from my teachers... that teaching is a great dedication. (Ela, Autobiography)
  


  
    Due to the personal problems I had with some teachers at the school, it became difficult to major in the field that I wanted. . . . I realized the relationship between the sympathy to a teacher and (motivation towards) a course. (Ali, Autobiography)
  


  To sum up, the participants highlighted how their previous experiences serve as a de facto guideline for their teaching philosophies and practices as in the study by Bailey et al. (1996). In another study, Johnson (1994) also mentions that how pre-service teachers teach might be related to their language learning experiences as pupils. Teachers are likely to be affected by their past experiences as students (Eisenstein-Ebsworth & Schweers, 1997; Woods, 1996) owing to the approximately 17,000-hour observation and exposure activities including the initial teacher training. In other words, teachers learning is a developmental process by which they construct based upon their previous experiences from the constructivist viewpoint of Piaget (Kaufman, 2004).


  Pre-service teacher training and working environment. The participants had different reasons for becoming teachers. While Ela entered the teaching profession with a strong commitment, Ali avowed that he became a teacher by a last-minute decision. Obviously, there were other factors such as the encouragement of Elas family, and the influence of Alis elder brother, an English teacher. A common characteristic of the participants was their graduation from teacher training high schools.


  Although Ali and Ela mentioned how the pre-service teacher training contributed to their teaching, Ela also referred to the tensions between theory and practice, which are repeated frequently in the literature (see Day, 2000; Flores & Day, 2006; Hauge, 2000; McCulloch, 2000).


  
    My pre-service education contributed to develop myself in terms of professional and personal aspects. Although I couldnt improve my English to speak fluently, I think I am better...in terms of pedagogical knowledge. (Ali, Autobiography)
  


  
    The undergraduate education contributed to me so much that I applied them in the lessons . . . however, it is not possible to apply these now due to the current student profile and the lack of technological equipment. I wish we had taught at the schools where the settings and student levels were better. (Ela, Autobiography)
  


  Reflecting on their experiences, the participants referred to the disparity between theory learned throughout pre-service training and the highly demanding atmosphere of classrooms, and this disparity frustrates teachers as confirmed by earlier studies (Findlay, 2006; Sabar, 2004).


  Teacher Behaviors


  As an observable level of the onion model, teacher behaviors reflect the teachers beliefs and competencies. In this study, as a drawback, I did not have a chance to observe the participants so the comments will be based on the data collection instruments.


  Contrary to common belief, teachers do not always learn from good teaching experiences when they are students (Hammerness et al., 2005). In addition to their positive experiences mentioned previously, the participants took advantage of moving from apprenticeship of observation (Lortie, 1975) to the position of expert teachers as suggested by Golombek (2011).


  
    To make students feel motivated towards the course, I always tried to be...positive. Although I do not feel good, I havent revealed this to my students. (Ali, Autobiography)
  


  
    I will love my students without any discrimination. . . . Now, I...give (free supplementary) courses (for high-stake exams), and this is happiness for me. (Ela, Autobiography)
  


  In the first year of their teaching experience, both teachers were disappointed due to the physical conditions of the schools and the students motivation problems. The school settings and their personal conditions affected their in-class behaviors. Furthermore, the shift from being a student to being a teacher multiplied the effect.


  
    My lack of experience resulted in discipline problems in the classroom...I think students were so unmotivated that other teachers and I lost our motivation. (Ali, Autobiography)
  


  
    My attributes as a patient and understanding person reflect in my teaching. They have both positive and negative effects. . . . They know that I will forgive them (students) because I love them. . . . As I forgive their negative behaviors, they insist on showing negative behaviors. (Ela, Autobiography)
  


  Classroom management is one of the main concerns for novice teachers (Akcan, 2016), but teachers who are aware of their behaviors move one step forward to make their teaching better (Hamachek, 1999). Ali and Ela seemed to understand their behaviors and the reasons behind them and were on the way to developing their own teacher identity.


  Teacher Competencies


  Although some other concerns in the assessment of teachers such as personal characteristics emerged with humanistic-based education after the 1980s, competencies, which hold the potential for interpret- ing teacher behaviors (Korthagen, 2004), are still significant in teacher education. Giving great significance to competencies shows the preeminence of performance-based education in developing countries such as Turkey. Based on interviews with the participants, how the countrys policy affects teachers is apparent.


  
    In our schools (Turkish context), focusing on grammar and underestimating the objectives can be classified as the deficiencies of the system (policy). (Ali, Interview-II)
  


  
    In the lessons of 8th graders, unfortunately, we prepare (students) for the (high-stake) exams. (Ela, Interview-II)
  


  The two participants confirmed the tension between university education and the teaching settings at state schools, which pushed them to give grammar-based instruction at schools because students are evaluated based on their marks on high-stakes exams. Even the MONE evaluates schools and teachers with the average marks of the schools and the students at these schools. On the other hand, addressing just the negative aspects would be unfair to the education system and the EFL teachers. For instance, K&inodot;rkgz (2007) indicates the great effort of Turkish EFL teachers to follow the trends in the constructivist approach, the sociocultural theory, and the communicative language teaching due to the Turkeys candidate status for the EU and further innovations. In spite of many educational and curricular reforms with the European Union accession process since 1997, continuous support is necessary for the stakeholders to sustain this success by balancing theory and practice, and the real and the ideal (Aksit, 2007).


  Teacher Beliefs


  As beliefs affect the decisions, choices, and behaviors of teachers (Borg, 2001; Pajares, 1992), I tried to find out how the participants reflected on their beliefs in their autobiographies and interviews. Apart from their reflections, which were reported on the positive effect of their pre-service training in the previous parts, they expressed how they are hopeful for the coming years.


  
    I hope that the conditions (physical settings of the schools) will become better (day by day). (Ali, Autobiography)
  


  
    Eighth graders have prejudices (about learning English) and it is difficult to overcome them. My aim is to motivate lower grades (such as 2nd, 3rd, 4th graders) for learning English. (Ela, Interview-II)
  


  Based on the effect of their teachers from the school years, the participants also believe good teachers will help students learn better, and they define the qualities of good teachers as solid, tactful, and open-minded.


  Although there were not too many data on the beliefs of the participants, the match between the behavior and beliefs of the participants could be noticed from their statements. They try to behave the way they think, and how they think has an impact on their behaviors.


  Teacher Missions


  Identity focuses on the layers of the onion model such as environment, behavior, competencies, and beliefs; however, the mission of teachers is interwoven with the personal factors and all the other individuals around them (Korthagen, 2004). While adopting missions, teachers consider their students, school, country, and even the world, and they know that the change starts with just one student. The participants in the current study agree with this idea.


  
    I will be pleased individually if I become a person whom students value as a sophisticated and equipped individual to give advice. Professionally, it is enough to be proud of my numerous successful students. (Ali, Interview-II)
  


  
    I regard myself successful when I realize that I develop myself continuously and I am beneficial (for my students) from both instructional and educational perspective. (Ela, Interview-II)
  


  
    They told me that it is enough to see the shining eyes of even one student. If I broaden the horizon of one (student), this happiness is enough for me. (Ela, Autobiography)
  


  Contributing to the classroom environment, the teachers begin to be a symbol of good teacher relationships with the other members of the community such as students, parents, and administrators because teacher identities with the mission they have adopted have a noteworthy effect on their jobs, the city where they live, and the people they interact with (Wenger, 1998).


  Views of the Teachers on INSET


  Being used interchangeably with the concept of communities of practice, professional learning communities emerged as one of the main blocks of the social learning system. While Wenger (1998) summarized the communities of practice in three key notions: enterprise (the level of learning energy), mutuality (the depth of social capital), and repertoire (the degree of self-awareness); Louis, Marks, and Kruse (1996) focus on the five elements of professional learning communities: shared norms and values, collective focus on student learning, collaboration, de-privatized practice, and reflective dialogue. This approach for in-service or pre-service education (e.g., Lee, Zhang, & Yin, 2011; Rigelman & Ruben, 2012) was implied by the participants in the current study.


  
    The timing of in-service trainings should be arranged well.It should be on a voluntary basis rather than an obligation... I think the seminars through the distance education (programs) do not work...the trainings should be based on the specific problems of each school. At least, one week (of the 2-week INSET) can be tailored to (the needs of) the schools. (Ela-Interview-I)
  


  
    As there is not a single truth or a single method, we have to adapt ourselves for the (conditions of) the developing world. Therefore, the significance of in-service trainings is apparent. However, this shouldnt consist of just paper work which bore the teachers. Instead of giving theoretical information, the training which helps teachers gain experiences through a range of activities and learning by doing should be provided for teachers. (Ali, Interview-I)
  


  Having attended many INSET sessions in her two-year teaching experience, Ela draws attention to the fact that professional learning cannot be realized through traditional methods as Hogan and Gopinathan (2008) emphasized.


  
    In my 2-year teaching career, I attended (some) seminars at the beginning and at the end of the semesters such as the Fatih Project seminars (which aim to enhance opportunities and to improve technology) and e-twinning seminars. Excluding the e-twinning seminars, others were not beneficial...we got the training for the smart boards which will be provided (for the schools in rural areas) years later. (Ela, Autobiography)
  


  The limited scope of these seminars hinders participants engaging in professional learning and collaborating with the other members of the professional learning community (Elmore, 2004). As a way out, the participants suggest school principals should encourage the collaboration of teachers and, in turn, the establishment of professional learning communities. Furthermore, Atay (2008) highlights the role of academics in teacher education in establishing such professional learning communities due to the lack of expertise of school administrators in Turkey on the current teacher education approaches.


  
    My friends and I can work harder. This is just possible with such great commitment that this (movement) should be started by the directors. (Ela, Autobiography)
  


  
    First, there should be the idealist directors who commit themselves to the education, and they should encourage teachers without forcing (them). In a school which most (of the teachers) endeavor, the other teachers will participate in this process. (Ela, Interview-I)
  


  
    I think that the collaboration among teachers is weak. . . . Encouraging them to participate in the social activities will help them to work in their schools more happily. (Ali, Interview-II)
  


  The views of the participants indicate that the current INSET in Turkey has not been arranged considering the layers of the onion model, and the lack of suitable training hinders the identity formation of teachers. Clearly, there is tension between the objects and mediating artifacts of activity theory. In other words, the subjects of the activity system, EFL teachers, have difficulty in achieving the objectives (basically teaching English) through the mediating artifacts, namely INSET.


  Conclusions


  What is concluded regarding the disparity between &inodot;nset and the highly demanding nature of the classrooms the participants of our study highlighted is that teaching and learning are context-specific and dynamic issues which reported the active involvement of teachers in the specific planning, teaching, and evaluation processes of INSET for each context (K&inodot;rkgz, 2009; Sandholtz, 2002; Uysal, 2012). Therefore, INSET should play a substantial role for nations to establish harmony between macro-policies and its micro-level practices as the mediating artifacts of the activity theory (K&inodot;rkgz, 2009).


  In a highly populous country like Turkey, the government is spending substantial amounts for the integration of technology into the INSET considering the fact that the teachers who have an idealistic view of teaching are shaped by the identity assigned to them by the stakeholders and the market (Abednia, 2012). However, traditional methods such as one-shot (Dalo&gbreve;lu, 2004), top-down, and transmission-based INSET courses (Uysal, 2012), or allegedly modern methods such as video conferences do not seem to help over 50,000 EFL teachers from different backgrounds and geographical regions. The considerable differences between the rural and urban parts of Turkey are another factor (Cakiroglu & Cakiroglu, 2003). Also, studies on EFL teacher education (e.g., Akcan, 2016; Dalo&gbreve;lu, 2004; K&inodot;rkgz, 2009; Uysal, 2012) indicate the lack of a thorough needs analysis in the preparation and implementation processes of INSET. Considering the fact that the existing centralized system being responsible for the administration of INSET falls short of providing training courses regarding the specific local needs of teachers (K&inodot;rkgz, 2009), there is an urgent need to establish professional learning communities instead of giving one-off or distance INSET to teachers because that kind of training cannot be as successful as the ones given in situ. Therefore, the focus should be on developing teacher identities (Thomas & Beauchamp, 2011) because teachers can be active members of and contribute to communities of practice owing to their attributes such as critical reflection, self-awareness, collaboration with stakeholders, and their aspirations to further professional development (Flores & Day, 2006; Kostogriz & Peeler, 2007). Establishing an effective rapport without the support of school managers, mentors, experienced teachers (Akcan, 2016; Langdon, Alexander, Ryde, & Baggetta, 2014; Norton & Toohey, 2011), and higher education institutions or universities (Akcan, 2016; Flores & Day, 2006) may not be the reality for many countries. The concept of communities of practice becomes even more important for these countries because the participation in communities of practice culminates in socialization through the help of mentoring and highlights continuing support and empathy. The positive effect of continuous support has already been emphasized in many other studies (e.g., Brannan & Bleistein, 2012; Villani, 2002). Vygotskys concept of the Zone of Proximal Development (zpd) also considers collaboration a mediating tool (Kuusisaari, 2014), and asserts that collaboration with peers or mentors leads to the construction of new knowledge. This seems possible with a supportive community of practice or study groups (see Crdenas, 2002) and a well-tailored mentoring system for teachers to reflect on themselves and the context they are teaching. Given that teachers are able to shape the identities of future generations, teacher training policy should be the first priority for developing countries like Turkey.
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  The Chilean education system requires English language teachers to be equipped with non-conventional teaching strategies that can foster meaningful learning and assure successful learners performances in diverse and complex settings. This exploratory, descriptive, research study aimed at discovering the perceptions of 54 pre-service teachers about the impact of a problem-based learning activity in the development of key competencies, including higher order thinking skills and reflective, research, knowledge transfer/integration, social, and self-management skills. Groups of participants chose a made-up, ill-structured problem which combined language teaching and socio-cultural issues, and devised holistic solutions. Findings suggest a comprehensive impact on the first four skills, but a limited impact on social and self-management skills.


  Key words: English teacher education, learning strategies, problem-based learning.

  


  El sistema educacional chileno requiere docentes de ingls capaces de aplicar estrategias didcticas no-convencionales que promuevan aprendizajes significativos y aseguren desempeos exitosos en contextos diversos y complejos. El objetivo de este estudio exploratorio-descriptivo fue conocer las percepciones de 54 docentes en formacin acerca del impacto de una actividad de aprendizaje basado en problemas sobre el desarrollo de competencias fundamentales, como habilidades de pensamiento superior y la capacidad para reflexionar, investigar, transferir e integrar saberes, interactuar socialmente y ejercer auto-control. Grupos de participantes seleccionaron un problema complejo, inventado, que integraba aspectos lingstico-didcticos y socio-culturales, y plantearon soluciones holsticas. Los resultados sugieren un impacto mayor sobre las primeras cuatro habilidades, pero revelan un impacto limitado sobre las habilidades sociales y de auto-control.


  Palabras clave: aprendizaje basado en problemas, estrategias de aprendizaje, formacin de profesores de ingls.

  


  Introduction


  The current educational context within which initial English teacher education occurs in Chile poses curricular demands aimed at four major areas and their corresponding goals. Two major issues in many teacher training programs are the development of advanced linguistic and communications competencies in English (C1 level in the Common European Framework of Reference for Languages), and the acquisition and development of teaching knowledge and skills; in both cases, third-party certification is involved. The third area in the training of prospective teachers of English (which is explicitly stated in many graduate profiles) is the capacity to reflect and think critically about their teaching practices. Actually, most graduate profiles fit within the notion of reflective practitioner as characterized by Kumaravadivelu (2003). The fourth area of training is directly related to the previous one and points to the ability to design and carry out English as a foreign language (EFL) classroom/action research projects, as well as broader-scope educational research work.


  Based on practicum classes observations carried out by teacher trainers/supervisors over a three-year period, pre-service English language teachers from a regional university have evidenced weaknesses in their capacity to integrate theoretical teaching knowledge into their teaching practices. They have also shown a limited capacity to reflect upon them critically and systematically, in such a way that this could help them to cope with the complexities of diverse school settings.


  Practicum observation notes taken over time reveal that both pre-service and in-service English language teachers feel overwhelmed by public schools challenging contexts in which learners violence, misbehavior, demotivation, lack of interest in schooling, poor academic performance, and dropping out of school are not uncommon (Cid, Daz, Prez, Torruella, & Valderrama, 2008; Romn, 2009). Dealing with school sexual, religious, and ethnic and cultural diversity issues for which they are not necessarily prepared adds an additional burden to their teaching responsibilities (personal communication with in-service teachers), which also impacts on the level of achievement of English language learning in both primary and secondary school children. In a much broader context, although the Chilean government set a pathway to make Chile a bilingual country by the year 2030 (Gobierno de Chile, 2014), the actual school learners performance on English language standardized tests has not been very promising; according to the 2014 SIMCE1 results for 3rd year high school students (Agencia de Calidad de la Educacin, 2014), only 25% reached the Certified category in English, which means that they are able to understand short simple texts and daily life conversations. Also, according to the 2015 English Proficiency Index, out of 70 countries surveyed with regard to English language skills, Chile ranks 36, still at a low proficiency level (English First, 2015). All of this has occurred for over four decades within the context of neoliberal socio-economic policies and a consumer-driven education system implemented in the country (Donoso Daz, 2005). The focus on content-based learning and delivery of globalized, standardized knowledge and testing has translated neither into more disciplined and motivated learners, nor into more critical-reflective educational practitioners, which might contribute to assuring effective teaching and learning.


  The question then becomes: What learning strategies can best contribute to achieving the curricular goals of pre-service teachers, as well as prepare them to better manage current challenging and demanding school settings. Problem-based learning (PBL), an experiential learning strategy (Kolb, 1984) which fosters problem-solving skills, reflecting and thinking critically, controlling and directing learners own learning, working collaboratively, creating learner-based learning strategies, and strengthening their cognitive processes seems to be an adequate alternative to assess their accomplishments.


  In this context, the purpose of this exploratory pilot study was to discover the perceptions of a particular group of pre-service teachers about PBLs contributions to their preparation as English language teachers, and identify evidence of the impact this learning strategy has on their reflective learning processes. The research questions posed were: (a) How do pre-service teachers experience PBL? (b) How does PBL enable reflective learning processes in pre-service teachers? A questionnaire and a rubric were used respectively to try to find answers to these questions.


  This exploratory PBL study was carried out in the initial English Language Teacher Education (ELTE) program at a regional university in Chile during the first semesters of 2010 and 2012. The contingent situation generated as a result of the 2011 national students demonstrations against market-driven education and in favor of free education, prevented the implementation of the PBL activity during that particular academic year. Many universities, including the one where this study was carried out, were taken over by the students which translated into a prolonged period of no-classes and a delay and shortening of the academic year. Both teaching and assessment procedures had to be modified and accommodated to suit the new reality and be able to finish the academic work properly within the new time frame, which extended till summer in many cases. In short, the 2011 academic year was extremely erratic due to the student-led social unrest. At a macro level, this EFL teacher training program has been in place since 2007 and was designed in accordance with the main tenets of competency-based education, in line with institutional curricular decisions. So far, a little over one hundred teachers have graduated from the program.


  Literature Review


  Experiential Learning in Second/Foreign Language Teacher Education


  Second or foreign language teacher education has not been alien to the experiential learning approach. Fleming and Walter (2004) link learner autonomy through experiential learning and task design to foster professionalism. Knutson (2003) examines the implications of this learning approach for second language acquisition, and points out some problems of the experiential curriculum and proposes some solutions. Walter (1998) discusses a TESOL program in Thailand and suggests three strategies for English language teaching to speakers of other languages: (a) learners should discard textbooks and be allowed to contribute contents for the second language learning, (b) learning should abandon the classroom and move to the general community, (c) teachers role should be reduced and learners should be encouraged to learn how to learn on their own and for the purposes they deem appropriate.


  Problem-Based Learning


  PBL, an experiential learning strategy, has long been recognized as a useful tool to foster the development of a variety of skills in various academic fields and programs (Eyler, 2009; Kohonen, 1992, 2001; Major & Palmer, 2001; Wharton & Parry, 2003). Originally applied to the medical sciences, the characteristics of the approach are, as suggested by Walton and Mathews (1989), tackling realistic problems in chosen fields, applying prior knowledge, practice of logical, analytical, and scientific approaches to problems, application of knowledge in a mixed, interrelated way, and knowledge construction as a result of sharing and exchanging information.


  Norman and Schmidt (1992) state that PBL can be characterized as a collection of carefully constructed problems [which is] presented to small groups of students, whose task is to discuss these problems and produce tentative explanations for the phenomena being described (p. 557). They identify some PBL objectives as including fostering problem-solving skills, enhancing self-directed learning and intrinsic interest in subject matter, as well as advantages such as memory improvement through the activation of prior knowledge, knowledge retention and transfer.


  Major and Palmer (2001) have characterized PBL as


  
    an educational approach in which complex problems serve as the context and the stimulus for learning In PBL classes, students work in teams to solve one or more complex and compelling real world problems. They develop skills in collecting, evaluating, and synthesizing resources as they first define and then propose a solution to a multifaceted problem. (p. 5)
  


  In a more recent study, Temel (2014) reports PBL increasing perceptions of problem-solving ability, but a relative lack of effectiveness in increasing critical thinking dispositions of pre-service teachers (p. 15). With regard to the use of this learning approach in teacher education, Barron, Preston-Sabin, and Kennedy (2013) report a pilot PBL experience with pre-service teachers which was highly rated (out of 40 student-teachers, on a 1-5 scale with 5 being excellent, 11 pre-service teachers (27.5%) rated it 5, and 24 (60%) rated it 4). Painen Bustamante, Aliaga Prieto, and Torres Torres (2012) report on a decade long PBL curriculum implementation and assessment experience in initial teacher training at Universidad de Atacama (UDA) in Chile, and found that pre-service teachers identified the following four major skills developed by performing PBL activities throughout their training period: (a) research skills based on the scientific method, (b) team work skills, (c) critical thinking skills, and (d) skills to practice tolerance. Labra et al. (2011), on the other hand, in a study also carried out at UDA, give an account of the positive reception of two PBL modules of the new curriculum by prospective teachers when they dealt with ill-structured, discipline-based problems. The main objectives of the new curriculum, which began to be implemented in the year 2000, aimed at developing skills related to autonomous learning, critical thinking, interpersonal communication, and information processing.


  Overall, the literature reviewed highlights PBL as an effective learning tool in the context of teacher education, in general, and for second language acquisition in particular; however, it should be pointed out that studies on PBL in the context of English language teacher preparation in Latin America are limited.


  Nevertheless, the problem-based approach to learning is not free of contradictions and tensions. Hung, Harpole Bailey, and Jonassen (2003) have discussed some of the tensions involving PBL including the depth versus the breadth of the curriculum, higher-order thinking versus factual knowledge acquisition, long-term effects versus immediate learning outcomes, and students initial discomfort versus their positive attitudes. Naturally, some of these tensions became evident throughout this PBL pilot experience carried out in an English teacher training program in Chile.


  Method


  Context of the Study


  During a regular class of the module called Teoras de la Adquisicin de una Lengua Extranjera (Theories of Second/Foreign Language Acquisition)one of the modules in the curriculum of the ELTE program at a regional university in Chilepre-service teachers were instructed about the PBL approach during two 90-minute sessions; three- and four-member groups were formed based on their kinship and previous group work experience. Sixteen groups were formed in 2010 and the participants were distributed as follows: 9 four-member groups, 6 three-member groups, and 1 two-member group. In 2012, 15 groups were formed, and participant distribution was as follows: 4 four-member groups, 8 three-member groups, and 3 two-member groups. They were presented with a list of 16 made-up problems which integrated socio-cultural and English language teaching-learning issues within a school context which was also fictitious. Although the problems were not real, they were made up in such a way as to make them look real.


  Each group chose a problem to be solved. General instructions provided by the teacher responsible for the module (the mediator) included aspects which had to do with group work and group organization, tasks distribution, group discussions, and progress reports. The work procedure included group discussions in and outside class, with and without a mediator, in order to provide timely and contingent support based on the scaffolding notion (Hammond & Gibbons, 2001); on average the various groups met three times outside class without the mediator (Wilkerson & Feletti, 1989), and provided minutes of their meetings as evidence of their work during group oral presentations at the end of the semester. According to the problematics involved in the problem chosen by each group, resources used by the prospective teachers included bibliographic searches and interviews of key informants including experts (psychologists), parents, guardians, school teachers, school children, and teenagers, who provided relevant information for the problem to be solved.


  Participants


  Two third-year cohorts of students in the ELTE program were exposed to the same PBL experience during 2010 and 2012. All of the participants were formally registered as regular students in the Theories of Second/Foreign Language Acquisition module, which is part of the English Pedagogy curriculum and is taught during the fifth semester of the program. In both cases, the weight this PBL activity carried was 20% of the final mark in the module. The number of subjects who were surveyed was 29 in 2010 and 25 in 2012.


  Participants were exposed to made-up, ill-structured problems (those that do not yield a particular solution or answer) which somehow replicated real local school contexts and involved various socio-cultural, educational, and pedagogical issues prospective teachers might face once they join the job market. Particular issues included racial, religious, and sexual discrimination; socio-economic background; types of school administration (public, subsidized); disruptive behavior; lack of motivation/interest in second language acquisition; meaningful learning; critical thinking skills; use of teaching materials, and teachers role. Sample problems actually used in the study are included in the Appendix.


  Sixteen and fifteen groups (2010 and 2012 cohorts respectively) of pre-service teachers chose a made-up problem from a 16-problem list and worked on finding solutions to each issue of the problem during a 5-week period. They searched for relevant literature, interviewed pertinent informants, had discussion meetings, met with the mediator, and presented an oral report on their work and proposed solutions.


  Data Collection


  The data collection for this study was carried out utilizing two instruments. The first was a self-administered, Likert scale, 12-statement questionnaire aimed at obtaining pre-service teachers perceptions on the contribution of this PBL experience to the development of their cognitive skills, and to their capacity to reflect and think critically, integrate diverse types of knowledge, develop personality and social skills, control their learning, search for and process information, devise solutions to a made-up school problem, and assess the overall contribution of the experience to initial teacher education and personal growth. The questionnaire included the following assessment criteria: (a) Totally Agree, (b) Agree, (c) Neither Agree/Nor Disagree, (d) Disagree, (e) Totally Disagree. The second instrument was observations of group performances in order to obtain evidence of the level of achievement of the skills outlined above; the various groups accounted for their work in a group presentation given to their classmates, organized according to previously socialized rubric criteria. Each group member presented one or two subareas of the problem selected earlier by addressing fundamental aspects of it. Evidence of group organization and internal procedures implemented throughout the experience was provided through minutes of group meetings, key informants interview transcripts, and relevant literature consulted.


  Table 1 shows the PBL rubric used to assess group work of both cohorts (2010 and 2012), which included five criteria, namely, (a) organizational evidence (minutes of group meetings and interview transcripts), (b) technical literature/information utilized, (c) context information (sources consulted), (d) problem solutions, (e) quality of the arguments and use of theoretical and context information to support proposed problem solutions. It also contains the corresponding descriptors for the criteria on a 4-point scale.


  [image: ]


  The criteria included in the rubric were decided based on skills PBL initiatives are supposed to develop/strengthen, such as collaborative work, autonomous learning, higher order thinking skills (analyzing, synthesizing/evaluating, creating), and capacity to integrate background, theoretical and practical knowledge to back up arguments and problem solutions.


  Procedure and Data Analysis


  The individual perception questionnaire was administered to participants by the course mediator who informed them about the objectives of the study. They were also informed about the voluntary, anonymous, and confidential nature of the study and they all agreed to be part of it. Thirty minutes was the allotted time to answer the questionnaire. Descriptive statistics (descriptors, frequencies, and percentages) was utilized for data analysis, supported by the SPSS 18.0 statistics software.


  Results


  Pre-Service Teachers Perception of the PBL Experience


  After this experiential learning experience, pre-service teachers answered the perception survey which included 12 statements about this PBL pilot experience.They had to judge the experience based on the following perception criteria: (a) Totally Agree, (b) Agree, (c) Neither Agree/Nor Disagree, (d) Disagree, (e) Totally Disagree.


  Table 2 shows the criteria and percentages corresponding to learners perception levels of both 2010 and 2012 cohorts. For tabulation purposes, the five criteria were grouped together in only three criteria: (a) and (b) together, (c), and (d) and (e) together. The percentages were rounded up and were calculated through the use of the SPSS data analysis software.
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  Overall, there was a favorable perception of the pre-service teachers who participated in this PBL experience with regard to most of the criteria; most of the items included in the criteria have percentages that range from 80% to 97% in the Totally Agree/Agree category in both cohorts, with item 11 getting 100% in this category in the 2012 cohort, as Table 2 shows. Perceptions regarding PBL contribution to the development of their cognitive skills (Item 1) rated very high with both cohorts, 90% and 88% respectively. Other items also rated very high; for example, their reflective capacity (Item 2), at 93% in cohort 2010 and 96% in cohort 2012; their critical reflective capacity (Item 3), at 93% in cohort 2010 and 92% in cohort 2012; their information searching, analytical, and synthesizing skills (Item 9) at 79% in cohort 2010 and 92% in cohort 2012, as well as the contribution to the strengthening of their initial teacher education program (Item 11) at 90% in cohort 2010 and 100% in cohort 2012, should be highlighted. On the other hand, the percentage regarding perceptions of the PBL experience contribution to the development of participants personality (Item 8) is relatively low, at 31% in cohort 2010 and 48% in cohort 2012.


  Solutions to the Problems


  In general, solutions to the specific problem dealt with by each PBL group were characterized by the following: (a) all sub-areas integrated to the corresponding problem (psychology, sociology, second language acquisition, culture studies associated with recognition of diversity in schools, and others) were addressed during the group presentations; (b) the efforts made to combine both theoretical and experiential knowledge acquired through interactions with key informants; (c) sub-areas associated with socio-cultural issues were highlighted by most groups in the proposed solutions to the problem; (d) the theoretical/practical knowledge related to second language acquisition was highlighted only by some groups.


  Marks


  The previously publicized rubric (Table 1) among group members was utilized to figure out the group mark assigned by the only assessor involved in the PBL activity, the course mediator. As a way to complement previous information, the PBL exploratory study marks obtained by the students are presented here. The average group mark for this learning activity was 5.5 and 5.7 for the 2010 and 2012 cohorts respectively, which indicates an increase in the skills that were assessed, such as research skills and the capacity to generate holistic and feasible solutions to the problems (the Chilean education assessment system is based on a 1-7 decimal points scale, four (4.0) being the minimum passing mark).


  Discussion


  When examining the responses to the survey in light of the research question How do pre-service teachers experience problem-based learning? they reveal a highly positive perception of this learning strategy. More than two thirds of participants estimated that PBL contributes to developing academic work related skills. For the first three items (PBL contribution to cognitive development, reflective capacity, and critical reflection) percentages are 90%, 93%, and 93% for the 2010 cohort; and 88%, 96%, and 92% for the 2012 cohort. Items 9, 11, and 12 also rank very high. For Item 9 (PBL contribution to the development of skills to search for, analyze and with which to synthesize information), 79% for the 2010 cohort and 92% for the 2012 cohort respectively agree with the corresponding statement. On the other hand, most participants agree with the statement for Item 11, (PBL contribution to strengthening initial teacher education), 90% for the 2010 cohort and 100% for the 2012 cohort; and for Item 12 (PBL contribution to personal growth), 86% for the 2010 cohort and 84% for the 2012 cohort agree with the corresponding statement, which contradicts results for Item 8 (PBL contribution to personality development) with a low 31% and 48% respectively. It is worth noting here the significant difference between both cohorts in the perception of Items 4 and 9 which have to do with developing general and specific research skills; even though more than two thirds of participants from both cohorts agree with the corresponding statements, there is a 9-point difference between cohorts for Item 4 (79% and 88% respectively) and a 12-point difference for Item 9 (79% and 92% respectively).


  The 22-point difference between both cohorts in Item 5 (PBL contribution to the integration of various types of knowledge), 62% and 84% respectively, also stands out. The reason for it might be that the 2010 cohort experienced less learning opportunities in which they were required to relate and integrate knowledge from various sources before they experienced PBL. The made-up problems did include a diversity of sub-areas and required that the pre-service teachers interview key informants having different experiences and knowledge, such as in-service teachers, school students, parents, psychologists, school counselors, and teacher trainers. They were also required to consult bibliographical sources relevant to the sub-areas covered in the problem dealt with. The 14-point difference between both cohorts regarding Item 7 (PBL contribution to controlling ones learning), 66% and 80% respectively, is also relevant. This might have to do with the fact that as the teacher training program grew older, more emphasis was put on self-study and use of available resources. In Item 8 (PBL contribution to developing personality) perceptions show the widest spread, with one fifth of the participants, 21% and 20% respectively, declaring disagreement with the statement. Agreement with the statement reached less than 50% in both cohorts, 31% and 48% respectively.


  Regarding similarity of the made-up problems with real school problems (Item 10), more than two thirds of participants from both cohorts estimated that they were very similar to real problems (97% and 84% respectively), which probably reflects the PBL potential to confront school complexities issues albeit in an academic and rather than an artificial setting such as an initial teacher education program.


  With regard to the research question, How does PBL enable reflective learning processes?, evidence gathered throughout the assessment of group oral presentations by means of a 5-criteria rubric (Table 1) show that this learning strategy does contribute significantly to developing analytical and reflective skills; this was mainly demonstrated through both the relation and integration of knowledge when presenting arguments and solutions to the problem. The average group marks obtained by both cohorts (on a 1-7 scale, 5.5 for the 2010 cohort, and 5.7 for the 2012 cohort) attest to the perceived reflective learning through the implementation of PBL in teacher education.


  Conclusions


  The implementation of the experiential learning strategy known as PBL as a pilot experience in one of the curricular modules of the English Pedagogy program at a regional university in Chile, during two academic years and with two different cohorts, had a positive impact on several development areas of this initial teacher preparation program. Findings of this pilot study coincide with what relevant literature claims with regard to PBL experiences fostering various skills in a number of areas. Overall, PBL was perceived very positively by participants from both cohorts; close to or more than two thirds of them agree that PBL contributes to their cognitive development, reflective/critical and knowledge integration capacity, learning self-control, and to their research and social skills development. Nevertheless, less than half of the participants estimated that PBL contributed to the development of their personality, even though most of them considered that it does foster personal growth and highly contributes to initial teacher education. Findings also reveal that reflective learning processes are enabled and strengthened by implementing PBL activities in English language teacher education as they challenge pre-service teachers to search for, sort out, analyze, and synthesize information, as well as relate various types of knowledge to complex school settings.


  Application of what is learned (Pfeiffer & Joness model, 1983) and dissemination or knowledge transfer (Koerndermans model, 2000) became evident in the proposed solutions to each problem during each groups oral presentation, which revealed integration of both theoretical and practical knowledge acquired from various sources consulted. In this particular case, even though language skills were not formally assessed, reading technical literature, watching video clips in English, and preparing audiovisuals did have an impact on language skills development, as observed during oral presentations.


  Some limitations of this study should be pointed out, though. First of all, time constraints prevented more reflection and in depth discussions of problem solutions, relevant related issues, as well as teaching implications of the experience. Secondly, the need to structure the processing of information in a more systematic way became evident; this might favor knowledge integration aiming at working out generalizable solutions linked to what tends to occur in the real world. Thirdly, the importance of participants becoming aware of a number of issues, including (a) that this learning strategy (PBL) does transfer the control of their learning to themselves, (b) that this learning strategy fosters their overall professional development by linking classroom acquired knowledge with problems in real school contexts, (c) that this learning experience is another opportunity to improve and demonstrate their communicative language skills in English in formal training contexts, and (d) that eventually they might want to consider implementing PBL activities in their schools.


  Finally, it should be pointed out that any initial English teacher training program may greatly benefit from including experiential learning strategies such as problem-based learning in their class planning. Findings suggest that the benefits should increase where PBL is systematically integrated into the curriculum. Naturally, more experiences, probably on a larger scale, are required, aiming to adequately meet the wide diversity of demands in current educational contexts.

  


  1Sistema de Medicin de la Calidad de la Educacin (Education Quality Measurement System).
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  Appendix: Sample Problems


  Problem 1

  Two 16 year old high school students with an ethnic background have strong feelings about their ethnic identity and seriously question the fact that they have to study English at school. In fact, they have disruptive behavior, and challenge their teachers authority. You want them to become interested in learning English but you cannot avoid dealing with their negative attitude and disruptive behavior. Besides, you want the whole class to develop their cultural awareness through your English language teaching. What can you do?


  Problem 2

  Fifteen year old students from a co-ed public school come from different social backgrounds and are keen on studying English using traditional textbooks. They enjoy celebrating English culture festivities such as Halloween. You want them to develop their speaking skills as well as their critical thinking skills, but they think the material is too difficult; they are unable to talk in English because they get anxious and are afraid of making mistakes. Some of the students have questioned the adoption of such festivities in Chile. What can you do?


  Problem 3

  Four non-Catholic 3rd year high school students attend public school. They are usually isolated from the rest of the class and some students make fun of them. Their English teacher has also exhibited some discriminatory language and attitudes towards them. They have asked the school authorities to allow them to get together and talk about their religious beliefs while in school, but their request has been ignored. You want your teaching to be meaningful to your students and the goals you have set for the class include developing their listening/speaking skills, as well as their critical thinking skills. What can you do?


  Problem 4

  Senior students (4th year high school students) in a large class come from middle class families and attend a middle class subsidized school. Some of them have shown sexist attitudes and used sexist language towards two male students who have shown gay/lesbian behavior. Their English teacher has also exhibited discriminatory language and behavior. You would like your students to deal with this issue while developing their English speaking skills. What can you do?


  Problem 5

  You teach English to 8th graders in a rural school run by the local Municipality. In general, students are not really motivated to learn English. They get Mineduc (Ministry of Education) English textbooks but their English teacher does not use them because they are too difficult for the children. The students make fun of a classmate with a physical disability but who likes to speak English. You want to use those textbooks and make your students think critically about their learning and discriminatory attitudes. What can you do?
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  This study aimed at exploring the processes of teacher socialization and identity formation of nine English as a foreign language teachers at public schools in central Mexico. These teachers began their careers in the National English Program in Basic Education. Qualitative research and narrative inquiry were used as a basis for this research. The data revealed that the teachers socialization was somewhat informal in that little was required from them to gain entrance into the program. Once teaching, the participants dealt with challenges in their teaching contexts and the program. From these challenges, the teachers were able to make decisions concerning their future as teachers, forming and imagining their identity.


  Key words: EFL teachers, identity, imagined communities, teacher socialization.

  


  Este estudio tuvo como objetivo explorar los procesos de socializacin de profesores y la formacin de identidad de nueve maestros de ingls en el sector pblico en el centro de Mxico. Los maestros comenzaron sus carreras de docencia en el Programa Nacional de Ingls en Educacin Bsica. La investigacin cualitativa y narrativa fue utilizada como una base para esta investigacin. Los datos revelaron que el proceso de socializacin de estos maestros fue informal, en cuanto se requiri poco de ellos para entrar a la profesin. Una vez enseando, los participantes enfrentaron desafos en sus contextos y el programa mismo y a partir de estos retos fueron capaces de tomar decisiones sobre su futuro como docentes; de este modo imaginaron y formaron su identidad.


  Palabras clave: comunidades imaginarias, identidad, maestros de ingls como lengua extranjera, socializacin de maestros.

  


  Introduction


  Throughout the years, English as a foreign language (EFL) has grown widely in South America in countries such as Argentina, Colombia, and Uruguay, to name only a few. Many of these countries have implemented bilingual programs in the private and public sectors (De Meja, 2008; Scaramucci & Boffi, 2014).


  In Mexico the implementation of English programs at the primary level began in a few states in Mexico in the 1990s and later expanded to more states in the early 2000s in the public sector (Ramrez Romero, 2015). The State of Guanajuato began in 2009. Nationwide, it was expected that these programs would eventually promote the learning of English to a bilingual stage at the end of high school. One program in Mexico is the PNIEB program (Programa Nacional de Ingls en Educacin Bsica or the National English Program in Basic Education).


  Throughout Mexico there is a growing area of research concerning this program (Alcntar Daz, Navarro Tllez, & Moreno Villalbazo, 2014; Domnguez Aguilar, Mayor Turnbull, Moreno Gloggner, Serrano Vila, & Chanona Prez, 2014; Ramrez Romero, 2015; Ramrez Romero, Sayer, & Pampln Irigoyen, 2014; Sayer, 2015a, 2015b). A special issue of the MEXTESOL Journal was dedicated to the PNIEB program (Sayer & Ramrez Romero, 2013). The researchers of the present article have also carried out research in this area (Lengeling et al., 2013, Mora Pablo, Rubio Zenil, Crawford, & Lengeling, 2014) and we as well continue our interest in this theme because many of our students in the BA TESOL program at the University of Guanajuato have been part of the PNIEB. They begin their studies and early on become practicing teachers.


  This article explores the career entry of EFL teachers in this national program in Mexico at the preschool and primary school levels as well as the teachers identity formation during this teacher socialization stage. The research questions that guided our study were: (a) How did beginning teachers become socialized members of the PNIEB program in the state of Guanajuato? (b) What is the teachers identity formation within this career entry?


  PNIEB (Programa Nacional de Ingls en Educacin Bsica)


  The PNIEB program was implemented as a federal program in Mexico in 2009 with the intention of providing language teaching in basic education, from the third year of preschool to secondary school from the Mexican Ministry of Education (Secretara de Educacin Pblica [SEP]). The programs name was changed in 2014 to PEI (Programa Estatal de Ingls [State Program of English]). This change also shows how the state government is now being held accountable for the program, yet the national curriculum still continues with the same intention and principles. The goal is that students will have an A2 level based upon the Common European Framework of Reference (CEFR) at the end of primary school and hopefully a B1 level at the end of secondary school. This program focuses on the use of social practices with spoken and oral language to interact with native and non-native English speakers by means of specific activities with the language (SEP, 2010, p. 21). The PNIEB teaching approach consists of communicative functions of language as well as cultural learning . . . for students to relate with each other, to progress and reconstruct the social world where they live (SEP, 2010, p. 25).


  Literature Review


  In this section we will look at three constructs: teacher socialization, identity, and imagined communities. These terms helped us to make sense of how the teachers were socialized into the English language teaching (ELT) profession, and within the PNIEB program, as well as to how this socialization shaped their identities. As part of identity we link the term imagined communities to the discussion.


  Teacher Socialization in Education and ELT


  Research in the area of teacher socialization has been extensive. We can trace early research concerning the influences on teacher learning that pre-date entry into a formal program of teacher education in the work of Lortie (1975), Sirotnik (1983), and Cuban (1984). Also, other studies have focused on how teacher socialization is affected by the quality of relationships teachers have as children with important adults (Feiman-Nemser, 1983; Knowles, 1988; Wright & Tuska, 1967, 1968). Another area of inquiry has been related to the influence of teachers in the lives of learners (Crow, 1987; Lortie, 1975; Ross, 1987).


  In the area of education, Killeavy and Moloney (2010) explain that teacher socialization refers to the influential processes of professional rules, teacher culture, and school environment on teachers in professional groups (p. 190). Other authors, such as Zeichner and Gore (1990) mention that teacher socialization research is that field of scholarship which seeks to understand the process whereby the individual becomes a participating member of the society of teachers (p. 329). This career entry is a complicated stage where teachers become members of the teaching profession and specifically of the EFL profession. This multifaceted stage is when teachers learn and understand values, behaviors, expectations, traditions, regulations, and morals within a society of teachers. This membership is not an easy transition and does not happen overnight.


  In the field of ELT, the term teacher socialization is often found in the literature of teacher practicum (Farrell, 2001; Mer, 2010; J. C. Richards & Crookes, 1988). Farrell (2001) mentions that teacher socialization:


  
    includes learning how to teach and all the demands associated with teaching, such as coping with school rules inside and outside the classroom, following the school rules for lesson planning, following or developing curriculum learning the routines of the classroom, and learning how to interact with school authorities and colleagues. (pp. 49-50)
  


  Thus, beginner teachers socialization involves learning how to teach which refers to the skills and techniques needed in class. Also the teacher needs to know how to work with the school administration and coworkers. Specifically, for the PNIEB program, teachers need to deal with their school administrators, other teachers, and even the national program coordinators which are not part of the school.


  Also related to teacher socialization is the notion of teacher stages. Fuller and Bown (1975) have identified three stages of teacher development which teachers can go through:


  
    The first one is known as the survival stage which is characterized by ideas from the teacher about class control, being liked by students, being observed by the supervisors, or being evaluated. A second stage involves the teaching situation concerns about the quantity of students in the class, time pressure, lack of materials, etc. A third stage can be described as the concerns about being recognized (socially and emotionally), the bad curriculum materials according to the students needs, being fair with students, etc. (pp. 37-38)
  


  In this article we look at the first stage of survival when teachers enter into the profession. Exploring this initial stage will help us understand how these teachers develop as professional teachers and the challenges they may encounter.


  Identity and Imagined Communities in ELT


  Because we are exploring beginning EFL teachers career entry in Mexico or how they become teachers, we will look at identity in ELT. Research on identity has grown in the last twenty years with the work of Clarke (2008), Cummins (2001), Day (2002), Norton (2000), and Pavlenko and Norton (2007), to name only a few. Identity refers to group membership or affiliation to a group (Norton, 2000). Johnston, Pawan, and Mahan-Taylor (2005) define identity as:


  
    First, identity is complex and contradictory, comprising multiple, often conflicting allegiances and belongings. Second, identity is crucially dependent on social, cultural, and political context. Third, identity is to a significant extent established, negotiated, and developed through discourse. All of these qualities mean that identity is not stable or fixed but is rather dynamic and subject to change over time. (pp. 58-59)
  


  Important aspects that make up identity are commitment, multiple contexts, language use in discourse, and negotiation. Identity is ever changing through the use of language depending on the context. Norton (2000) argues how language plays a part in identity formation:


  
    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)
  


  Based upon different sites at different points in time, a teacher may have the right of entry or not into a group or, more specifically, for a profession such as EFL teachers within a national program. Also, the language can be a persons mother tongue or an additional language.


  Another construct related to identity is imagined communities (Kanno & Norton, 2003; Pavlenko & Norton, 2007) and the fact that issues such as language and group membership or communities of practice (Wenger, 1998) are also linked. Research in this area can be seen in the work of Smith (2007), Toohey (2000), Tsui (2007), Wenger (1998), and Xu (2012). Kanno and Norton (2003) mention that imagined communities refer to groups of people, not immediately tangible and accessible, with whom we connect through the power of imagination (p. 241). Individuals who want to be part of a group of similar people or in this case a group of English teachers use language as a means to identify themselves in different spaces and times. Language could refer to their native language or English. In the case of the participants of this study, they may envision themselves as successful teachers in Mexico or abroad. In their imagination, they are recognized members of the ELT community. These identities are multiple and multifaceted with relations to a number of aspects, such as English, how they might imagine themselves as possible teachers and members within a community. Both the personal and professional lives are entwined in these identities.


  Method


  For this research, we relied on a qualitative approach following narrative inquiry. According to K. Richards (2003) two features of qualitative research are study human actors in natural settings, in the context of their ordinary, everyday world and seek to understand the meanings and significance of these actions from the perspective of those involved (p. 10). We explored the voices of actors, in this case beginning teachers who were situated within the contexts of a national program and schools. We intended to investigate the process of their socialization, the problems they encountered and also the meanings they brought to this process regarding identity.


  Narrative inquiry is a branch of qualitative research (Trahar, 2009). Clandinin and Connelly (2000) mention that narrative inquiry is a way of understanding experience. It is a collaboration between researcher and participants, over time, in a place or series of places, and in a social interaction with milieus (p. 20). Narrative inquiry helped us to obtain more detailed information about the process of teacher socialization and how teachers perceived themselves while working in the PNIEB program. Neisser and Fivush (1994) make reference as to how narratives can be used: Particular events become important parts of our life because they provide some meaningful information about who we are, and the narrative forms for representing and recounting these events provide a particular structure for understanding and convening this meaning (p. 136). Analyzing and making sense of the events of becoming a teacher in this national program in relationship to teacher identity were the basis for using narrative inquiry.


  Participants


  The participants taking part in this project included nine students in our BA TESOL at the Universidad de Guanajuato, all beginning teachers (one preschool and eight primary school educators). These nine participants were selected from a class of 15 students: all were taking the course of Classroom Observation in 2014. The nine were selected because they began their teaching careers in the PNIEB program; this was their first job as EFL teachers. The participants consisted of seven females and two males, all Mexicans. They were between the ages of 19 and 21 and came from a variety of contexts: a rural community (1), a small city (5), and two large industrial cities (3). It should be mentioned that these beginning teachers had approximately 35 to 50 students in their classrooms. They went from one homeroom to another giving their classes with their materials. For the most part the homerooms were overcrowded. Because of their different contexts throughout the State of Guanajuato, they all had a different PNIEB program coordinator and every teacher was in a different public school. The group of researchers was composed of a student teaching in the program and two other researchers who were not part of the PNIEB program, yet teachers in the BA TESOL program.


  Data Collection Techniques


  The two techniques used for data collection were narratives and interviews. For the narratives, the participants wrote about their career entry. First, the students read narratives of how people became teachers in Mexico (see Lengeling, 2013), reflected on this process, and eventually were asked to write their own narratives. Students explored the beginning events of becoming a teacher and how they felt. These narratives were edited a number of times with the teacher and even with the students classmates.


  After this initial stage, the nine participants were asked if they wanted to participate in the research project. Also, they were all given a letter of informed consent where the project was explained and they agreed on participating in the study. The next stage was developing questions for semi-structured interviews. The researchers read the narratives a number of times to develop questions. Many of these questions were asking for more elaboration of information found in the narratives (Could you tell me more about how you felt at this point? What exactly happened here?). Each participant was interviewed individually and audio-recorded based upon relevant narrative information. For these interviews, we decided that participants could speak freely and they could incorporate new elements that were probably not mentioned originally in their narratives. The interviews lasted from 20 to 30 minutes. Both the narratives and the interviews were carried out in English. After transcribing the interviews, we coded and analyzed the data from both techniques. Pseudonyms were given to participants in order to protect their privacy.


  Data Analysis


  For the data analysis, we worked with the transcriptions and made notes of the points where we considered something important was being mentioned, or where we could see a theme emerging, following Miles and Hubermans (1994) work on data analysis. After this preliminary work, we started a process of meaning categorization (Kvale, 1996), trying to identify the thematic categories or subcategories. In the following sections, we present the data in three themes: (a) Career Entry, (b) Challenges to Overcome and Positive Support, and (c) Looking to the Future.


  Findings


  Career Entry


  In this section, we show how the participants were offered their first jobs as teachers and the initial steps of becoming a teacher. The word friend came up many times as to how the participants learned about the opportunity to teach in the program. In the following excerpts the participants were told about the job openings from friends and they also mentioned why they felt they were hired to be teachers:


  
    I knew about the program from one of my friends. She introduced me and thats when I knew about the program, so I went there and I got the interview and then I started working...I think they were desperate to hire people because I just went to ask for information and right away she interviewed me and said: I only have these groups. Would you accept them? And I said yes! (Adela)
  


  
    I knew about the job because of a friend...They hired me because I was able to speak English, I guess, because I only had high school and that was it. (Nadia)
  


  
    When I was trying to get into this BA, a friend of mine told me that PNIEB was hiring teachers and the only thing that I had to do was to speak English and I could be a teacher. So I went with the coordinator of the program and she asked me if I knew English and I said yes. Alright, you are hired. Youre a teacher! (Abel)
  


  In these excerpts the participants seemed to be at the right time and at the right place and a friend was an important contact to pass on information of job opportunities. Adela just went for information and immediately she was given an interview and then offered hours. The excerpts show how the participants viewed their job entry as somewhat easy and even unexpected. However, it can be noticed that it was not only their perception. It seems that those who were in charge of hiring English teachers were not interested in either professional skills or specific qualifications, sending a message of how easy it was to gain access to the English teaching profession. Therefore, the way they were socialized into the profession at the time of their entrance is somehow informal.


  Concerning the participants command of English, Nadia and Abel mentioned that their use of English proved to be a valuable tool for career entry. The next two participants were told about job opportunities, also by friends, and the job interviews followed the same line as above concerning what was needed to get the job:


  
    It was very easy. A friend told me about someone who was looking for English teachers and at that moment I was still studying English. I went to the interview with the coordinator in Len. He asked me a few questions, such as if I had any experience with kids and giving classes. I told him that I did not have any experience. He told me that he had some hours (6) but he explained to me that the payment was something difficult and I had to wait at least three complete months. I did not care because it was my first job and I was not an English teacher. (Emilia)
  


  
    A friend of mine told me that the PNIEB was looking for teachers and he introduced me to the coordinator. It was easy at first because the coordinator asked me three questions: Do you have your high school certification? Can you take the TOEFL? and What are you studying? I think they hired me because they needed teachers, because I was taking the BA in English language teaching and because I covered all the paper work as soon as I could. (Beatriz)
  


  The word easy was used by both of the participants. There also seemed a preference for someone who could speak English.


  Besides friends, the data showed how the role of mothers played an important part in how the participants learned about job possibilities in the PNIEB program and the influence their mothers had upon their career entry. It is often the case that mothers want to help their children to eventually find their careers. Adrianas and Micaelas mothers were primary school teachers and had valuable knowledge of the school culture. These mothers played a significant role when the participants entered the profession.


  
    Well, I started because a teacher was pregnant and she needed someone to be there for the time she was going to be out...My mom is also a teacher, but she is a general teacher in that public school so the English teacher was giving classes to the groups of my mom. My mom told the teacher that I could be a replacement for the three months...They hired me because they needed someone to replace the teacher. It was not like a contract but after the three months passed I went with the coordinator and told him that I wanted to be in the program and I think they hired me because they needed teachers. Now, that I know the program more I think that many teachers are leaving the program and many others are coming so I think it is normal for them to have teachers leaving so I think that the coordinator thought Well, one more and I also think that it was because I was in the BA and I had the time to be prepared and all that. (Adriana)
  


  
    Well, I was studying in the BA and one of my classmates was working in the PNIEB and she mentioned that the PNIEB needed teachers. And my mother was a teacher at that moment and she told me that I should try it and I went to the office in Pozuelos and they hired me...they knew I was studying the BA and I think that is why they hired me. (Micaela)
  


  The two participants suggested that perhaps the reason they were hired was due to the fact they were studying in the BA program. In both excerpts the phrases needed teachers or needed someone was used which is similar to an above quote from Adela who mentioned she felt the program was desperate for teachers. Again, we see how the people in charge of hiring new teachers, or the gatekeepers rather, were sending the message that the entrance to this profession could be easy in spite of not having any specific teaching qualifications. This is an important element to observe, as these young novice teachers might start constructing their professional identity in terms of how easy is to become an English teacher, as this is the discourse they continue hearing from the authorities. In this venue, the theory of possible selves (Markus & Nurius, 1986) becomes relevant while trying to explain how these teachers can perceive themselves. This theory represents individuals ideas of what they might become, what they would like to become, and what they are afraid of becoming, thus linking cognition, behavior, and motivation (p. 954). The risk these experiences bring for the participants is that they might construct their possible selves as future teachers who do not need much but luck or someone else to help them get a job as English teachers. In the next excerpts, the participants mothers were again instrumental in motivating their children to try out for jobs as teachers:


  
    The principal of the school, where my mother used to work as a cook, wanted to talk to me about a serious matter. My mom told me to go. So I went to the school a day later to talk to the principal. The first thing she asked me was: Do you want to be an English teacher right now? And my answer was yes. I got the job through a friends recommendation and I only had to present the TOEFL [Test of English as a Foreign Language] exam to get the job. (Adolfo)
  


  
    My mother had a coworker that was interested in the program and she, my mom, heard about the opportunity and my mom asked her if she could maybe give her information because she was interested in me having that job and she never came forward with any sort of information. So thats when my mother went to another coworker and said: Would you mind getting me some information? Then we got all of the requirements, like TOEFL or carta de no antecedentes penales [Letter of non-criminal antecedents] and I just collected them and went to Guanajuato offices in Celaya...I was hesitant because at the time I was unexperienced and the only thing that was to me worthy of attention was my TOEFL (613). I was relying on the fact that someone would look at my score and would be like: Oh, maybe she has to know something, because otherwise she wouldnt have this result. But other than that, I didnt have any recommendations. No one was on my side like you need to hire her. I was just the one that went into the office pretending I knew what I was doing. (Ada)
  


  What is noticed in the data provided is that their job hiring seemed somewhat casual and haphazard as career entry. It was not really planned, but a friend or a mother told them about the job opportunity and they became teachers quite easily. Furthermore, the TOEFL score represents linguistic knowledge for the participants. It is through the use of another language, English, that these participants became teachers and identified themselves. Their knowledge of the language seems to be a valuable commodity that they had to offer in exchange for a job. In the next section we present the challenges these beginning teachers encountered and also the positive support they were given as EFL teachers.


  Challenges to Overcome and Positive Support


  Once having accepted to become teachers in the program, the participants learned harsh realities concerning teaching and the program, showing them that teaching is not an easy profession as it seemed at the moment they were hired. In the data the teachers mentioned many times not having books at the beginning of the school year and often waiting for four months for the books to arrive. One teacher commented on how she felt bullied by an older content teacher. Another teacher mentioned how she felt when entering the classroom for the first time in the following excerpt:


  
    The first time I stepped into a classroom, I felt really nervous because I was thinking about how to manage the class. I was a student of the language like one of them. (Adela)
  


  At this stage Adela felt quite vulnerable as a teacher and identified herself as still a student. It might be possible that when this participant was hired, she imagined her performance as an English teacher as a positive one. However, reality taught her that teaching was not only about standing in front of a class. She needed to know about classroom management, among other things, meaning that she had to start creating a professional identity. Another challenge that the teachers encountered was the lack of their own classrooms. The majority of the participants did not have their own classrooms and had to travel from one classroom to another with their didactic material. Participants also commented about the administrative matters and the academic side of the program. All nine participants pointed out that they did not receive their salary on time and had to wait three to four months for their wages. The salary is based on a contract given to the teachers and these PNIEB teachers had very few benefits which did not include vacation pay at Christmas, holiday or summer, or medical coverage. This contract begins and ends when they are teaching and can be canceled at any time. At times the participants did not know if they would have a job for the following school year or even at the same school. While the participants effortlessly got their first job teaching, the process of starting to teach was not as smooth as their entry. In the following excerpt the participant described how she saw the program and her school:


  
    I divided everything into two parts: the program in general and my work in my school. Because in my school I feel very comfortable, the relationship with the teachers, with the director, and with every person in the school is very good, and also the relationship with the kids is good. They are very good kids. But in the program it is different because the salary payment is like they pay you one or two months after you start working. Also the lesson plans are very strict. They need lesson plans and you plan everything and you are very excited about it, like writing down all the activities. When you deliver it to the coordinators, they dont read it. They dont read a lot of the papers and the reports that they ask us to write. . . . So I think that they dont value us as teachers. I think that the coordinators should devote more time with the teachers, because we have meetings and we have workshops and everything but I dont feel the coordinator gets involved with us. Like, we do peer work and we do collaborate together with the teachers in the meetings but the coordinator is just being a boss. I dont think the coordinator is giving us support. I think he is very apart from us. He is OK, do the work together. Support each other but he is apart from us. (Adriana)
  


  Many of the participants integrated themselves into the school and created positive relationships with the children, parents, other teachers, and the directors. They began to feel part of a school culture where they were members of a group, an aspect that showed their investment as part of a community, where there were people who could facilitate (or limit) access to their imagined communities. Yet when they commented on the program, they criticized the program naming a number of aspects such as the lesson planning and their training with the program coordinators. Adriana mentions how as a student and beginning teacher she learned valuable lessons of balancing these two roles as well as learning how to deal with large amounts of children and management issues.


  
    One challenge for me was to be more involved with the other teachers. Another one was to balance my time with the BA, because I was studying the BA at the time and also working in the program. So I needed to plan my classes because I didnt feel comfortable going there and didnt know what to do, as well as the homework in the BA. So, it was like a mess for me. It was a challenge to balance my time. As well, with the number of kids, the first groups were over fifty kids per classroom so I didnt know how to manage the discipline, behavior, problems with fights, the kids bullying so that was not part of teaching English but that was part of myself being prepared to manage those things that were related to teaching. (Adriana)
  


  Her socialization process might have seemed easy at the beginning, but the job required her to be more aware of different situations concerning the program and her own teaching performance. These aspects had more implications than she had thought they would in the communities that she imagined and desired for herself.


  The next participant states quite clearly his opinion on what the conflict is. He mentions how he felt positive within his teaching context and shows how he had integrated himself as a beginning teacher. Yet according to him, the program had its difficulties as mentioned next:


  
    The problems are with the program: the administrative things with the coordinator. The coordination of this program is not as good as it should be. With my class and my groups I feel ok. (Abel)
  


  A number of the participants provided data concerning positive support when they became teachers in the program. This support came from the institutions where they worked. The data showed how this positive support made them feel part of the institution or a community.


  
    I have received constant support from the institution because I have my own classroom. They give me the materials I need for the class and if not, the parents help me with the materials. The principal also makes me feel a part of the institution by caring about how I am doing with the kids or if I have any problems or need something. My colleagues have also supported me every day, since the first day of work with the kids. They help me when there are talkative students, when they are not behaving appropriately, or when working with the materials that require kids to be careful. (Beatriz)
  


  Beatriz seemed to be grateful as a beginning teacher where the institution supported her. She also identified herself as a group member of the institution. The institution refers to the school, childrens parents, and her colleagues at school. This support consisted of materials, moral backing, and advice given to Beatriz. For beginning teachers this support was important to make them feel welcome to the profession and also it showed them role models. In terms of their imagined communities, these rewarding experiences certainly enhanced the positive image that they can have of themselves in their teaching profession. Their professional identity might be constructed from positive aspects and help them value the institutions efforts. The participants socialization process can be multilayered and the institution plays an important role in how they perceive themselves and how much they can commit to the program. This is a two-way road in which the more positive experiences they have, the more committed they feel to the profession. However, as mentioned before, not all of them had institutional support and this was when they started questioning their professional identity and their sense of belonging to the program. The participants also discovered important values, such as cooperation, responsibility, caring, and patience; they also became aware of school policies, which are engrained in the contexts and help the participants construct their beliefs of the EFL profession.


  Looking to the Future


  Having discussed how teachers entered into the EFL profession and the problems they encountered in their first jobs, we turn now to how they see their jobs for the future, this is, how they see their possible selves. This could refer to how they imagined themselves as teachers beyond their career entry. The next two participants mentioned how they felt part of their schools and possible future actions.


  
    I care very much about the environment and right there I feel really part of it (of the institution) so I wouldnt mind if I stayed there. In the program they say that they are going to hire teachers with all the regulations and not just contracts but I dont believe them. (Nadia)
  


  
    I would like to continue working in the school I am working because I have a very positive relationship with the teachers and the principal in the school and even with the parents and the kids. However, even when I do feel part of the institution where I work, I do not think that I will continue working for PNIEB because they are not giving me the opportunity to grow more in my professional development. (Beatriz)
  


  Another participant explained how she felt positive about her school but she knew that she needed more experiences as a young teacher.


  
    I feel very comfortable in that primary school and I dont wanna change from the school because I feel like I am growing there but I am conscious that I need to look for other opportunities within the PNIEB so I think that I could change from the school to see another environment. Also I see myself working on my own, applying what we do here in the BA but for me, not for the program, because I see that the program is not going anywhere. (Adriana)
  


  For the above participants their processes of becoming teachers entailed more than an accumulation of skills and knowledge. They evaluated their process of participation in this particular community of practice which entailed negotiating their ways of being a person, not just someone learning how to become a teacher. The context played an important role in how they perceived themselves after having the opportunity to enter the ELT community. Adrianas excerpt relates to imagined communities (Kanno & Norton, 2003; Pavlenko & Norton, 2007) because she envisioned herself in the future and projected her identity as more secure and established as a teacher. In essence, she could visualize herself in the future when she realized the program was not supporting her. Besides imagining herself she wrote of her motivation to move on to another job which could be considered going beyond the career entry stage. She has also formed beliefs of what teacher development holds for her and she acted upon those beliefs.


  To conclude this section, we offer the excerpt of a young teacher who reflected on his future and was quite negative about the program. He appeared to have integrated quite well into his school and felt he had been accepted there.


  
    I dont think there is future. I continue working in this program because I couldnt work in another place because I was in the BA, but now that Im about to finish it I think it is time to leave this program because of a lot of issues that I dont like. I like teaching kids and what I do in the school but the program, in my opinion, is not as good as it should be. In the school they take me serious, and they ask me to go to different meetings of committee work. I count and in this program I dont count. My opinion doesnt count. (Abel)
  


  Abel no longer wanted to stay in the program. He was caught between two communities: the school and the program. He identified himself as group member of the school but rejected being part of the PNIEB.These two groups seemed to clash with each other and caused Abel some conflict as what to do as a teacher. This situation represents the complexities of the socialization process and how the participant felt empowerment in the school and a lack of empowerment in the program. His demotivation with the program made him imagine what he needed to do in order to survive. These emotions also had a direct connection to his identity formation.


  The participants learned from their beginning experiences in this program, but after a period of time they felt they needed to move on to other teaching experiences to broaden their horizons. This is normal for teachersto change jobs to get more experiencesbut at the same time the schools, and specifically the program, are losing valuable teachers.


  Conclusions and Implications


  After conducting this research, we learned how important it is for teachers to acknowledge their socialization process and the influence this has on their identity formation. As well, teachers need to understand their profession and how they can envision themselves for the future in order to make decisions. In teacher education programs, exploring the themes of identity, experiences, beliefs, and values of beginning teachers should be discussed so that teachers can be aware of what they may encounter in the future and, hopefully, be more prepared for the teaching and learning processes. Preparing students to critically think of these issues is needed and can be implemented through writing, discussion, and observation. This understanding and dialogue combination is also needed for the national program to help the teachers successfully incorporate themselves into the school, program, and profession.


  For the stakeholders, such as program coordinators or school directors, more importance should be given to how the English language is placed and viewed positively within the national curriculum and the school. It is our belief that it should be a graded class which would appear as a grade on the students grade card. Changing the class status would then affect the position of EFL teachers academically and administratively. EFL teachers would be required to have a degree in the area and they would have more permanency and security as teachers. Hopefully this would eliminate the easy-access or casual entry into the job which was found in the data. We would also suggest that the program explore how it can support these teachers in order for a job entry to be successful and for the teaching and learning processes to be successful emotionally and pedagogically.


  Many seemed to be situated in contexts, both in their schools and the national program, where they are often viewed as perhaps second class teachers, meaning they lacked the support they needed in order to be fully successful members within a variety of groups. This support refers to benefits, classrooms, didactic material, and acknowledgement. It is our hope that these teachers receive this support so that they will feel they are professional teachers within the EFL profession in Mexico and in the world.
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  Teachers play a crucial role in helping individuals gain adequate Internet competency, which requires teachers themselves to be Internet-literate. The purpose of this study is to investigate the Internet use of the distance and on-campus pre-service teachers of language and other disciplines by multiple parameters. A total of 789 teacher candidates participated in this survey. The findings show that the candidate teachers in on-campus and distance-learning programs have an average level of Internet usage adequacy and that the younger candidate teachers and those in higher classes use the Internet more frequently. Pre-service foreign language teachers have been found to have a moderate level of Internet usage frequency, adequacy and technology ownership in comparison with the other preservice teacher groups.


  Key words: Internet in education, open and distance education, pre-service language teachers.

  


  Los maestros juegan un papel crucial para facilitar que las personas adquieran competencias adecuadas para el uso de Internet. Esto requiere que los maestros mismos sean diestros en dichas competencias. El propsito de este estudio es investigar el uso de Internet, a distancia y dentro del campus, de los futuros profesores. Un total de 789 docentes en formacin participaron en este estudio-encuesta. Los resultados muestran que los docentes, tanto dentro del campus como en los programas de aprendizaje a distancia, tienen un nivel medio en lo que respecta al uso de Internet. Los docentes ms jvenes y los mayores utilizan Internet con ms frecuencia. Se ha encontrado que la suficiencia y la apropiacin de la tecnologa, as como la frecuencia de uso de Internet por parte de los futuros profesores de idiomas, son moderadas en comparacin con docentes en formacin de otras reas.


  Palabras clave: educacin abierta y a distancia, Internet en la educacin, profesores de idiomas en formacin.

  


  Introduction


  The Information Technology (IT) trend has taken over the world with the rapid popularization of the Internet, leading to its ubiquitous use in education and bringing out important innovations in the field (Becker, 1999). The Internet has helped improve the speed and scale of the development of todays technology and allowed it to acquire new dimensions. As a result, the need for Internet-literate individuals has grown (Coiro, Knobel, Lankshear, & Leu, 2014). To date, various studies have been conducted regarding media literacy, information literacy, computer literacy, technology literacy, and Internet literacy (Leu, Kinzer, Coiro, Castek, & Henry, 2013) and, more specifically, regarding the digital literacy of foreign language teachers (Guikema & Menke, 2014), and the internet literacy of English as a foreign language (EFL) teachers (Bolandifar, 2013; Cakir & Atmaca, 2015; elik, 2013; Cirit, 2015; Dashtestani, 2014; Dias & Bocorny, 2014; Khany & Boghayeri, 2013; Khassawneh, 2012; Kia Heirati & Ahmadi Alashti, 2015; Shin & Son, 2007). Providing numerous opportunities for using authentic materials, unlimited learning, and synchronous or asynchronous communication styles, foreign language teachers in their teaching have greatly benefited from the Web 2.0 tools like blogs, wikis, podcasts, and social networking (Sturm, Kennell, McBride, & Kelly, 2009).


  Internet literacy is closely related to computer literacy, which is now of great importance in our everyday life (Dinev & Hart, 2005). A skills-based definition of Internet literacy includes viable research strategy, semiotics, and political debates (Livingstone, 2004). Livingstone and Helsper (2010) defined Internet literacy as a multidimensional construct that encompasses the abilities to access, analyze, evaluate, and create online content. Internet literacy can be considered to be a type of media literacy (Livingstone, 2004). Basically, media literacy can be defined as the ability and skill to analyze, evaluate, communicate, and access unwritten and written messages in various digital formats. On the other hand, Internet literacy can be defined as the skill of finding, editing, understanding, analyzing, evaluating, and producing information through the Internet. Internet literacy has become an essential competency for people today. Helping individuals gain this competency is socially accepted as a teachers duty and responsibility (Kurbano&gbreve;lu & Akkoyunlu, 2002). Most of the research on the Internet literacy of preservice language teachers and their views and experiences of using the Internet in language teaching so far has found that these teachers are positive towards using the Internet in language teaching (Cirit, 2015; Eyyam, Menevi&scedil;, & Do&gbreve;ruer, 2010; Khany & Boghayeri, 2013; Khassawneh, 2012; Kia Heirati & Ahmadi Alashti, 2015; Kuo, 2008; Shin & Son, 2007), with the notable exception of Hismanoglu (2012) who reported some negative attitutes toward information and communication technologies (ICT) by preservice EFL teachers studying in distance education programs.


  Related Research


  Various Internet literacy research has focused on different target groups (Sinha, Bhattacharjee, & Bhattacharjee, 2013; Wulandari, 2013), including the Internet literacy of children and young people (Eagleton, Guinee, & Langlais, 2003; Livingstone, Bober, & Helsper, 2005; Livingstone, 2007; Chang, 2013). However, currently the available research on the Internet usage of teachers is very limited, and no study is available regarding the Internet usage status of pre-service teachers studying in on-campus education faculties and open education faculties. However, some relevant studies are noteworthy. Caywood and Duckett (2003) compared online vs. on-campus learning in teacher education. One hundred and forty students participated in the study, half of these online and the other half on-campus. Students self-selected the format in which they took the course. According to the results of the study, no significant differences between these two groups were found in the measurement of initial learning or follow-up performance.


  In 1998, 2,250 teachers in the USA participated in a national survey concerning the Internet usage of 4th grade to 12th grade teachers (Becker, 1999). It was determined that 39% of the teachers had Internet connection in the class, 59% had Internet connection at home, and 27% had no Internet connection at all. Also, it was found that mathematics teachers used the Internet the least, at 9%. It was shown that the teachers had average Internet usage adequacy and those under 30 used the Internet more frequently compared to those above 30. Additionally, teachers adopting constructivist approaches were also using the Internet more often compared to those with an objectivist approach.


  Another study conducted by Liang and Chao (2002) aimed to determine the Internet literacy of primary and secondary school teachers in Taiwan. Nine hundred and seventy-five primary and secondary school teachers participated in the study. At the end of the study, it was found that the male teachers were more Internet literate than the female teachers and the younger teachers were more literate than the older teachers. It was also observed that the Internet literacy of the managers and teachers did not differ significantly. It was also concluded that the Internet literacy of teachers did not depend on the city or rural area they were living in. In a study by Mohamed Zaki (2013), the ICT and Internet usage of 236 pre-school teachers in Australia and Malaysia was examined. It was determined that there was no Internet access in the schools of more than half of the teachers and that the older teachers Internet usage was low. Livingstone and Helsper (2010) examined the role of selected measures of Internet literacy in relation to teenagers online experience. Data were collected from 789 UK teenagers through a national survey. Internet usage was found to positively correlate with Internet literacy, online opportunities, and risks. Smarkola (2008) conducted research on technology literacy in education, examining 160 students and 158 experienced teachers, and found significant differences in technology use across grade levels. The findings showed that the lower grades meet the national technology literacy standards better than the upper grades.


  Various studies have been conducted regarding the Internet usage of teachers in Turkey. In a study conducted by Akkoyunlu (2002), the purpose of Internet usage and the teachers opinions on Internet usage were analyzed. For this purpose, a survey was developed by the researcher. It was concluded that only 9% of the teachers were not using the Internet, and among the rest of the teachers, the Internet was used mostly for communication. In another study by Akkoyunlu and Y&inodot;lmaz (2005), pre-service teachers information literacy levels, Internet usage frequency, and purpose of Internet usage were investigated. According to the results, the higher the information literacy levels of teachers, the higher was the Internet usage frequency. Additionally, pre-service teachers were found to use the Internet primarily to access information. In another study conducted by Atav, Akkoyunlu, and Sa&gbreve;lam (2006), Internet access opportunities and the Internet usage purposes of the pre-service teachers were discussed. Two hundred and fifty-nine students from the first and final years of the Faculty of Education, the Department of Secondary School Science, and the Department of Mathematics of Hacettepe University participated in the study. A survey form was developed as a data-collection tool. They found that 86.9% of the pre-service teachers used the Internet and 41.3% accessed Internet via Internet cafes. The Internet was used by the majority of the pre-service teachers for multiple purposes, such as accessing information, homework, performing projects, and for communication (e-mails, chat).


  There have also been some studies conducted to analyze the usage of the Internet and application of Internet-assisted language teaching (IALT) by Turkish EFL teachers. elik (2013) found that Turkish EFL instructors were not fully aware of the latest technologies available to them and that they mostly use the Internet to teach structural rather than communicative aspects of language. These instructors were also found not to rate themselves highly concerning their skill at fostering learner autonomy and interactivity by using the Internet. Bozdo&gbreve;an and zen (2014) concluded that the majority of the Turkish pre-service EFL teachers were found to be self-efficacious in the use of ICT, and while higher experience and confidence correlate positively with using ICT, lack of knowledge, skills, or confidence has the opposite effect. Focusing on the Facebook use of pre-service EFL teachers, Cakir and Atmaca (2015) found that the participants were favorable towards the use of Facebook as an educational tool in English language classes and they thought that adolescents at the intermediate English level were the most appropriate group to teach via Facebook. They also thought that this medium fit self-study purposes best. The researchers recommended teacher education programs to be properly upgraded to meet the current ICT demands and help student teachers to gain the needed teachnology skills towards successful synthesis of the latest technology and appropriate teaching styles into their future classes. Cirit (2015) found that almost all the pre-service EFL teachers in her study were motivated to adapt Internet tools for assessment, although they were challenged by the lack of guidelines and necessary training to help them use such web-based assessment technologies. A very recent mixed-method study (Merc, 2015) found that Turkish pre-service EFL teachers did not adequately benefit from ICT tools mainly due to the clear misalignment between teacher training programs and actual instructional environments regarding ICT integration; also, the author points out the need for a stronger link between the two.


  As shown in this brief review of related research, although there are many studies regarding media literacy, information literacy, technology literacy, Internet literacy, and the Internet use by different groups, a very limited number of studies are available on the Internet usage status of pre-service teachers from both on-campus and distance-learning programs. Therefore, this study is considered to fill in this gap in the research and become a useful sample research for future studies in this direction. In this study, the Internet usage of pre-service teachers was studied based on the parameters of Internet usage frequency, adequacy, and experience.


  Purpose


  The purpose of this study is to investigate the Internet usage of the pre-service teachers in the Faculty of Education and the Faculty of Open Education in Anadolu University including terms of Internet usage frequency, Internet usage adequacy, and Internet usage experience. In this context, answers to the following questions are sought:


  
    	What is the Internet usage status of pre-service teachers in on-campus and distance-learning programs?


    	Does the Internet usage situation of on-campus and distance-learning pre-service teachers differ depending on their department, class, or gender?

  


  Method


  This study is a form of survey research aiming to ascertain the Internet usage status of off- and on-campus pre-service teachers. This section comprises the subsections of participants, data-collection tool, data collection processes, and data collection analysis.


  Participants


  The participants consisted of 472 pre-service teachers from the Faculty of Education from the academic year 2012-2013 and 317 pre-service teachers from the Faculty of Open Education from the academic year 2013-2014. A total of 789 pre-service teachers participated in the study. Convenience sampling was performed in the study. The research was performed by contacting students from each department, for which contact permission was obtained, and those who it was possible to reach were given this survey. Information regarding the programs that pre-service teachers were registered for in the Faculty of Education is given in Figure 1.
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  As seen in Figure 1, the number of participants is quite high in some programs (37%), whereas this number falls as low as 2% in others. Sub-factors were combined because the number of students per sub-factor regarding their departments varied substantially. As a result, sub-factors with close participant numbers were ascertained. As a result, participating students from English teaching, French language teaching, and German language teaching classes were combined under Foreign Language Education and students from primary school mathematics teaching, pre-school teaching, and classroom teaching classes were combined under Primary Education. Since the number of students from the information technology (IT) department was high, these students were categorized under the IT label. Demographical information of pre-service teachers from the Faculty of Education who participated in the study in the academic year 2012-2013 is given in Table 1.
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  As can be seen in Table 1, the numbers of participants from each group became more evenly distributed by combining the departments of pre-service teachers. However, candidates from the upper classes were observed as having more participation in the studyplus there were a greater number of female candidates than male candidates. Besides the Faculty of Education, 317 pre-service teachers from the undergraduate pre-school teaching program of the Faculty of Open Education also participated in the research. Demographics for these pre-service teachers are presented in Table 2.
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  As seen in Table 2, candidates from the Faculty of Open Education that participated in the investigation were mostly from higher classes. On the other hand, it can be seen that the dominant age group is 20-29, reaching 85%, the age variable provided for Open Education students. The age distribution of distance education students shows a wide variety of difference compared to students of face-to-face programs. Since this is from the undergraduate pre-school teaching program, almost all of the participants are female.


  Data-Collection Tools


  In this study, two different survey forms were used as data-collection tools. The survey for the Faculty of Education programs consists of two sections. In the first section, pre-service teachers were asked three questions regarding their department, class, and gender. In the second section of the survey, they were asked three questions regarding their Internet usage.


  A new survey was developed for the pre-service teachers from the Faculty of Open Education. As the target population and the age range were very large and the type of education was different, another data-collection tool was developed. Unlike the initial survey, this new survey collected information regarding the technology used by participants. As the Faculty of Open Educations pre-service teachers access the content of the classes online, the technology they use varies. Also, the question from the first survey How long have you been using the Internet? was not asked in this survey, considering the extensive age range of those with formal education.


  In the process of developing survey forms, drafts were created using the literature review. These drafts were then presented to four field experts in the first survey and to six experts in the second survey. They were then edited in light of the feedback received. For the first survey, survey forms were administered to 10 pre-service teachers from the target population, and to 12 pre-service teachers for the second survey. Thus, the pilot application was performed and surveys were finalized.


  Data-Collection Process


  As this study was conducted to reveal the Internet usage status of pre-service teachers, data were collected using two separate data-collection tools in two different faculties over two years. In the academic year 2012-2013, data from different departments of the Faculty of Education were collected. The data-collection tool was printed and distributed to the departments with the permission of the respective management. Feedback from 472 pre-service teachers was received during this period. A similar procedure was followed for the pre-service teachers in the Faculty of Open Education. Permission was obtained from the faculty dean of the pre-school teaching program and the data-collection tool was transferred to an electronic medium in order to allow it to be distributed to the students via e-mail. In this way, feedback was received from 317 students.


  Data Analysis


  Independent two-sample t-tests and one-way ANOVA parametric tests were used in the analysis of data from the investigation. The Bonferoni test, one of the most common post-hoc tests, was used to determine groups that showed significant differences in terms of ANOVA. The Bonferroni method is a common multiple comparison test and it does not require the equal sample number principle (Miller, 1977). Descriptive statistics such as percent (%), medium (X&#772), and frequency (f) were also used along with the parametric tests. Parametric statistics require the assumption of the normality of distribution (McMillan & Schumacher, 2001). Experimental studies are often conducted in social sciences as well. The use of a parametric statistic does not cause a significant deviation if the size of each of the sample subgroups is 15 or larger (Bykztrk, 2007).


  Findings


  The results are shown under two titles as Internet Usage of Pre-Service Teachers From the Faculty of Education and Internet Usage of Pre-Service Teachers From the Faculty of Open Education. The data regarding these two groups were not analyzed together because they were collected in different years, the items of surveys varied, and education models differed.


  Internet Usage of Pre-Service Teachers from the Faculty of Education


  Internet usage frequency, duration in years of Internet use, and Internet usage adequacy were reviewed in research that was performed to determine the Internet usage status of 472 pre-service teachers from the Faculty of Education during the academic year 2012-2013. Information regarding the daily average Internet use frequency of candidates in relation to their departments is given in Figure 2.
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  The coding is as follows: 1 = less than 1 hour, 2 = between 1-3 hours, 3 = between 4-6 hours, 4 = between 7-9 hours, and 5 = 10 or more hours. According to these results, pre-service teachers were found to use the Internet 1-3 hours a day, with the average value regarding the Internet usage frequency (X&#772 = 2.14). IT pre-service teachers were found to be the program that uses the Internet the most, at approximately 4-6 hours a day, while primary school mathematics pre-service teachers were found to be the group that uses the Internet the least, with an average of one hour a day. Other programs that use the Internet the most are Preschool, Painting, English, and French. Information regarding the Internet usage adequacy of pre-service teachers according to their departments is given in Figure 3.
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  In the survey, there was a question as to how well the pre-service teachers perceived themselves in terms of Internet usage. This was expressed through: 1 = Basic Level, 2 = Average Level, 3 = Advanced Level. Pre-service teachers declared themselves as having average Internet usage adequacy with an X&#772 = 2.11 average. As can be seen in Figure 3, the pre-service teachers in the French Teaching program are those who regard themselves as the most adequate with an X&#772 = 2.41 average. IT followed the French Teaching program with X&#772 = 2.18. The program with the most people regarding themselves as the least adequate is the Primary Mathematics teaching program with an X&#772 = 1.9 average. Information regarding how many years the pre-service teachers had been using the Internet in relation to their departments is given in Figure 4.
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  In Figure 4, 1 = less than one year, 2= between 1-3 years, 3 = between 4-6 years, 4 = between 7-9 years, 5 = 10 or more years. As can be seen in Figure 4, the highest average belongs to Painting Teachers (X&#772 = 3.48), while Social Sciences (X&#772 = 3.32), IT Teaching (X&#772 = 3.28), and Class Teaching (X&#772 = 3.26) follow. It can be concluded that generally all departments are close to 3, meaning that they have been using the Internet actively for 4-6 years.


  Internet Usage in Relation to Department


  A one-way ANOVA test was conducted in order to determine if the Internet usage of pre-service teachers displays a significant difference in relation to their departments. The results of the ANOVA test are given in Table 3.
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  As can be seen in Table 3, a significant difference between IT pre-service teachers and primary and language teaching pre-service teachers was found regarding the daily average Internet usage frequency in relation to their respective departments. According to the results, IT pre-service teachers use the Internet more frequently on a daily basis than both primary school pre-service teachers and language teaching pre-service teachers, at a significance level of p < 0.01. The reason for this may be that the IT department regularly uses the Internet in the course of its duties. No significant difference was found when Internet usage years and Internet usage adequacy of pre-service teachers were compared. This indicates the comparability of the Internet usage experiences and Internet usage adequacies of these pre-service teachers.


  Internet Usage According to Classes


  A one-way ANOVA test was used to determine whether the Internet usage of pre-service teachers in relation to their classes shows a significant difference. The results of the ANOVA test are given in Table 4. The table only includes the statistics of the groups with significant differences.
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  As seen in Table 4, significant differences were found between the Internet usage frequency and Internet usage years of pre-service teachers. It was determined in relation to Internet usage frequency that junior candidates used the Internet most frequently, at a significance level of p = 0.007, and sophomore candidates used Internet more frequently than the freshmen candidates, at a significance level of p = 0.024. Similarly, senior candidates were found to have more Internet usage experience than freshmen, at a significance level of p = 0.001, junior year students, at p = 0.031, and sophomore students, at p = 0.043. These findings show that higher class students generally use the Internet more frequently than lower class students and that they have more Internet experience. This difference seems to work against the first-year students. The reason for this might be because the freshmen have inadequate access to the Internet as a result of the fact that they have recently begun university and because they are younger. On the other hand, it is noticeable that there is no significant difference between the Internet usage adequacies of pre-service teachers.


  Internet Usage According to Gender


  Independent two-sample t-tests were used to determine if there are significant differences between Internet usage statuses in relation to the gender of pre-service teachers. Results of the t-test are given in Table 5.
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  As a result of the dependent two-sample t-test, a significant difference was found between the daily average Internet usage frequency and Internet usage adequacy of the pre-service teachers in relation to their genders. According to this, male pre-service teachers were found to have a significantly higher Internet usage frequency (X&#772 = 2.29) than female pre-service teachers (X&#772 = 2.03), [t(470) = 2.901, p = 0.004 < 0.05]. Furthermore, male candidates were found to have significantly higher Internet usage adequacy (X&#772 = 2.19) than female candidates (X&#772 = 2.04), [t(470) = 2.436, p = 0.015 < 0.05]. However, no significant difference was found between Internet usage years based on gender. These findings show that male pre-service teachers use the Internet more frequently than female pre-service teachers and that they perceive themselves as more adequate than female candidates.


  Internet Usage of Pre-Service Teachers From the Faculty of Open Education


  Acquired technologies, Internet usage frequency, and Internet usage adequacy were considered in order to determine the Internet usage status of pre-service teachers in the Open Faculty of Education. The data regarding the technological device ownership by 317 Preschool Teaching Program pre-service teachers are given in Figure 5.
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  In Figure 5, it can be seen that 37.2% of pre-service teachers own only a computer, 33.8% a computer and a smartphone, and 18.6% own a computer, a smartphone, and a tablet. On the other hand, tablet usage is observed to be as low as 0.9%. In general, it is determined that pre-service teachers from the Faculty of Open Education own at least one of these three tools. Information regarding the Internet usage frequency and Internet usage adequacy of pre-service teachers from the Faculty of Open Education is summarized in Figure 6.
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  In Figure 6, the coding is as follows: 1 = between 0-2 hours, 2 = between 2-4 hours, 3 = between 4-6 hours, 4 = between 6-8 hours and 5 = 8 or more hours. Internet usage adequacy was coded as: 1 = Basic level, 2 = Average level, and 3 = Advanced Level. According to this, we can say that Internet usage frequency is between 2-4 hours a day and that Internet usage adequacy is at an average level considering the average for pre-service teachers from the Faculty of Open Education.


  The Internet usage status of pre-service teachers based on demographics was analyzed. In this, the Internet usage status of pre-service teachers from the Faculty of Open Education was analyzed or broken down according to their classes and ages. The comparisons were not made according to gender or department. The reason for this was because the students participating were from only one program and only three of these were male.


  Internet Usage According to Class


  Three hundred and seventeen pre-service teachers from the 3rd and 4th years of the Faculty of Open Educations Preschool Teaching Program participated in the study. Independent two-sample t-tests were used to determine the Internet usage status of candidates in relation to their classes. Results of independent two-sample t-test are given in Table 6.
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  As a result of the two independent sample t-tests, a significant difference was found between the daily average Internet usage frequency of candidates in relation to their departments, and no significant difference was found between Internet usage adequacies As a result, the Internet usage frequency of candidates in the 4th year was found to be (X&#772 = 1.88), which is significantly higher than of those in the 3rd year (X&#772 = 1.58), [t(315) = 2.34, p = 0.019 < 0.05]. However, the Internet usage adequacy of 4th year candidates (X&#772 = 2.07) was not found to have a significant difference in comparison to the Internet usage adequacy of the 3rd year pre-service teachers (X&#772 = 1.96), [t(315) = 1.57, p = 0.117 < 0.05]. These findings suggest that the Internet usage frequency of pre-service teachers in upper classes is significantly higher statistically, and Internet usage adequacy is also higher, although not significantly higher in a statistical sense. This finding is similar to the Internet usage status of candidates in the Faculty of Education in relation to their class.


  Internet Usage According to Age


  Independent two sample t-tests were used to compare the Internet usage frequencies and Internet usage adequacies of pre-service teachers from the Faculty of Open Education. The test revealed that there were no significant differences in terms of Internet usage frequency, whereas significant differences were found in Internet usage adequacy. Since there were two people under 20 and two people over 40, these ranges were combined with the closest ranges. As a result, age ranges were transformed into two groups: under 30 and over 30. The results of the independent two-sample t-tests are given in Table 7.
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  When examining the Internet usage frequency of the pre-service teachers from the Faculty of Open Education, one can see that those under 30 use the Internet more frequently than those over 30. However, this situation did not cause a significant difference. As can be seen in Table 7, the Internet usage adequacy of the candidates from the Faculty of Open Education shows a significant difference. The Internet usage adequacy of candidates under 30 (X&#772 = 2.09) is significantly higher than that of the candidates over 30 (X&#772 = 1.72), [t(315) = 4.126, p = 0.000047 < 0.001]. This finding indicates that younger pre-service teachers see themselves as more adequate in terms of Internet usage. Findings regarding the Internet usage status of pre-service teachers from the Faculty of Open Education are parallel to those of the pre-service teachers of the Faculty of Education.


  Comparison of the Internet Usage Adequacies of On-Campus and Distance Pre-Service Teachers


  Independent two-sample t-tests were used to compare the Internet usage adequacies of on-campus and distance pre-service teachers. Results of the independent two-sample t-tests are given in Table 8.
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  No significant difference between the Internet usage adequacies of pre-service teachers of formal programs (X&#772 = 2.11) and the pre-service teachers at the Faculty of Open Education (X&#772 = 2.04) were found as a result of independent two-sample t-tests[t(787) = 1.468, p = 0.142 > 0.05]. This finding suggests that the opinions of pre-service teachers in formal or open education regarding Internet usage adequacy is similarly at above the average level.


  Discussion


  In this study, Internet usage of pre-service teachers is studied and compared or analyzed in terms of three basic dimensions: Internet usage frequency, Internet usage adequacy, and Internet usage experience. Regarding the findings about the Internet usage of 472 pre-service teachers in the Faculty of Education, it was found that they use the Internet for 1-3 hours per day, have an average level of Internet usage adequacy, and have been active Internet users for 4-6 years. Pre-service teachers from the IT and French teaching programs perceive themselves as the most adequate in Internet usage. The IT program uses the Internet the most while the Primary School Mathematics program uses the Internet the least, confirming Beckers (1999) finding on mathematics teachers. The daily Internet use of IT pre-service teachers is significantly more frequent than both primary school pre-service teachers and language teaching pre-service teachers. The reason for this might be the fact that the IT program requires Internet usage in its courses.


  Regarding the Internet usage of candidates according to their classes, generally the older (higher year) students use the Internet more frequently and have more experience with the Internet. The reason for this may be because having just begun university; freshmen have limited access to the Internet. On the other hand, no significant differences are observed between the Internet usage adequacies of candidates based on their class year. This might be because candidates from all programs perceive themselves as having an average level in terms of Internet usage.


  Male pre-service teachers have a significantly higher Internet usage frequency and adequacy level than female candidates. However, there is no significant difference among Internet usage years according to gender. These findings show that male pre-service teachers use the Internet more frequently than female pre-service teachers and regard themselves as more adequate in terms of Internet usage, which supports Tekerek and Ercans (2012) finding that male teachers have a more positive attitude than their female colleagues towards using the Internet in their teaching.


  Regarding the technology owned by the pre-service teachers in the Faculty of Open Education, the results indicate that 37.2% of candidates own a computer only, 33.8% own a computer and a smartphone, and 18.6% own a computer, a smartphone, and a tablet. This finding shows that the pre-service teachers from the Faculty of Open Education generally use computers and smartphones. Furthermore, it was determined that pre-service teachers from the Faculty of Open Education own at least one of these three tools. This shows that the pre-service teachers from the Faculty of Open Education own sufficient technology for Internet access.


  According to the findings, the Internet usage frequency of Faculty of Open Educations pre-service teachers is between 2-4 hours per day and their Internet usage adequacy is at an average level. These findings correspond to those of the candidates from the Faculty of Education. The findings from analyses in relation to classes show that the Internet usage frequencies of the higher-class pre-service teachers are significantly higher. Higher classes are also found to have higher Internet usage adequacy; however, this is not statistically significant. This finding corresponds to the Internet usage status of Faculty of Education candidates based on their class.


  The analysis of the Internet usage frequency of the Faculty of Open Educations pre-service teachers in relation to their ages has revealed that candidates under 30 used the Internet more frequently than those over 30. This finding corresponds to that of Becker (1999) who found that teachers under 30 use the Internet more frequently. Concurrently, it also corresponds to the finding of Mohamed Zaki (2013), who determined older teachers Internet usage to be lower. Additionally, the Internet usage adequacy of the candidates under 30 was found to be significantly higher than that of those over 30. This finding is also in line with the Faculty of Education pre-service teachers Internet usage adequacy.


  No significant difference has been identified between the Internet usage adequacy of pre-service teachers in on-campus and in distance-learning programs. The reason for this may be because the opinions of the pre-service teachers concerning their levels in on-campus and distance-learning programs are similarly above average. Furthermore, even though their Internet usage frequency and the number of technologies they own is high, pre-service teachers from the Faculty of Open Education regard themselves as moderately adequate.


  Conclusion and Suggestions


  A total of 789 pre-service teachers participated in the research, which was conducted in order to investigate the Internet usage of pre-service teachers at the Faculty of Education and the Faculty of Open Education. The findings indicate that the Internet usage status of pre-service teachers at both the Faculty of Education and the Faculty of Open Education is quite similar. Overall, the pre-service teachers use the Internet for 2.5 hours on average per day. Also, it has been concluded that their Internet usage adequacy is average. Furthermore, the pre-service teachers from the Faculty of Open Education own at least one of the following: a computer, a smartphone, and a tablet.


  Within the limits of the study, the analysis of the Internet usage of the pre-service teachers by various parameters has determined that the Internet usage frequency of pre-service teachers from more senior classes is higher than that of the junior classes. The younger pre-service teachers perceive themselves as more adequate and use the Internet more frequently. According to Becker (1999), the reason for this is because young people grow up with technology and have a higher tendency to use technology.


  In relation to Internet literacy, pre-service teachers from the Faculty of Open Education regard themselves as being adequate and having an average level, although their Internet usage frequency is high and the technology they own is sufficient. Considering that the Internet is frequently used in the services provided for the Faculty of Open Education, students from the Faculty of Open Education need to improve their Internet-usage adequacy. To this end, open lessons or courses teaching how the Internet can be used efficiently need to be offered and guidelines and reference sources need to be increased. Teachers can also be helped to gain Internet and information literacy skills through in-service or pre-service training (Akkoyunlu & Y&inodot;lmaz, 2005). By using the Internet more efficiently, teachers can be encouraged to increase their communication with others, interactions within the school, interactions outside the school, participation in professional development activities, and their computer and Internet knowledge (Schofield & Davidson, 2000).


  Whereas the Internet use frequency has been found to be the highest for the French teachers, overall, language teachers frequency of using the Internet and their adequacy of Internet usage are at moderate level and do not differ significantly from other pre-service teacher groups. This adequacy level supports Yus (2014) finding that the majority of the Taiwanese pre-service EFL teachers perceived that they have adequate computer literacy. Pre-service language teachers also seem to have a sufficient number of technological tools at their disposal.


  Future experimental and descriptive studies can be conducted with regard to other factors affecting pre-service teachers Internet literacy/usage. Similar research from different countries with higher numbers of participants will contribute to the findings in this field as well. Larger scale studies on Internet literacy will further improve the currently available study results by augmenting their scientific validity and reliability.
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  Over the last decade, the community of inquiry framework has proved successful for online learning experiences in diverse disciplines, although studies in the teaching of English as a foreign language arena are still scarce. In this vein, this article reports a preliminary study about the development of the oral skill in a Basic English online course, uncovering the relationship between the community of inquiry framework (with its three forms of presence: teaching, cognitive, and social) and some indicators of the oral skill. Findings, based on learners perceptions, confirmed the existence of such framework and suggest that the teaching presence fosters grammar, accuracy, and vocabulary. Discussion of findings, limitations of the study and future possible research actions conclude this report.


  Key words: Community of inquiry, foreign language teaching-learning, online education, oral skill.

  


  En la ltima dcada, el modelo de comunidad de indagacin ha demostrado ser efectivo en experiencias de aprendizaje en lnea en diversas disciplinas. No obstante, los estudios en el campo de la enseanza del ingls an son escasos. En este orden de ideas, el presente artculo reporta un estudio preliminar acerca del desarrollo de la habilidad oral en un curso de ingls en lnea, as, se revelan algunas relaciones entre las presencias de este modelo (docente, cognitiva y social) y algunos indicadores de la habilidad oral. Los hallazgos, basados en la percepcin de los estudiantes, confirman la existencia de dichas presencias y sugieren que la docente contribuye a la mejora de la gramtica, la precisin y el vocabulario. Finalmente, se presentan conclusiones, limitaciones y futuros aspectos por indagar.


  Palabras clave: Comunidad de Indagacin, educacin en lnea, enseanza-aprendizaje de lenguas extranjeras, habilidad oral.

  


  Introduction


  Education, as a strategy to transform societies into knowledge societies, in which knowledge is shared through diverse possibilities of communication (extended by technology and networks), should promote the production, distribution, and socialization of information in order to empower individuals (UNESCO, 2005). Thus, as active participants of the educational process, teachers have been facing a condition in which technology has become an important element in education.


  Although distance education is not new, only recently has this movement become official according to the Ministry of Education in Mexico. As a result, several Mexican universities have implemented distance education by creating flexible online options for everyone to have access to formal higher education (Estados Unidos Mexicanos, Presidencia de la Repblica, 2012). In this way, the authorities have intended to facilitate access to knowledge, to increase the education level of the population, and to assure the universal right to education according to the declarations of UNESCO (1998) and the Organizacin de Estados Iberoamericanos para la Educacin, la Ciencia y la Cultura (OEI, 2010). However, this flexibility in education should be assumed from a systemic point of view, so that we understand this educational phenomenon as a whole.


  Thus, online distance education (ODE) should be understood from a global perspective, and not simply in terms of geographical locations and time constraints regarding a physical classroom. Learning in virtual learning environments (VLE) provokes ruptures in the ways knowledge is generated, situating learning within the learners scope, and making the educational process a reality (Aguirre & Edel, 2013). Moreover, these new learning perspectives encourage the teacher to become a facilitator, a guide, and an instructor that accompanies the learners in their educational quest. Therefore, learners are urged to play a more active role, but not only for individual action, but for collaborative work in a virtual learning community; aspects that will determine their learning experience.


  Specifically, in the field of language learning, ODE has challenged the area of teaching English as a foreign language (TEFL) in terms of the development of linguistic skills. Although technology has been present in this area for a long time, and computer assisted language learning (CALL) has benefited from technological tools that have provided educational resources in the target language, most online courses have focused on reading, writing, and listening skills (Jordano de la Torre, 2011).


  Regarding the oral skill, which we perceive as being traditionally conceived as the product of the verbal interaction between the learners and the instructor in a face to face context, Levy and Stockwell (2006) assert that it is the most difficult to teach, practice, and evaluate through technology. Consequently, fostering the development of the oral skill through CALL, in online education, seems to be a complex issue that demands different approaches in order to succeed in the context of a VLE.


  In an emerging knowledge society that incorporates new ways of learning and thereby increasing our intellectual capital, the ability to communicate verbally in a foreign language complements the profile of the learners who aim to accumulate their own capital. In this context, the current research article examines the development of the oral skill in online English courses that embraced the pedagogy framed by the community of inquiry (CoI) (Garrison, Anderson, & Archer, 1999). Accordingly, we present a literature review related to the CoI framework, specifically in the field of TEFL. Then, the aim and questions that underlie this research are established, followed by the methodology considered for the data collection and analyses, which finally lead to the findings that are discussed afterwards.


  Literature Review


  The Oral Skill in TEFL


  Among others, Gordillo (2011) has defined oral skill as the capacity of expressing oneself verbally for communicating, based on the linguistic rules of a language. It is divided into two complementary skills: listening (the receptive skill) and speaking (the productive skill); both of them are produced within a communication act, in which the speaker and listener communicate among themselves, not individually.


  The oral skill indicators to be considered in this research are four: fluency and coherence, lexical resources, grammatical range and accuracy, and pronunciation. Within the parameters determined in the certification exam IELTS (Institutional English Language Testing System, 2007) and the British Council, they are defined as follows:


  
    [Fluency and coherence] is the ability to talk with normal levels of continuity, rate, and effort and to link ideas and language together to form coherent, connected speech. The key indicators of fluency are speech rate and speech continuity. The key indicators of coherence are logical sequencing of sentences, clear marking of stages in discussion, narration or argument, and the use of cohesive devices (e.g., connectors, pronouns, and conjunctions) within and between sentences. (IELTS, 2007, p. 12)
  


  In Kayes words (n.d.),


  
    fluency and coherence refer to how good the candidates are at keeping talking at the right speed and how good they are at connecting their ideas together; additionally, speakers need to be able to understand and follow the rules of language at word, sentence, and text levels. (para. 8)
  


  A second indicator of the oral skill is the lexical resource, which makes reference to


  
    the range of vocabulary the candidate can use and the precision with which meanings and attitudes can be expressed. The key indicators are the variety of words used, the adequacy and appropriacy of the words used, and the ability of circumlocution (get round a vocabulary gap by using other words) with or without noticeable hesitation. (IELTS, 2007, p. 12)
  


  In other words, this is about the amount of vocabulary the candidates have and how well they use it. As well as the rules of language at a word level, this criterion considers the communicative functions of speech and the social meaning of speech (Kaye, n.d., para. 9).


  Grammatical range and accuracy is another indicator that is evaluated in the oral skill, and it refers to:


  
    the range and the accurate and appropriate use of the candidates grammatical resource. The key indicators of grammatical range are the length and complexity of the spoken sentences, the appropriate use of subordinate clauses, and the range of sentence structures, especially to move elements around for information focus. The key indicators of grammatical accuracy are the number of grammatical errors in a given amount of speech and the communicative effect of error. (IELTS, 2007, p. 12)
  


  Another way to understand grammatical range and accuracy has to do with how much vocabulary the candidate has, and how well he uses it; along with the rules of language at a word level; this criterion considers the communicative functions and the social meaning of speech (Kaye, n.d., para. 10).


  Finally, pronunciation is the last of the indicators of the oral skill that we are considering in this study, and it is understood as:


  
    the ability to produce comprehensible speech to fulfill the speaking test requirements. The key indicators will be the amount of strain caused to the listener, the amount of the speech which is unintelligible and the noticeability of l1 influence. (IELTS, 2007, p. 12)
  


  To be more precise, this indicator relates to how well the candidate pronounces the language and the communicative effect of the candidates pronunciation. Within this indicator, speakers need to be able to produce the phonological features of speech (Kaye, n.d., para. 11).


  Although the importance of the oral skill in a foreign language is undeniable, its evaluation is one of the most complex and controversial aspects in the TEFL field (Weir, OSullivan, & Horai, 2006). As Luoma (2004) states, it is not an easy task to find the most appropriate ways to connect the objectives of evaluation with the corresponding activities or with the most appropriate instruments to assess the way a person communicates verbally.


  According to Escalona, Medina, and Escalona (2010), in the English language teaching (ELT) milieu, it is known that the communicative approach to language teaching and learning has guided current programs in many language schools and higher education institutions; however, the oral production still seems to be disregarded. Escalona et al. assert that the lack of oral communication is a reflection of the use of traditional approaches focused on the grammatical skill. This usually threatens the quality of the learners oral expression by limiting their achieving of the required standards of communicative competence. That is to say, they learn the language, but their level is not good enough to perform in a real communicative context (Hernndez, 2010). This condition is augmented by the lack of activities and/or opportunities that may promote the oral skill in online courses, thereby restraining the learners ability to communicate verbally in their context.


  Online Pedagogy in Language Learning


  Associated with the complexity of developing and evaluating the communication skills in VLE, the pedagogical aspect appears. Learners and teachers should adopt specific roles that lead to the achievement of their learning goals. In this sense, the CoI framework (Garrison et al., 1999), comprising the cognitive presence, the teaching presence, and the social presence, seems a viable option to guide the learning process towards a meaningful learning experience.


  The social presence, as defined by Garrison et al. (1999), is the ability of the participants in a community to project themselves socially and emotionally as real people (p. 89). That is, in their learning environment, the participants establish a comfortable atmosphere by demonstrating signs of affection such as greetings, use of names/nicknames, and sense of community; factors that foster communication and create group cohesion.


  On the other hand, the cognitive presence refers to the extent to which participants construct and confirm meaning through sustained reflection and discourse in a community of inquiry (Garrison et al., 1999, p. 89). This presence characterizes the inquiry process in four phasES: triggering event, exploration, integration, and resolution. Finally, the teaching presence is understood as the design, facilitation, and direction of the social and cognitive processes with the purpose to achieve personal, meaningful, and educational outcomes (Garrison et al. 1999, p. 90).


  Regarding the research about the CoI, there is some concerning its application in different disciplines such as education, business, and technology1, but research in the specific field of TEFL is more limited.2 These studies have confirmed the existence of the three types of presence described by Garrison et al. (1999) during the development of the corresponding courses. Most implementations and research have taken place at universities in North America, Europe, and Asia, where the language is the medium of instruction, but not the learning objective. Yet, the findings are limited and have been investigated in cultural, educational, and linguistic settings different from the Latin-American context, which is the setting of this study that has taken place in Veracruz, Mexico.


  Learning Theories in Distance Education


  In this scenario, we conducted a piece of research in the area of TEFL and ODE, specifically concerning the development of the oral skill in virtual courses. This would be analyzed by means of the social, cognitive, and teaching presence that, as suggested by the CoI Framework (Garrison et al., 1999), should intervene in an online learning experience. On this ground, this research is based on a group of theories that incorporate, on the one hand, a pedagogical foundation integrated by the transactional distance theory (Moore, 1993), constructivism (Ausubel, 1983; Vygotsky, 1978), and the language learning pedagogy (Whong, 2011). On the other hand, the technological basis is integrated by the VLEs and the CALL (Thomas, Reinders, & Warschauer, 2013a).


  The transactional distance theory emerges from distance education, in which distance exists not only geographically, but also in the interactions between the teacher and the learner, the environment and the behaviors. According to Moore (1993), this separation affects both teaching and learning as there is a psychological and communicational gap, which could easily lead to confusion. It is this psychological separation that is referred to as transactional distance, and it demands specific teaching and learning strategies (instructional dialogue, structure, and autonomy) to be reduced.


  Constructivism is known as a psychological and philosophical view, which assumes that what a person learns is the result of the constructions of knowledge based on his/her experiences and through interaction (Schunk, 2012). Constructivism has, among other things, been the foundation of the learner-centered approach; therefore, the teachers and learners roles have adopted different, specific characteristics. The teacher is expected to generate the conditions for the learners to interact with contents in an active way, as well as to generate the opportunities for them to socialize knowledge. Therefore, the learner is expected to take an active role, self-regulating and collaborating with others to approach contents from different perspectives.


  This view of social learning is well recognized in the work of Vygotsky (1978), from whose perspective is the social component that transforms the personal experiences of the learner and leads to a reorganization of mental structures. This is often referred to as dialectic or cognitive constructivism (Schunk, 2012). Here, the cognitive function suggests that learners are able to monitor and evaluate a stimulus and develop a response; however, learners are not passive entities as they are able to control the learning process.


  In the context of language learning, when learners are trying to learn a new element of the target language, they often compare it to the repertoire they have already learned, then make a hypothetical plan and try it. If such hypothesis is correct, they accept or reject it and try a new one. In this trial and error exercise, grammatical rules are learned individually, but when learners take this knowledge to a social environment of exchange, internalization of knowledge takes place and conducts to a reorganization of thoughts (Shastri, 2010).


  The conceptions sustained by Ausubel (1983) may be helpful to understand the meaningfulness of learning experiences. In his view, meaningful learning is an extension of the knowledge that the learner already has. This basis, previous to knowledge or the cognitive structure, serves as an anchor for new information; that is, linking new information to existing information leads to meaningful learning. However, it is important to understand that meaningful learning cannot only happen by association; there should be an interactive process. Thus, this interaction between previous and new knowledge is what modifies the existing cognitive structure and makes learning meaningful.


  Figure 1 shows how the pedagogical and tech-nological sides are interconnected by the CoI, all aiming at the development of the oral skill.
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  Language learning pedagogy, specifically the communicative approach, seems like a feasible way to reach the goals for verbal and written communication, since its focus is on language use instead of on learning language and grammatical rules (Whong, 2011). Thus, learners are encouraged to speak as much as possible in order to communicate, emphasizing the process rather than the final product. Mistakes are treated secondarily with the teacher being careful not to cause the learners distractions while communicating and interacting. Furthermore, by using authentic materials or those specifically created for language learners (often found in EFL textbooks), learning is promoted in an environment where linguistic situations are created to simulate reality. In this sense, the communicative approach promotes an active learning process through interaction between the users.


  Regarding the technological foundation, the VLEs consist of the hardware for the installation of learning resources, which are placed on the cyberspace and accessed through the internet (Leakey, 2011). They are also referred to as management learning environments (MLE) or course management systems (CMS), which offer learning and evaluation materials as well as communication means to be used among learners and instructors. These environments facilitate the administration of educational materials and their delivery to their users; such materials include multimedia resources that accelerate learning and foster learners autonomy. Additionally, their availability, automatic revision, communication tools, and information storage, represent advantages for both the learners and instructors, making them functional for distance learning (Leakey, 2011).


  This technological scenario encompasses the CALL approach, which serves as a methodology that, according to Thomas et al. (2013b), aims to use digital equipment in the teaching-learning field. In words of Leakey (2011), CALL is better understood as


  
    the exploration, sometimes coherent, sometimes disparate, of all aspects of the human-computer axis, with the primary goal of enhancing the process of second-language teaching and learning, be it in curriculum design, delivery, testing, feedback, monitoring or evaluation, by means of the generation of improved computer-based platforms, courseware, learning environments and pedagogies. (p. 22)
  


  In the context of online education, language learning, by means of computer-mediated communication, is known as distance computer assisted language learning (DCALL) (Lamy, 2013). Within this theoretical framework, our research aims to explore language learning in VLE, specifically the development of the speaking skill in online courses, since as Tudini (2005) points out, it is essential that distance online language courses provide opportunities for oral interaction.


  Research Problem


  Unlike face-to-face learning, when working in virtual contexts the oral skill is weakened, since existing technologies do not have a solid methodological base [for] its maximum development (Morales & Ferreira, 2008, p. 96). In other words, in online courses, the speaking practice is not often provided or it is limited to repetition and the learners progress is rarely followed up on. In this way, the oral skill, understood as an instrument for communication, should not be overcome by the writing, reading, or listening skills, which are more easily adjusted to online courses. Therefore, it was the aim of this research to find out how learners developed this skill when they were provided with opportunities to do so by means of an online language course.


  Research Questions


  In the current study, we aim to analyze and describe the contribution of the CoI framework for the development of the oral skill in an online language course. For this purpose, the following research questions are proposed:


  
    	What is the learners perception of the CoI types of presence in the online language course?


    	What is the connection between the social, cognitive, and teaching presence of the CoI and the indicators of the oral skill?


    	How do learners oral skills develop at the end of the course?

  


  Method


  As previously mentioned, this study focuses on the learners perspectives about the development of their oral skill in online English courses through the lenses of the CoI model. For that reason, this study has adopted a constructivist view in order to understand how reality is built and maintained (Silverman, 2013). As well, it has embraced an interpretive perspective that sustains that any attempt to understand reality must be based on the experiences of the people in that social reality (Gray, 2013). Thus, the researcher intends that the meanings of such experiences emerge from themselves and not from prejudices and preconceptions that may limit the participants views (Creswell, 2014).


  To analyze this phenomenon, an embedded mixed method design was used. According to Creswell (2014), this method rests on one or more forms of data within a larger design, in which the researcher can collect data during, before or after an intervention. The fieldwork was carried out in an online English (Level 2) course during a school period (February-July 2015), at a public university in the southeast of Mexico. Communicative tasks and other types of class activities such as grammar explanations, exercises for practice, and assignments were fully developed online at the universitys educational platform (Eminus), and supported by email and videoconference sessions, while exams were taken in situ. One of the researchers worked as a facilitator of the course, which allowed her to participate directly and to incorporate the CoI elements, as considered appropriate; while the other one participated in the interviews and data analysis.


  Participants Description


  As mentioned before, this study took place at a public university in Veracruz, Mexico, in an online English II course with the 12 students registered in the course. The sample, purposefully chosen (Patton, 2002), consisted of nine participants (four female students and five male students) from 19 to 31 years old from the following majors: nutrition, odontology, accounting, communication, medicine, topography, and engineering.


  The inclusion criteria considered those undergraduate students registered in the online English course, who accepted to participate, after being informed about the purposes and procedures of the current study. On the other hand, the exclusion criteria consisted of not considering those undergraduate students, registered in this course, but who had a certified level of English over A2 (Common European Framework for Languages). Finally, the elimination criterion refers to those students who even if they were registered in the course, dropped out or were found to be inactive for three or more weeks.


  Data collection


  As shown in Table 1, for data collection we applied a semi-structured interview, an online survey, and pre and post oral tests in order to look at variations on the development of the oral skill. These methods and their corresponding instruments provided data about the learners performance regarding the oral skill, the existence of the social presence, cognitive presence, and teaching presence in the course, and their relationship with indicators of the oral skill such as: pronunciation, fluency and coherence, grammar and accuracy, and lexical resources.
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  Since this investigation was carried out in two phases, qualitative and quantitative, we made a practical summary of the data collection techniques and their corresponding instruments and functions, which is displayed in Table 2. In the first approach to fieldwork, for the qualitative phase, an interview, which was originally going to be sent (via e-mail) to the learners, was done face to face when they attended the final oral exam (which was compulsory). The answers to these interviews were inductively analyzed and some links between the teaching presence and the oral skill emerged. Document analysis (digital registers) and participant observation of the learners use of information and communications technology (ICT) tools as well as their work and interaction on the platform (Eminus) were also carried out in this phase, and qualitatively processed later on.
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  In the quantitative approach to this study, we used a quasi-experimental treatment in which the dependent variable was the oral skill with its respective indicators (fluency and coherence, pronunciation, grammar and accuracy, and lexical resources). It was measured through two standardized oral exams that were graded according to rubrics already established by the English department evaluation committee. The independent variable was the CoI model with its respective social, cognitive, and teaching presence. Additionally, a survey, suggested by the CoI model and based on a Likert scale, was given to the learners. The analysis of the data gathered in this phase was deductively done and statistically treated.


  Since we are reporting here only the results obtained from the interview, the oral exams, and the survey, these are the instruments presented in Table 2.


  Validity


  The following considerations were taken for the sake of validity. A standardized oral English exam, designed by an EFL evaluation committee and applied at the same time, under same conditions in all the campuses of the university, was used to register the results of the students first and last evaluations. The consistency of the CoI questionnaire was sustained by the work of Arbaugh et al. (2008) and Yu and Richardson (2015), and it has statistically demonstrated its reliability. Additionally, the interview questionnaire was revised by a TEFL expert in order to validate the consistency and congruency of its Spanish translation.


  Data Analysis


  According to the mixed perspective of this study (Creswell, 2014), qualitative data, that is, the recorded interviews, were analyzed deductively and the CoI presence and the indicators of the oral skill were coded by using the software ATLAS.ti. On the other hand, through the analysis of quantitative data, in order to evaluate the development of the oral skill, we compared the grades of both pre- and post-oral exams (applied at the beginning and end of the course), which consisted of a teacher-student dialogue and a role-play suggested on a performance rubric.


  Findings


  Learners Perceptions of CoI Presence in the Course


  Once the data obtained from the CoI questionnaire were processed, the results from the option totally agree (the most popular one) were integrated into a chart in an attempt to demonstrate how the participants perceived each of the CoI presence in the course. It must be mentioned that all the answers were distributed between totally agree and agree.


  Figure 2 shows that the teaching presence revealed the highest values, especially in the dimension design and organization, which refers to the teachers action when communicating the learning goals, topics, submission dates, and instructions to complete the course successfully. In other words, this teaching presence is identified when the teacher provides information about the operative aspects of the course for an adequate performance. The second best evaluated dimension was facilitation, that is, the dialogic actions that the teacher established to guide the class, to keep interest and to promote participation. Direct instruction, which refers to the teachers feedback on the students activities and the teachers participation in the group forums, appeared in the last place.
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  As a whole, the social presence had low values according to the participants view. Social interaction, represented in Figure 2 as interpersonal communication, was the highest evaluated dimension; while cohesive communication, also understood as collaboration, was lower. This denotes a lack of interrelation among the learners, hence, a scarce sense of belonging to a community.


  Connections Between the CoI Presence and the Indicators of the Oral Skill


  Regarding the cognitive presence, that is, the process in which a topic is developed from introduction, treatment, and analysis to conclusion through exchange and discussion of ideas, the graphic reported a low level of involvement of the participants. Therefore, on average, this turned out to be the presence with the lowest percentage.


  With reference to verbal expression and the dimensions of the teaching presence, findings obtained through the analysis of interviews, Figure 3 reveals a positive relationship between direct instruction and the indicators lexical resource and grammatical range and accuracy of the oral skill. Similarly, facilitation was positively related to grammatical range and accuracy, another indicator of oral skill. However, design and organization did not show any relation to the oral skill indicators.


  [image: ]


  Development of Learners Oral Skill


  After having analyzed the learners grades on both oral tests, we came up with the following findings. Regarding the development of the oral skill, results obtained from the pre/post oral tests showed evidence of an increment in the participants scores in the second (post) test given to the learners at the end of the course. That is to say, eight out of the nine participants scored higher in the final exam, as shown in Figure 4 In terms of the oral skill, this shows improvement in the indicators: grammar, vocabulary, and pronunciation.


  [image: ]


  It can be observed that the lowest increase was 2 points, the highest was 9 points and 3.5 points was the mode. Eight out of nine learners improved in their oral performance even if the initial grades were below the minimum to pass (11, considering that the highest grade would be 20). In other words, six of the learners who had failed their first oral test, were able to pass the second one; while only one learner not only got a failing grade on the second exam, but a lower grade also.


  Discussion and Conclusions


  As has been shown in the previous section, results obtained from this exploratory research revealed a connection between the CoI framework and the indicators of the oral skill in an online English course. Although the participants general perception of their interaction with the teacher is hardly perceived, the teaching presence, in its dimensions facilitation and direct instruction, has become positioned as the most and best perceived presence. Regarding the social presence, in the learners view, its levels are low and although there is communication among the learners inside the course, it is perceived as very limited, making it difficult to establish a community. Participants recognized their participation as just sufficient enough to accomplish the minimum course requirements, that is to say, there is a low level of involvement, both individually and collectively, which might prevent higher levels of cognitive presence.


  According to these findings, the oral skill is basically promoted by the teacher. However, this finding raises the issue of course design as a factor that may favor the teaching presence and disregard the social and cognitive presences in the development of the oral skill. This matter could be explored further through deeper observation and documental analysis.


  As stated by Ke (2010), the teaching presence should be the first element to be considered when establishing a community, thus, learners would adapt their social presence and cognitive presence based on such teaching presence. In accordance with this claim, findings presented in this study revealed that it is the teaching presence itself that showed a connection with the grammar, accuracy, and vocabulary indicators of the oral skill.


  It seems that the scarce perception of the cognitive presence in this study is consistent with Alavi and Taghizadehs (2013) research, in which they also found that the four stages (triggering event, exploration, integration and resolution) proposed by the CoI model hardly existed in the online course. Furthermore, Arnold and Ducate (2006) suggest the need to research the role of the students native language and the levels of the cognitive presence and the social presence.


  In this particular case, participants were enrolled in an EFL course and their first language was Spanish, but as their level of English was very limited, their participation in forum discussions did not occur or was poor, and often supported by automatic translators (frequently inaccurate). These aspects agree with Chens (2012) findings concerning the cognitive presence, which demonstrate that learners did not engage in productive dialogue. In the same vein, in this research the learners contributions to discussion were limited and these were habitually posted on the deadline, affecting the flow of the discussion.


  Limitations


  It can be said that the course itself was one of the most representative limitations of this study. As these online English courses do not focus on a communicative approach, the development of the oral skill is very limited and most activities are intended to develop writing, reading, and listening skills.


  Another limitation was that teachers can operate most courses without having the possibility to modify, adapt, or add different activities to the ones preloaded on the platform.


  Future Research


  Although the teaching presence proved a positive connection with the indicators of the oral skill, this research will continue exploring deeper into the relation between the CoI framework and the development of such skill, especially through the social and cognitive presences. It would be worth doing further research with the aim of exploring other technological applications that, along with the CoI pedagogy, may contribute to the field of TEFL in online environments.

  


  1See Akyol, Garrison, & Ozden, 2009; Arbaugh, 2008; Arbaugh, Bangert, & Cleveland-Innes, 2010; Burgess, Slate, Rojas-LeBouef, & LaPrairie, 2010; Garrison, Cleveland-Innes, & Fung, 2010; Goda & Yamada, 2013; Ke, 2010; Kumar, Dawson, Black, Cavanaugh, & Sessums, 2011; Lambert & Fisher, 2013; Shea & Bidjerano, 2010; Stein et al., 2007; Stodel, Thompson, & MacDonald, 2006; Vaughan & Garrison, 2005.


  2See Alavi & Taghizadeh, 2013; Arnold & Ducate, 2006; Asoodar, Atai, Vaezi, & Marandi, 2014; Chen, 2012; Lomicka & Lord, 2007; Olesova, Richardson, Weasenforth, & Meloni, 2011; Randrianasolo, 2013; Tolu, 2010; Yamada, Goda, Matsukawa, Hata, & Yasunami, 2014. For a summary of these studies see Gonzlez Miy & Herrera Daz (2015).
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  This article reports on a study carried out in a foreign language school at a Colombian public university. Its main purpose was to analyze the extent to which the use of authentic materials and tasks contributes to the enhancement of the communicative competence on an A2 level English course. A mixed study composed of a quasi-experimental and a descriptive-qualitative research design was implemented by means of a pre-test, a post-test, observations, semi-structured interviews, surveys, and diaries. The findings showed that the use of authentic materials and tasks, within the framework of a pedagogical project, had an impact on students communicative competence progress and on the teaching practices of the experimental group teacher.
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  Este artculo da cuenta de un estudio llevado a cabo en un instituto de lengua extranjera de una universidad pblica en Colombia. Su propsito principal fue analizar el impacto del uso de materiales y tareas autnticas en el desarrollo de la competencia comunicativa de los estudiantes de un curso de ingls con nivel A2. Se implement un estudio mixto compuesto de un diseo investigativo cuasi-experimental y descriptivo-cualitativo mediante pre y pos test, observaciones, entrevistas semiestructuradas, encuestas y diarios. Se encontr que la implementacin de materiales autnticos y tareas autnticas, en el contexto de un proyecto pedaggico, incidi en el mejoramiento de la competencia comunicativa de los estudiantes y de la prctica pedaggica del docente encargado del grupo experimental.


  Palabras clave: autenticidad, competencia comunicativa, materiales autnticos, proyecto pedaggico, tareas autnticas.

  


  Introduction


  Materials play a fundamental role in the language classroom since they are the means used by the teacher to facilitate learning that occurs both inside and outside the classroom. Authentic materials, that is, materials which have not been designed for teaching purposes, are potential learning tools due to the authenticity of the language and their intimate relation with the communicative language teaching approach (Hall, 1995; Tomlinson, 1998).


  Despite the existence of opposing perspectives among scholars with regard to the potential usefulness of authentic materials in the language classroom, what proved to be more appropriate for our research team was to explore this issue so as to assure the use of communicative English lessons at a Colombian foreign language school. Therefore, this article is the account of a small-scale research carried out in response to the prevalence of pre-communicative teaching practices in the same educational context (Jaime Osorio & Insuasty, 2015) and the lack of classroom-based strategies which could address this problem in Colombia. Thus, this study sought to assess the effectiveness of using authentic materials and tasks to enhance students development of the communicative competence and to provide the English language teaching (ELT) community with further insights into communicative English language learning experiences in foreign contexts.


  This report starts by presenting a review of the literature so as to highlight key tenets such as communicative competence, authenticity, and authentic materials and tasks in the English language teaching and learning process. In a subsequent section, the methodology, the research methods, and the step-by-step process implemented are also presented. Then, a quantitative presentation and qualitative description of the results are made in order to proceed to the discussion and conclusion section. Finally, some final remarks are provided to encourage further studies that can lead to the improvement of the teaching quality in the ELT field in general.


  Theoretical Framework


  In this section, general concepts about communicative competence will be first introduced. Next, constructs surrounding the terms authenticity, authentic materials, and authentic tasks are examined in order to depict the role of authentic materials in the language classroom.


  Communicative Competence


  In this study, Bachmans (1990) definition of communicative competence is adopted. It is described as the knowledge of language components and as the acquisition or performance of two types of abilities, that is, organizational competence and pragmatic competence. The organizational competence is concerned with the ability to control the structure of language (grammatical competence) along with the knowledge of the conventions for joining utterances to form a text, according to rules of cohesion and rhetorical organization (textual competence).


  Pragmatic competence refers to the ability to control the functional features of language (illocutionary competence) and the sensitivity to the conventions of language use in context (sociolinguistic competence).


  Figure 1 illustrates the components of the organizational and pragmatic competence as proposed by Bachman (1990). Bachmans model does not only include the different components posited by Canale and Swain (1980), but also expands his framework of communicative language ability to include the strategic competence. The strategic competence refers to the ability to compensate in performance for incomplete linguistic resources in a second language.


  [image: ]


  From the perspective of classroom communicative competence, we agree with Johnsons (1995) view which advocates that students should be provided with ample opportunities to use the language for both meaning and form focused instruction. Also, students should have opportunities for language use in formal and informal conversations within a context that is meaningful and realistic whilst both linguistic (phonology, grammar, vocabulary, and discourse) and pragmatic (functions, variations, interactional skills, and cultural framework) aspects are focused.


  We agree that the above competencies should be developed in the classroom in an integrated way. If a teacher decides to have students just practice, for instance, the structural or the lexical systems of the target language regardless of the other components of classroom communicative competence, the learners will seriously be limited in their interactional possibilities to understand and use the target language in a purposeful way.


  Authenticity and Authentic Materials


  According to Morrow (1977), it has been difficult for scholars to agree on a definition of the terms authenticity, authentic materials, and authentic language use in language teaching terms. The complexity of this inconsistency lies in the multiple areas in which the term authenticity falls, and the participants involved. According to Mishan (2005), the concept of authenticity in language learning throughout history has fallen into three different groups: communicative approaches, materials focused approaches, and humanistic approaches.


  The communicative approach has highlighted authenticity as the need to communicate, which presupposes an emphasis on meaning rather than on form. Contrary to this, the materials focused approach allowed the implementation of other approaches such as the scholastic approach, which consisted in breaking down words into their constituent parts, and the inductive approach, whereby readers infer grammar rules out of authentic texts. Finally, the humanistic approach sees the learner as a whole where all the sensory repertoire of the brain is required (Mishan, 2005). It is therefore evident how the term authenticity has been understood and applied in the search of achieving that ultimate goal which is communication.


  As to the role of authentic materials in the language classroom, both Nunan (1988) and Hedge (2000) agree that they are not produced for language teaching purposes and do not have contrived or simplified language. Thus, newspapers, magazines, videos, or maps are clear examples of authentic materials. Nonetheless, Morrow (1977) goes further and claims that an authentic text is a stretch of real language, produced by a real speaker or writer for a real audience and designed to convey a real message of some sort (p. 13). This latter definition certainly complements the concept that language authenticity and authentic materials should be understood within the foreign/second language learning context as any kind of spoken or written act which does not contain any traces or signs of language teaching intervention, and emerges from the producers own first language, culture, and needs for communication.


  Given the understanding and characteristics of authentic materials, different scholars have valued and criticized their use in the foreign/second language classroom. On the one hand, Hedge (2000) claims that authentic materials are appropriate means for students to cope with the authentic language of the real world. Also, Peacock (1997) remarks that authentic materials may increase learners levels of on-task behavior, concentration, and involvement in the target activity more than artificial materials (p. 152). Moreover, Harmer (1994) claims that learners can greatly benefit from authentic materials as these types of input help students improve their language production, acquire the language in an easier manner, and increase their confidence when using the language in real life situations.


  On the other hand, Shoomossi and Ketabi (2007) argue that non-authentic materials are as valuable as authentic materials. Indeed, there are some situations in which authentic materials are uselessespecially when the learners receptive proficiency is low (p. 152). This view is shared by Kienbaum et al. (as cited in Al Azri & Al-Rashdi, 2014) since they assert that there are no significant differences in learners performance e.g., between learners using authentic materials and others who use traditional materials. Also, Kilickaya (as cited in Al Azri & Al-Rashdi, 2014) believes that using authentic materials with weak learners frustrate and demotivate them because they lack the required skills and vocabulary to deal successfully with the presented text.


  In order to overcome these difficulties, Hwang (2005) suggests that when learners are challenged by the complexity of some authentic language features, it is necessary to provide pedagogical support by calling students attention to equivalent expressions that are different in syntax or wording/phrasing in the languages that are learned. Hence, since authenticity does not necessarily mean good, just as contrivance does not mean bad (Clarke, 1989; Cook, 2003; Widdowson, 1979, 2003), this study placed the use of authentic materials as a strategy to complement the use of non-authentic materials, and with the goal of fulfilling the learners communicative needs.


  Authentic Tasks


  Scholars such as Brown and Menasche (as cited in Shoomossi & Ketabi, 2007, p. 152) provide a rather controversial view by noting that there is probably no such thing as real task authenticity since classrooms are, by nature, artificial. However, Widdowson (as cited in Mishan, 2005, p. 70) claims that it is the relationship between the learner and the input text, and the learners response to it, that should be characterised as authentic, rather than the input text itself. Thus, in foreign language learning contexts where exposure to the language being learned is scarce, there is an imperative need to implement materials and design tasks which will enable learners to meaningfully and purposefully use the language.


  According to Nunan (2001), a communicative task [is] a piece of classroom work which involves learners in comprehending, manipulating, producing, and interacting in the target language while their attention is principally focused on meaning rather than form (p. 10). This definition is then refined by Bygate, Skehan, and Swain (as cited in Mishan, 2005, p. 68) as they argue that a task is an activity in which: meaning is primary; there is some sort of relationship to the real-world; task completion has some priority; and the assessment of task performance is in terms of task outcome. As both definitions refer to in-class work with the added values of interaction and real-life simulation, it is then worth looking at the distinction made by Nunan (2001) between what he terms real-world tasks and the more traditional pedagogic tasks. Nunan (2001) states that real-world tasks require learners to approximate, in class, the sorts of behavior required of them in the world beyond the classroom . . . pedagogic tasks, engage learners in tasks they are unlikely to perform outside the classroom (p. 40). Furthermore, McGrath (2002) highlights the use of authentic tasks in the classroom as they help learners replicate or rehearse the communicative behaviors which will be required of them in the real world.


  Hence, in order to design authentic tasks which involve learners in situations that emulate natural authentic language use, it is vital to consider the six guidelines proposed by Mishan (2005) with regard to task authenticity:


  
    	Reflect the original communicative purpose of the text on which they are based.


    	Be appropriate to the text on which they are based.


    	Elicit response to/engagement with the text on which they are based.


    	Approximate real-life tasks.


    	Activate learners existing knowledge of the target language and culture.


    	Involve purposeful communication between learners.

  


  Research Design


  The research methodology was developed from a mixed study perspective that integrated a quasi-experimental and a descriptive-qualitative research design. According to Hernndez Sampieri, Fernndez-Collado, and Baptista Lucio (2006), the quasi-experimental research design deliberately manipulates, at least, one independent variable in order to observe its effect and relationship with one or two dependent variables. In this particular design, subjects are not assigned to the groups randomly because those groups are already formed before the treatment. This research study intended to analyze the extent to which the implementation of authentic materials and tasks contribute to the enhancement of the communicative competence in an A2 level English course in a school of foreign languages at a Colombian university.


  Accordingly, two A2 level English courses (Henceforth: Course A and Course B) were chosen. Course A was considered as the control group whereas Course B was treated as the experimental group. Different teachers oriented these courses, and due to the nature of this quasi-experimental research project, the treatment was only applied to Course B. A pre-test and a post-test were administered to both the control and the experimental groups so as to compare the degree of effectiveness of the treatment. This quasi-experimental research project was conducted by following four stages.


  In the first stage, the research group started with the selection of groups and the pre-test implementation. Course A was composed of nine students from 18 to 45 years of age whereas Course B had fourteen students whose ages varied from 16 to 40. Students from both groups came from different socioeconomic backgrounds. After the selection of the groups, a pre-test was conducted in both courses.


  The second stage of the project began with a diagnosis which consisted of an analysis of the pre-test results to establish the strengths and the weaknesses of students communicative competence, plus an analysis of the syllabus which was the departure point for designing the pedagogical intervention in Course B. As it was vital to apply a treatment that was congruent with both the research and course aims, the pedagogical intervention was devised following a methodological framework which highlighted the systematic use and implementation of authentic materials and tasks.


  Upon completion of the treatment and imple-mentation of the research methods, the research team, professors (three full-time and one part-time) at Universidad Surcolombiana proceeded to conduct the post-test on both groups so as to measure the impact of the treatment applied. This process was called stage three. The analysis of the gathered data was performed in stage 4 after obtaining the results of the post-test implementation to course A and B. All data collected from the pre-test and the research methods in stages 1 and 2 respectively were also considered in the analysis in order to come up with the final conclusions.


  Pedagogical Intervention


  This particular framework was made of two complementary parts: The first one was shaped by a series of enabling pedagogical tasks dealing with issues such as advertisements, video viewing of city tours in Melbourne (Australia), map reading activities, readings about Cristiano Ronaldo and Roger Federer and one about a city tour in Neiva (without audio, just subtitles). The second part was concerned with the development of two pedagogical projects (Tourism in Neiva and Pen-pals) which entailed actions in which learners actively participated in the creation of contents and interacted with their peers, visitors and native English speakers. Authentic materials were chosen from different cultural products from several English speaking countries, and in accordance with the contents and topics established in the course syllabus.


  Table 1 shows the implementation process, which consisted of the design of two authentic projects (Tourism in Neiva and pen-pals). Then, a series of authentic tasks was outlined in order to fulfill the objectives of the project.
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  Data Collection Instruments


  Lesson observation: Five classes were tape-recorded for further study. Similarly, participation in the English club was taped in order to analyze the students motivation and the authentic materials impact on the development of the students communicative competence. A group of three observersall of them professors who participated as researchersused skills checklists and rubrics so as to organize the information. The taped-recorded lessons were distributed evenly among the observers for analysis, followed by a group session to exchange viewpoints and draw conclusions from the data collected with this instrument.


  Survey: Two surveys were administered to Course B. Survey A, which was conducted after each implementation in class, collected information about aspects related to the authentic materials impact on students overall communicative performance. Survey B, which was conducted at the end of the term, aimed to collect information about the authentic project, the conversation club, and the overall impact of authentic materials.


  Teachers diary: The Course B teacher was asked to reflect and write about certain aspects related to authentic materials use and the students attitudes towards authentic materials (e.g., newspaper and magazine articles, videos), authentic tasks (e.g., brochure design), and the pedagogical projects (e.g., tourism in Neiva), and their communicative competence progress.


  Interview: Three interviews were carried out. Both teachers were asked about their teaching practices in Courses A and B. Similarly, the native speaker in charge of the conversation club was interviewed in order to obtain information on his appraisal of students progress with regard to their speaking performance.


  Results


  In this section, the results of the different data gathering instruments are shown in the following order: pre-test and post-test administered to students of both the experimental and control groups, lesson observations, the ongoing assessment, the surveys administered to the experimental group students, the experimental group teachers diary, and the interviews of the teachers.


  Pre-test and Post-test


  Participants in the study took a Key English Test (KET) at the beginning and at the end of the course. The KET commercial sample assesses language performance through three papers: reading and writing (R&W), which weighs 50 points; listening (LIST), which carries 25 points; and speaking (SPEAK), which carries 25 points. The test is designed to last two hours approximately and during its implementation, candidates are expected to understand simple written information, produce simple written texts, and understand announcements and other spoken material when people speak reasonably slowly.


  Results of the pre-test can be observed in Table 2. By observing the average total scores it can be concluded that both the experimental and the control groups started with a similar skill level. Although their marks were expected to be higher due to the complexity of the test and the assessment scale, there was a visibly low performance in their listening and speaking skills.
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  On the other hand, Table 3 shows the post-test results. Although students in both groups show progress in their communicative competence, Course B evidences a slightly higher level of progress in their overall performance. According to the test results, the abilities which improved the most were reading and writing, which rose five points.
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  Lesson Observations


  Five lessons were tape-recorded to analyze the students motivation, authentic materials, tasks, and projects impact on the development of the students communicative competence. The lesson observation form consisted of three columns that permitted a better organization of the data by grouping categories (authentic materials, authentic tasks, communicative competence, and teaching practices) that brought together the viewpoints of the three observers.


  Among the results found, materials were perceived as appropriate and useful in all the classes by students and observers. They also provided students with opportunities to use their speaking skills, helped students use the target language in a communicative manner, and provided the teacher with the opportunity to develop communicative activities.


  Another important finding from the observation process regarding the students communicative competence was that in four out of five interventions the authentic tasks and authentic materials contributed positively to the development of the grammatical, textual, and illocutionary competences, evident in their written products and their oral speech (see Ongoing Assessment section). There was also evidence of a contribution to the development of the sociolinguistic competence since in three of the five interventions students were prompted to use their listening skills to understand and become more sensitive to dialects, register, nature, cultural references, and figures of speech.


  Ongoing Assessment


  The four interventions in the conversation club with a native speaker and the projects product were also tape-recorded in order to assess the students communicative competence progress by means of the Assessing Speaking Performance: Level A2 (Examiners and speaking assessment in the Cambridge English: Key exam) rubric.


  Results from the observation in the conversation club showed that students seemed to understand the native speaker but could not maintain a simple, basic conversation. The native English speaker did most of the talking as students answers were limited. The students main problems were related to pronunciation and a low range of vocabulary which were represented in the continuous asking for clarifications to understand utterances in their conversations with the native speaker.


  The projects product took the form of oral presentations in a display session open to the academic community members at the end of the course. Several students and proficient English-language speakers were invited to the display session. During the students presentation, oral interactions with the attendees to the event were tape-recorded. As in the conversation club, the Assessing Speaking Performance: Level A2 rubric was used to assess the students speaking performance. Results of the observation showed that students were able to exchange information and react appropriately to questions, but sometimes needed some prompts or support to do so. They misunderstood some questions, especially due to unfamiliar pronunciation or intonation patterns.


  Moreover, students showed a high degree of simple grammatical forms that were easy to understand. Although most of the time they used appropriate vocabulary and intonation when answering questions, they sometimes tended to pronounce some words incorrectly.


  Finally, the pen-pals project was aimed at measuring the students written competence progress with the exchange of at least three letters per participant. A total of forty-two letters were expected; however, only thirteen were submitted by seven participants. Despite the low number of letters collected, the following features were identified based on a rubric which assessed the grammatical, sociolinguistic, and textual competences.


  The students used basic grammar structures (simple present, past, future) and vocabulary (adjectives) to build phrases and sentences with connectors like and, but, and because. Most of them communicated their messages and provided information to their pen-pal properly, and only one of the students showed problems in introducing and developing ideas. In terms of text organization, the texts were outlined easily by the reader. They all began with a greeting and tried to answer the questions posed by their pen-pals; they also attempted an appropriate introduction and ending and there was evidence of logical sequencing. There were some non-impeding errors in spelling and grammar.


  Surveys


  Survey A


  After each implementation, Survey A collected information about aspects related to the authentic materials impact on students overall communicative performance.


  In general, students had a positive perception of the authentic materials used in class. In terms of interest, understanding, usefulness, and motivation, most students found that the authentic materials were interesting (71%) and useful (70%). In a slightly lower proportion, but not less important, students believe that authentic materials are motivating, although 34% (about 5/14) of the students found them difficult to understand (see Figure 2).
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  Survey B


  Survey B was conducted at the end of the term. It collected information about the pedagogical project, the conversation club, and the overall impact of authentic materials.


  Figure 3 describes the percentages and scales with which students located the impact of the Tourism in Neiva project during the course. When being asked about the impact that the tourism project had in their English language learning process, 79% of the students stated that the project had a high and medium high impact. Among the reasons to justify their answer was the finding that all students admitted that their participation in the different tasks and the use of the materials provided to achieve the tasks objectives facilitated learning English as a foreign language. For instance, students who actively engaged in the conversation club (43%) thought that this task gave them more opportunities to practice the language for real purposes outside the classroom. Despite this high percentage, 21% of the students placed the impact on a medium scale.
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  In relation to the English conversation club experience, 86% of the students described the experience to be compelling, interesting, enriching, and appealing. Whilst 7% of them found the vocabulary acquisition as relevant when attending the conversation club, another 7% found the native speaker difficult to understand. Results can be observed in Figure 4.


  [image: ]


  The survey also gathered information on the students perception of their communicative competence enhancement as a result of their participation in the project and task. The skills they recognized to have had more improvement were reading, listening, and grammar and vocabulary, as can be assessed in Table 4.
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  Teachers Diary


  The Course B teacher wrote on a teachers diary form about certain aspects related to authentic materials use, students attitudes towards authentic materials, authentic tasks and the authentic project, and students communicative competence progress.


  According to the teacher the authentic materials used were entertaining and interesting, appropriate for the development of the class and helped the students use the target language in a communicative way. Moreover, the teacher thinks the materials were in accordance with the students target language level of competence and helped them to use their productive skills with different language purposes such as giving explanations, persuading, asking questions, negotiating factual and cultural meanings of words, phrases, sentences, and messages in the target languages.


  
    All the materials were appropriate for the development of the class. They were carefully chosen and analyzed before presenting them to the students. The materials were part of an organized plan to teach them not only new vocabulary or grammar patterns, but to recognize strategies used by the authors and to critically respond to those intentions. [Students] also created contents based on the materials used.
  


  Moreover, when analyzing the impact of tasks and authentic materials in the language skills, the teacher believes that students were given more chances to read and speak in the foreign language because most of the authentic materials were printed papers or videos. The tasks that made part of the intervention plan gave students opportunities to communicate in an oral way and to develop different micro-skills for speaking, reading, and listening, for instance, asking and answering questions, skimming and scanning, or listening for details. The teacher believes that even though writing was the less used ability, students did have the chance to create short texts according to the conventions given by the expected level (A2 from the Common European Framework).


  
    Students were asked to communicate orally in order to check their understanding of the authentic materials content. They were asked to describe, analyze, summarize, and criticize not only the information received but the authors intentions when creating the material. They were also able to create contents (questions for an interview, information about touristic places in Neiva, summaries of songs, etc.). By working in groups they collaborated to create those contents negotiating a final product in an oral way.
  


  A final reflection made by the teacher regarding the students communicative competence was that there was a need to analyze students productive skills so as to obtain an overall view of students performance, as well as pupils further exposure to authentic materials to promote the enhancement of their competences.


  
    I think they were exposed to different dialects and registers, but I am not sure if they can recognize cultural references or figures of speech by listening to different audios with no image provided. I think that they recognize basic differences among dialects and registers but they need more exposure and awareness to be able to identify them in different settings and communicate with other people accordingly.
  


  Interviews


  Three interviews were carried out. Both Course As and Bs teachers were interviewed about the teaching practices employed in their respective courses. Similarly, the native speaker in charge of the conversation club was interviewed in order to obtain information on his appraisal of the students progress regarding their speaking performance.


  Control Group Teacher


  Course A teacher mentioned that he implemented different strategies, activities, and authentic materials such as debates, videos, or games with the control group. Some of these activities took place in the classroom and others were developed by students in a virtual learning environment that was used as a repository of materials (authentic and non-authentic).


  Also, the teacher believes it is quite difficult to take in extra activities due to the brief class time/period provided by the institution. According to the teacher,


  
    If you want to do any extra activity aside from what you have planned based on the course book, it becomes really difficult. Youd better do nothing, otherwise you cant catch up, or you may need not to cover every unit page.
  


  Thus, despite the control group teachers having used strategies, activities, and authentic materials which complemented the course program established by the institution, he did not use the authentic materials within the development of authentic tasks that promoted a meaningful and purposeful use of the language in the real world. The authentic input was then limited to the implementation of isolated activities.


  Experimental Group Teacher


  Course B teacher was asked about the advantages and disadvantages of using authentic materials in the institution courses. Among other strategies, she mentioned that students can have first-hand contact with the foreign language, learn a wide range of vocabulary, and get cultural awareness. Also, she believes that by watching authentic videos, reading authentic written materials, or listening to a native speaker from an English speaking country, not only students but teachers also can benefit. She mentioned having learnt new vocabulary and expressions while selecting the materials and preparing her classes.


  On the other hand, the teacher mentioned that it is fairly difficult to identify disadvantages when using authentic materials, and added that:


  
    When working with authentic materials, what is required by any teacher is a high sense of commitment with what you are doing, and a carefully planned set of actions. You also need to be alert to any changes because they need to be done on time. This may require more preparation time from the teacher, but I am sure that any teacher who loves his/her job purpose will do it without too many regrets.
  


  According to the teacher, authentic materials (such as comics, videos, and articles) are beneficial for students. Nevertheless, they will not generate any major changes in the teaching practices or students communicative competence by themselves. It is in a planned articulation of materials and tasks within a project framework where authentic materials will make a difference. In other words, in her perception, it is tasks (what students do with the materials) and not the authentic materials per se that provokes learning.


  Conversation Club Teacher


  The native speaker in charge of the conversation club perceived that the planned activities (e.g., games, contests) allowed students to slightly develop their oral ability as he thinks that with intermediate level students, progress is always gradual and much slower than that of beginners or elementary level students. Nonetheless, when asked about the students speaking performance in the conversation club and on the day of the display session, the teacher commented: I noted that students were speaking with much more confidence the day of the fair. Most of them interacted and communicated their ideas about tourism with ease. In class, I did much of the talking. Hence, since the activities planned and implemented by the teacher in charge of the conversation club were not designed in alignment with the objectives of the pedagogical project, this perception confirms the experimental group teachers assertion that authentic input itself is not sufficient, and highlights the need to integrate the use of those authentic materials and tasks within a broader pedagogical action.


  Discussion


  Based on the aims stated in this study and the data gathered using varied research methods, this final section is structured in three broad categories, explained next.


  The Role of Authentic Materials and Tasks in the A2 English Course


  To start with, all the materials selected to complement the course syllabus, that is, magazines, videos, advertisements, newspapers, city maps, brochures, postcards, and entry tickets, were culturally and linguistically rich. The classroom observations and the insights from the experimental group teacher confirmed that the cultural content inherent in the materials impacted positively on the students motivation, curiosity, and attention as there was a constant natural desire of enquiry from students to their teacher and peers with regard to the characters, places, and activities described in all materials. This reflects Tomlinsons (1998) view of authentic materials as tools to expose and help students to acquire authentic language use by providing learners with opportunities to use the language while the learners curiosity and attention is maintained.


  Furthermore, this improved classroom environment motivated the teacher not to focus solely on the due completion of the school curriculum, but to enrich their teaching practices with communicative activities. There was evidence that the materials implemented in class helped students use the target language in a communicative manner because they read and exchanged real life information. Both the materials and proposed activities encouraged students to find information about their own culture and use the target language to answer questions and talk about foreign and national places, customs, and traditions. However, a few of the students seemed to be confused and overwhelmed about the input they received and the tasks they were asked to complete. This last fact seems to suggest that the linguistic richness of authentic materials resulted in higher degrees of language complexity for learners, which is one of the controversial issues brought up by the supporters and critics of the role of authentic materials in language learning.


  Based on experiences throughout the course, the experimental group teacher recognized that authentic materials played an important role in the enrichment of the students vocabulary range, and in increasing their cultural awareness and level of attention. However, the teacher also highlighted the need for teachers in general to develop expertise in the implementation of authentic materials as there are possible drawbacks such as inefficient time management, overlapping of learning objectives, and wrong selection of materials whilst using them in class. In order to facilitate this process, it is suggested one follow a very well-structured plan or framework which prevents teachers from using authentic materials in an isolated way or just as fillers. Within this framework, each lesson is to be planned in a detailed way by taking into account the selection of materials and the transitions between the pre-activity, the actual activity, and the post-activity. In general terms, a high sense of commitment from the teacher as well as an in-service training or follow-up plan are strongly required if beneficial effects are to be sought in an English course based on the use of authentic materials and tasks.


  Impact of Using Authentic Materials and Tasks


  In general terms, two types of impact from using authentic materials and tasks were evidenced in this research. The first one is concerned with the headway students made in the development of their communicative competence in the target language. The second one deals with the enhancement of the teaching practices of the experimental group teacher.


  Learners Communicative Competence


  On a scale from 0.0 to 5.0, the pre-test results were somewhat similar in the experimental group (average score: 3.5) and the control group (average score: 3.4). The post-test results show that both groups made progress in terms of their proficiency enrichment. Whereas the experimental group achieved an average score of 3.9, the control groups final average score was 3.7. As can be seen, the progress of the experimental group can be rated at 0.4 and the control group at 0.3. The low number of interventions in the experimental group and the fact that the control groups teacher also implemented some authentic materials can be argued as a possible explanation for the minimal difference between the two groups. Another possible reason for this situation can be found in Kienbaum et al. (as cited in Al Azri & Al-Rashdi, 2014, p. 252) who stated that there are no significant differences in learners performance: between learners using authentic materials and others who use traditional materials.


  However, it is worth assessing the effects of the authentic materials with other lenses. The experimental group instructor contends that


  
    Materials on their own can help students develop their listening and reading skills. Nonetheless, it is the merge of the materials with a set of authentic tasks what leads to a successful development of the four language skills and the targeted competences for this chosen level.
  


  It could be argued then that the complexity of the language learning process goes beyond the use of a single method or variable, and requires teachers to carefully design lessons which highlight and integrate the learners context, needs, and learning objectives.


  Teaching Practices


  In addition to their impact on the development of the students communicative competence, authentic materials are also believed to enhance the teachers professional performance. Contrary to Millers (2005) position that authentic materials are too difficult and time consuming to select, edit, and prepare (p. 5), in the teachers diary, the experimental group teacher admitted the positive impact these types of materials had on her teaching practices. She stated that authentic materials enabled her to enrich her teaching practices as the wide variety of authentic input allowed her to plan authentic tasks and activities that promoted the use of the language for communicative purposes. What is more, the experimental group teacher also claimed that these materials foster less controlled interaction between students as they can participate in functional activities such as oral reports, oral presentations, information exchange, mingling activities, and social activities such as projects, creative writing, group discussions, interviews, and debates (Jaime Osorio & Insuasty, 2015). This clearly confirms Peacocks (1997) suggestion that teachers should try authentic materials in their classrooms, as they may increase their learners levels of on-task behavior, concentration, and involvement in the target activity more than artificial materials (p. 9).


  On the other hand, despite the control group teacher having pointed out in the interview that it is difficult to do any extra activity in class due to the brief class time provided; the experimental group teacher denied this to a great extent. She supported the feasibility of using authentic materials and encouraged their use as an alternative to the prevailing pre-communicative activities which have been used by most of the institutions faculty.


  Building a Methodological Framework to Explore Authentic Materials and Tasks in the English Language Classroom


  Planning to use authentic materials in an A2 level English classroom in a foreign language learning context proved to be a well-thought-out task. As suggested above, authentic materials need to be explored within a thorough methodological framework. This activity will enable learners to acquire both receptive and productive skills, and will provide them the opportunity to put into practice what they learn whilst developing pedagogical communicative projects. A good example of a methodological framework is the above mentioned pedagogical intervention that was designed and executed in Course B.


  Within this methodological framework, both tasks and all the language skills were integrated as a way to develop the learners communicative competence which, according to Lomas, Osoro, and Tusn (1993), is concerned with the acquisition of skills to understand and produce not only grammatical, but also appropriate statements.


  It was also confirmed that the use of varied types of authentic materials, within a systematic pedagogical and methodological framework, enabled the teacher to create more opportunities for communicative practice based on the students interests and needs. In this sense, it is also worth mentioning that the implementation of authentic materials in an isolated manner may fall short in the exploitation of the linguistic and cultural richness of the input, and in the development of the students communicative competence, because it could be seen merely as a temporary solution to the delivery of pre-communicative teaching practices.


  Finally, despite the need for a well-defined plan, it is important to note that this plan should not be rigid and that it can be modified or adjusted according to the teachers perception and learners response. This flexibility of the methodological framework provides teachers with a tool to demystify the belief that authentic materials can only be used with learners whose language level competence is high enough to cope with the language complexity of the materials.


  Conclusions


  Given the linguistic and cultural nature of the authentic input and the learners level of competence, it can be concluded that an appropriate and effective implementation of authentic materials in foreign language learning contexts greatly depends not only on the relationship between the materials and the schools educational context but also on the teachers experience dealing with this type of materials and the pedagogical support offered to learners when using them. Similarly, authentic materials lead the teacher to a continuous reflection process in which he/she is free to intervene in his/her own teaching practice. Therefore, the use of authentic materials in the language classroom must be strongly encouraged as they have a positive impact on the students linguistic and affective domains. Nonetheless, it is still required that further studies are conducted so as to shed more light on the best uses of authentic materials in language learning and the cultural issues encountered whilst implementing them.
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  We present findings of a project that investigated the potential of an online tandem program to enhance the foreign language learning of two groups of school-aged beginner learners, one learning English in Colombia and the other learning Spanish in New Zealand. We assessed the impact of the project on students learning with a free writing activity done as pretest and posttest and used a semi-structured interview to explore their attitudes towards language learning and their perceived development of their native language. Data analysis indicated statistically significant gains in foreign language writing and positive attitudinal changes toward foreign and native language learning.
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  Presentamos los resultados de un proyecto que investig el potencial de un programa de comunicacin virtual tndem para mejorar el aprendizaje de lengua extranjera de dos grupos de adolescentes jvenes principiantes, uno en Colombia en el aprendizaje de ingls y otro en Nueva Zelanda en el aprendizaje de espaol. Evaluamos escritura libre como pretest y postest para determinar el impacto del proyecto en el aprendizaje de cada lengua, y con una entrevista semiestructurada exploramos las actitudes de los estudiantes hacia sus clases de lenguas y su percepcin del desarrollo de su lengua madre. El anlisis de los datos arroj ganancias estadsticamente significativas en la escritura en cada lengua extranjera y cambios positivos en actitudes hacia el aprendizaje de la lengua extranjera y la materna.
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  Introduction


  As a consequence of the vertiginous increase in communication between speakers of different languages worldwide, foreign language learning is not only important today as an academic task but it is a 21st century imperative that provides speakers with access to information and people in the target language. However, in largely monolingual countries like Colombia, learning foreign languages is hampered by lack of contact with speakers of the target language. Language education is increasingly turning to computer mediated communication (CMC) to facilitate contact between learners with native speakers of the languages they are learning. CMC is broadly defined as the way in which telecommunications technologies have combined information technology and computer networks to offer new tools to support teaching and learning (Warschauer, 1997). While implementing these types of activities in foreign language learning environments is increasingly popular, research into the effects of this implementation is just beginning (Dooly & ODowd, 2012), with the majority of studies documented within post-secondary contexts (see ODowd & Ware, 2009, for a review).


  The study reported here aimed to advance our understanding of how CMC, and specifically tandem communication, can support foreign language (FL) learners in developing their beginner language skills by communicating with speakers of the target language in writing. Using a sociocultural view of learning, we present in this article findings of a project that investigated the potential of a reciprocal peer tutoring (i.e., tandem) program to enhance the FL learning of two groups of school-aged beginner learners, one group located in Colombia and the other in New Zealand. The study extends the findings of a previous tandem project documented by the researchers (Tolosa, Ordez, & Alfonso, 2015). It is located at the intersection of two bodies of research as identified by Ware and Hellmich (2014): It focuses on learning outcomes and how technology might influence them, and it uses technology as a site for learning where new learning environments expand semiotic resources and new modes of communication (p. 141).


  Theoretical Background


  CMC refers to communication between two parties connected by technological devices. It is also described as a pedagogical tool that enables groups separated in time and space to engage in active production of shared knowledge through exchanges that can be synchronous (in real time) or asynchronous (in deferred time) (Warschauer, 1997). Research on CMC points at advantages over face to face language learning such as meaningful communicative engagement (Lafford & Lafford, 2005), increased motivation (Gonzlez-Lloret, 2003), particularly towards written production (Kern, 1995), enhanced practice of the target language in a trustful environment, and a more equitable participation between learners (Warschauer, 1997). It has been suggested that written online communication provides an ideal medium for students to benefit from, since it allows greater opportunity to attend to and reflect on the form and content of written communication. In asynchronous online communication students have more time to plan, compose, revise, and edit their texts as well as opportunities to read and reflect on their interlocutors texts (Warschauer, 2005). In other words, writing online supports writing as a process, as it promotes genuine interaction (Manchn, 2011). This interaction removes the barriers of time and space that characterise remote language learning (Salaberry, 1996), although there is a loss of immediacy as learners have to wait for their peers response (Andrews & Haythornthwaite, 2007).


  One kind of CMC, the one relevant to the present study, is tandem learning between pairs of students from different linguistic backgrounds. The students are learning as a FL the language that the other student of the pair holds as L1. This pairing establishes a tutor-tutee relationship based on the assumption that students will have equal levels of expertise in their respective L1s. This form of tutoring often relies on structured academic activity and has been found to increase language development (Fantuzzo & Ginsburg-Block, 1998). It is also likely to increase student self-confidence and positive attitudes towards the FL (Thurston, Duran, Cunningham, Blanch, & Topping, 2009), as it is based on the principles of autonomy and reciprocity (Brammerts, 1996).


  The notion of tandem is underpinned by a sociocultural view of learning as mediated by social interaction with a more knowledgeable other: A person who possesses a better understanding or higher level of ability than the learner; the learning partners then work in what is known as the zone of proximal development (Vygotsky, 1978). In recent years, a broader scope of the zone of proximal development has been adopted that is not restricted to interactions between a learner and a more knowledgeable other but that also includes peer-to-peer interaction and interaction with technology (Lantolf & Thorne, 2006; Warschauer, 2005). This collective scaffolding provides a space in which learners support one anothers development by collaboratively taking their linguistic output to a higher level (Lantolf, 2012). Philp, Adams, and Iwashita (2014) explain that increased appreciation of the value of peer-to-peer interactions is supported by both a cognitive perspective (e.g., Longs [1996] interaction hypothesis) and a sociocultural perspective in which learning is collaborative, in the sense of participants working together toward a common goal . . . a jointly developed process and inherent in participating in interaction (Philp et al., 2014, p. 3, p. 8). Tandem enhances opportunities for FL learners to practise communication, negotiate meaning, and take on new roles, as Van den Branden (2006) puts it, by understanding language input and by producing language output, i.e. by interacting with other people in real-life situations through the use of language, the goals that the learner has in mind can be (better) achieved (p. 4).


  Applying these notions to FL writing, peers engage in mutual scaffolding, helping each other to extend their writing abilities. Peer responses provide an authentic sense of audience and may promote writers autonomy and confidence (Ware & ODowd, 2008), as well as develop communicative competence and inspire more learner participation (Hyland, 2003). However, peer-to-peer work may have disadvantages. For instance, Hyland and Hyland (2006) point to limitations in the interactions because learners may lack communication and pragmatic skills, or hold different expectations about the interactions when coming from different cultural groups. Other researchers have questioned the ability of peers to offer support to others who are in the same learning process (Mendona & Johnson, 1994). Despite these reservations, when the tandem is organized between pairs who have similar language ability in the FL, it provides an opportunity for learners to use their language with a peer who is experiencing the same process and may have fewer inhibitions to use the FL and be more willing to help her/him (Brammerts, 1996).


  Researchers have also begun exploring how interactive writing can promote intercultural communication in tandem projects where students communicate with international partners by developing a different set of competences and skills increasingly viewed as important for communicating online in the 21st century (Guth & Helm, 2010). Tandems can be done via email exchanges as was the case in a study that used authentic cultural communicative tasks between senior high school students in both the United Sates and Hong Kong, who described the exchanges as positive and felt that writing their emails was easier and faster and error correction was useful (Greenfield, 2003). In another email tandem, Canga Alonso (2012) analysed three e-mails produced by students at different times for reciprocity and corrections of texts, concluding that the principle of reciprocity holds while corrections varied across time. Reciprocity was also included in a study between advanced exchange students in Japan that communicated with Japanese students who volunteered to interact via a Bulletin Board System (Kitade, 2008). The author concluded that the preparation of written texts increased the collaboration between the pairs and helped students consolidate L2 knowledge.


  CMC and tandem studies suggest the potential of interactive writing for promoting online communication skills, arguably introduced by an increasingly networked, interactive world outside the classroom. Interactive writing in online spaces, whether with local or global interlocutors, has been shown to afford language learners the opportunity to hone their understanding and application of the writing process; it may also help them develop cross-cultural understanding.


  Participants and Intervention


  The project involved a group of 27 eleven-year-old students in a public school in Auckland, New Zealand, learning Spanish as a FL and a class of 30 peers with ages from 11 to 14 learning English as a FL in a public school in Bogot, Colombia. The students in both sites were beginner learners of the language and were placed in dyads with comparable foreign language levels, based on their performance on a parallel FL diagnostic test, to ensure that they would be able to actively engage in peer tutoring. A number of students were paired into triads to accommodate the higher number of Colombian students. At the end, only data from participants who completed all the tasks -the 27 New Zealand participants and 21 Colombians-were used.


  The students participated in reciprocal peer tutoring through asynchronous written interaction in Moodle, sending each other messages on topics chosen by their teachers on the basis of the topics dealt with in their language classes (students self-descriptions and descriptions of family, hobbies, likes and dislikes, schools and classrooms, lunch boxes, cities, and favourite celebrities). Each participating student received their unique username and password to ensure privacy and security, and the data were only accessible to the students, teachers, and researchers involved in the project.


  The teachers carried out the project in the context of their regular classes. They were asked to dedicate one session per week of their normal curriculum to the peer writing project. The session should have ideally taken place with each student at a computer, but this was not possible with the Colombian group due to limitations in the availability of machines. Every week for eight weeks, students sent each other a short message in their FL on the weeks designated topic. The peer tutors read the messages in their L1, identified errors, and provided feedback to their tutees. The tutees then considered their tutors corrections and suggestions and edited the messages, which they resubmitted as final versions to complete the cycle of writing-feedback-rewriting. This process continued until students completed five sets of messages in their L2. The teachers agreed to provide minimal writing support, yet introduced sequentially the types of possible corrections to be done in texts (identify the error, provide the correct answer, provide an explanation, suggest alternative ways of expressing their ideas).


  Unfortunately, the process could not be followed perfectly in the Colombian school because it did not have complete resources and the students work was constantly interrupted by multiple events unrelated to school activities. A major disruption occurred when the posttest data were being collected, which led the Colombian research team to include the last message in Moodle as a part of the posttest.


  The Study


  The study aimed to assess the impact of the communicative activity on the students FL learning, on their attitudes towards it, and on their metalinguistic awareness in their L1. The following questions were answered in the study:


  
    	Do young native speakers of Spanish and English engaged in online tandem interaction improve their writing in the FL when they have their texts corrected by peers? If so, what do they improve on?


    	Do these young learners report changes in their attitudes towards learning the FL as a result of their participation in the tandem interaction? If so, what changes do they report?


    	Do these young learners learn something about their L1 in the interaction by tandem? If so, what do they learn?

  


  A mixed methods design was used with the following data collection and analysis methods:


  
    	
      To answer the first question about what students learned in FL writing, we used quantitative data from a pretest/posttest free-writing FL task and qualitative data from a semi-structured interview. For the writing task students were given one class period (50 minutes) to draft on paper what they would write to their peer overseas to introduce themselves, including personal information, likes, and preferences. In the Colombian school the students could only use four computers located in their English classroom and they only had 20 minutes to complete the writing task at the end of the semester, while for the pretest they had had one 50-minute lesson. As a result, the final paragraphs were too short in comparison to the New Zealand paragraphs, so the last message written on Moodle was added to the paragraph written as a posttest for analysis. All the messages sent within the eight weeks were copied without modifications for safekeeping, and compiled by the order of interactions between peers in dyads (first paragraph sent by a tutee to a tutor, tutors response, tutees edit of the first draft, and so on).


      We computed a quantitative measure of writing proficiency for the pretest and posttest from a variation of the measures of fluency, accuracy, and complexity adapted from Wolfe-Quintero, Inagaki, and Kim (1998). This measure assumes that as language learners progress, they will write sentences that are more grammatically and lexically complex, they will write with fewer errors, and they will write more words in a given time period. Following this assumption, we initially marked all the complete sentences in each paragraph written by the students. Then, we counted the total number of words in each text, the number of simple, complex, and compound sentences, the number of clauses per sentence, and the number of error-free words and sentences. For each paragraph, fluency refers to the number of words per sentence; accuracy accounts for the number of error-free words and sentences; and complexity computes the number of complex and compound sentences. To obtain total values for writing proficiency, we produced a simple average of the fluency, accuracy, and complexity measures for each paragraph.


      We used the Anderson-Darling normality test on the data sets for pretests and posttests to check for normal distribution. Since they did not show normal distributions, we applied the non-parametric Wilcoxon test to determine significant differences between the means of pretests and the posttests, instead of the t-Student test. The results were complemented with qualitative data from the interview, related to the learning of syntax, spelling, and punctuation in the FL.

    


    	
      To answer the second and third questions on the young learners changes in attitudes towards FL learning and on development of the students L1, we used data from the semi-structured interviews. In Colombia, all 21 students were interviewed by the researcher to collect comments about their experience of reciprocal peer tutoring with their peers around four themes: the online tutoring experience, perceived gains in FL, perceived gains in L1, and attitudes towards language learning. In New Zealand, 12 students chosen by the classroom teacher as representatives of three different levels of academic performance in the FL and engagement in the project were interviewed. The interviews were transcribed and their information categorized as we looked for specific information related to the three research questions.

    

  


  Findings


  Writing in the Foreign Language


  The students writing ability was analysed based on texts written before and after the eight week intervention. The texts were analysed for accuracy, fluency, and complexity. Table 1 shows the results of the Wilcoxon tests for pretests and posttests in Colombia and New Zealand. As can be seen, there are statistically significant differences at p  0.05 in accuracy, complexity, and final score for the texts produced by the Colombian peers. This indicates that the number of both simple and complex sentences increased while the number of syntax, spelling, and punctuation errors decreased in the final paragraphs. However, the results for fluency, with no statistically significant difference, indicate that the number of words did not increase. These results are consistent with Lapadat (2002), who found that in tandem interaction, students tend to produce shorter messages but messages which are better constructed, more pragmatically adapted to the receiver, and more coherent. Table 1 also presents the results for the New Zealand peers, which, on the other hand, show statistically significant differences at p  0.05 for all measures, including fluency. This may have been a result of better access to technology and more focused work in the project from the New Zealand group.


  [image: ]


  These results indicate that positive changes occurred in both groups after the intervention. It seems that the online interaction contributed to improve FL writing in both groups, in Spanish for New Zealand peers and in English for the Colombian. At the end of the intervention both groups of students wrote significantly more correct and more syntactically complex paragraphs.


  These data are supported by the qualitative data of the interviews, where the Colombian students provided richer information about their learning than their New Zealand peers. Participants from both groups asserted that they learned about their FL. They identified aspects such as syntax, spelling, and punctuation as part of their learning.


  In relation to syntax, 16 out of 21 Colombian peers mentioned that they learned about syntactic aspects of English such as word order, verb conjugation, and singular and plural forms of verbs and adjectives. According to them, this helped them improve their writing. On the New Zealand side, 5 out of 12 interviewed students also indicated gains in Spanish, but they only referred to word order, which seemed to be what stood out for them in their interactions.


  A Colombian peer, for example, said that he learned about the order of nouns and adjectives:


  
    [aprend] que [en espaol] va primero el objeto que la cualidad [y en ingls] va primero la cualidad que el objeto, por ejemplo my blue sweater. ([I learned] that [in Spanish] the object goes before the quality [and in English] the quality goes before the adjective, for example my blue sweater). (Col, 3)
  


  This is repeated by another student:


  
    aprend tambin que primero va la cualidad y luego el objeto, por ejemplo, brown eyes en espaol es ojos cafs. (I also learned that the quality goes first and then the object; for example, brown eyes in Spanish is ojos cafs). (Col, 5)
  


  In turn, one of the New Zealand students also talked about his learning regarding the order of nouns and adjectives in Spanish: I used to put grande before a noun, and they say you have to put the noun first before the adjective (NZ, 3). Other New Zealand peers also stated that they learned about word order, although they did not provide specific examples: [In the corrections I learned things] like positions of some words the wrong way (NZ, 2). Finally, another student said: [I learned] where the words are put around. Uh, the word order. Yeah (NZ, 11).


  The Colombian students talked about more than word order. For example, one of them mentioned his gains in the correct use of verbs in English, which he acknowledges are used differently in Spanish: y bueno pues uno aprende que no es have cuando [dice los] aos, [ahora digo] I am 12 years (well, one learns that it is not have when [you talk about] age. [Now, I say] I am 12 years) (Col, 3).


  Spelling was another aspect of learning for all students. Participants from both groups, 15 in Colombia and six in New Zealand, expressed that they also learned about spelling rules in the FL. In Colombia students highlighted their gains in the use of the capital I for the personal pronoun I:


  
    Ahora ya s muchas cosas de ingls, como [el uso de las] maysculas...siempre escriba [yo en ingls] con minscula; [antes] se me olvidaba, pero ahora no (I know many things in English now, as [the use of] capital letters...I always wrote [I] in low case; I would forget it before, but not now). (Col, 8)
  


  Correspondingly, five New Zealand peers also expressed their gains in spelling and mentioned their improvements in the use of accents in Spanish: Urm...mostly its about my spelling and...how they...put in...an e and then they have signs above them? They correct [sic] me on that (NZ, 10). Other students also mentioned that they learned about accent placement: [I learned] all about the accents and where it goes (NZ, 5), or Urm, [I learned] where the accents go above what we have (NZ, 11). Regarding the use of accents, a Colombian peer said that he learned that these are not used in English: yo le colocaba tilde a football y en ingls no [se usa la tilde] (I used to put the accent on football and in English [accents] are not used (Col, 13).


  Finally, both Colombian and New Zealand peers indicated that as a result of the intervention, they were more aware of the importance of punctuation in their writing. A Colombian peer said: Aprend [a usar] los signos de puntuacin. Cuando termina una oracin [debo] colocarle un punto; antes no lo haca (I learned [to use] punctuation marks; when a sentence ends, [I have to] write a period. I didnt do it before) (Col, 9). Another Colombian student stated that he learned that he has to use punctuation all the time: ya s que no se me puede olvidar [usar] los puntos y las comas (I know that I cant forget [using] periods and commas) (Col, 3). New Zealand peers also commented on their leaning of punctuation: [I learned sometimes punctuation (NZ, 1); and [I learned] how to put the exclamation mark and where to put the question mark (NZ, 6).


  L1 Development


  The process of correcting their peers messages on the platform also contributed to improve students awareness of different aspects of their L1. In Colombia 18 out of the 21 participants confirmed this, while the other three indicated that their knowledge of L1 did not improve. On the New Zealand side, six of the 12 students interviewed expressed that correcting their peers texts helped them improve what they knew about English. Although participants strengthened their knowledge of their L1, the gains were declared differently in each group. On the Colombian side, students highlighted their improvements in aspects such as spelling and punctuation, while New Zealand peers pointed out gains in their awareness of the meaning of their texts and the correct use of the language.


  A Colombian girl, for example, indicates that she improved her spelling in the L1. She mentioned that correcting her peers paragraphs contributed to strengthen what she already knew about Spanish, pues uno corrige y as mejora [su propia lengua]...por ejemplo [el uso de las] tildes (you correct and that way you improve [your own L1]...for example [the use of] accents) (Col, 4). Another student agreed with her: s aprend [espaol] porque ellos tienen errores que uno sabe, por ejemplo [el uso de las] tildes (I did learn [Spanish] because they make mistakes that you recognize. For example, [the use of] accents) (Col, 15).


  Additionally, other students noticed the importance of the use of accents for the sake of meaning:


  
    [Corregir fue] un poco difcil...[le correg] las tildes, por ejemplo en pap y mam, que [significan] diferente cuando no tienen [tilde] ([Correcting was] a little difficult...[I corrected] accents, for example in pap-father and mam-mother whose [meaning] is different when they dont have [an accent]). (Col, 13)
  


  There were also advances in the use of punctuation in Spanish:


  
    Yo mejor en puntuacin [con las correcciones], porque tildes, comas y puntos antes no las tena en cuenta [ahora s] ([with the corrections] I improved in punctuation because before I did not care about accents, commas, and periods [now I do]). (Col, 11)
  


  Due to the limited use of punctuation marks, it was frequent for the students to forget them:


  
    pues a ver, yo s correg cosas que yo saba, aunque a veces se me olvida al escribir...[por ejemplo usar] puntos...ahora s me acuerdo [de usarlos] (Well, I corrected things I knew, although I forget them when I write [for example to use] periods...Now I do remember [to use them]). (Col, 10)
  


  New Zealand peers also indicated that they improved aspects of their English. For example, a student declared that during the intervention he realized that he must be more careful in his use of the language when he is writing: Oh, yup [I learned things about English]. Because I missed out on a few things in my own English, and when I actually see them, I can correct myself as well (NZ, 2). Similarly, another student pointed out that he learned to pay more attention to the meaning of his texts: Urm, I think I learned a lot about making sure that it makes sense, because I dont always check for [meaning] (NZ, 9).


  Furthermore, a student commented that she had to reflect on her L1 to both identify the correct structures of English and then be able to explain them to her peers:


  
    if they write a sentence, it kind of makes me sit for a little while, and I keep reading it back to myself, and say, Yeah, thats right, or No, thats wrong, and I keep changing so I could teach them the best I could... So, if its My father name is Christopher, Ill read it several times, but I said its better My fathers name is Christopher rather than saying My father name is Christopher...Oh, because, well, in their example, if you break the sentence, it would be my fathers-name is Christopher. But then, if I put an apostrophe there, it wouldve sound [sic] a bit different. So, then, I make it as easy as possible for them to understand. (NZ, 5)
  


  Attitudes Towards FL Learning


  In both countries the young learners who were interviewed expressed positive attitudes towards FL learning. They stated that learning the FL through interaction with native peers increased their interest in FL learning, made the learning process easier, and provided them with the opportunity to learn about their peers lifestyles, providing them with development of intercultural understanding. Furthermore, Colombian students showed interest in receiving corrections from their peers, and also suggested extending the intervention in the school. In New Zealand, young learners expressed their interest in continuing to learn Spanish.


  Students in both groups reported in the interviews that their interest in learning the FL was enhanced because of the intervention. A Colombian boy, for example, said that he felt more motivated to learn English because he was able to do it with a native speaker: [me gust aprender ingls con este proyecto] porque uno habla con gente que sabe ingls ([I liked learning English in this project] because you speak with people that know English) (Col, 13). Another Colombian participant found it interesting to learn English because he participated in activities that were different from the activities they usually did in class:


  
    Era chvere [participar en los intercambios] y lo que [estoy haciendo en el colegio para aprender ingls]...porque uno siempre tena que estar leyendo o estudiando y uno ahora [aprende] con otras personas de otros pases (It was nice [to participate in the interaction] and what I [am doing in the school to learn English]...because we were always reading or studying, and now [we learn] with people from other countries). (Col, 9)
  


  Likewise, learning Spanish through interaction with native speakers was also positive for New Zealand students: [This project makes me more interested in learning Spanish because] we were partners, with someone from their country, doing it with us, and helping...Yeah. [It is more interesting] than just the thing from the teacher (NZ, 11). Additionally, another student highlighted the fact that he had the opportunity to learn with other peers because they faced similar difficulties:


  
    It was a fantastic experience to me, because I found it really easy to communicate with them, and at times, they would write back my suggestions but I couldnt really understand it at the very beginning because they replied in Spanish and said bla bla bla; you didnt quite get this right. And then when I was giving the suggestions, I use them in English as well, so then, I kinda felt like they knew how I was feeling when I see it in Spanish. (NZ, 5)
  


  The interaction with native speakers also facilitated the FL learning process, as stated by a Colombian young learner: [me gust] mucho, porque como ellos nacieron hablando ingls...como que se le hace ms fcil a uno aprenderlo (I liked it very much, because since they were born speaking English...it seems easier for one to learn it) (Col, 8). This was reiterated by one of his classmates:


  
    [me gust aprender ingls con este proyecto] porque uno habla con gente que sabe ingls y ellos hablan siempre ingls, [y] as aprende uno ms con gente que...le enseen a uno ([I liked learning English in this project]) because we speak to people that know English and they always speak English...so, we learn more with people...that teach us). (Col, 9)
  


  A New Zealand peer added that age closeness also facilitated the interaction: Urm, I think its just a lot easier if you work with someone of your same age because its like...you understand it a little more better [sic] what each other is talking about (NZ, 5).


  Students in both Colombia and New Zealand mentioned that they enjoyed learning the FL through interaction with other students overseas because this allowed them to learn about their peers culture and lifestyle, as a Colombian peer stated:


  
    Me gustaba mucho [participar en este proyecto] porque hablbamos con gente de otros pases. [Aprend que a] Alex le gusta mucho el hockey y es de China. [Me gust] porque nos comunicbamos con ellos (I liked [participating in the project] very much because we talked with people from other countries. [I learned that] Alex likes hockey very much and that he is from China. I liked it because we communicated with them). (Col, 9)
  


  Another student also mentioned what he learned about his peers culture:


  
    [Aprend que mi amiga] es [de la] India; la mam trabaja en un restaurante [indio]; ella en su lonchera lleva muchas cosas de su pas ([I learned that my friend] is [from] India; her mom works in an [Indian] restaurant; she packs many things from her country in her lunch box). (Col, 17)
  


  Similarly, New Zealand peers said that they enjoyed learning Spanish with the Colombian students because they also learned about the country and the culture: because it was fun learning Spanish too; then I got to learn about other peoples culture and them and everything [sic] (NZ, 11). They also had the opportunity to identify the differences between New Zealand and Colombia:


  
    Oh yeah! Learning Spanish is really fun, and... in the text, I think is better because...now I know that their lifestyle is not the same as ours, and their city is very crowded, and they have a lot different lifestyle to the people in New Zealand [sic]. (NZ, 2)
  


  Colombian participants were pleased when they had their texts corrected. Corrections made them feel confident and stimulated their learning:


  
    Ellos nos corregan...eso era bonito porque como ellos saben ingls le enseaban a uno...porque aprend ms, porque l me correga palabras y todo (They corrected us...that was good because they know English and they taught us...because I learned more, because he corrected my words and everything). (Col, 11)
  


  The young learners accepted the corrections and considered them as a part of their learning process:


  
    [Me gust participar porque] ellos nos ensean ingls, hacemos textos y ellos nos corrigen...porque si yo lo haca bien ella me felicitaba y si no pues ella me correga...porque slo en medio de textos puedo aprender ms cuando nos corrigen nuestros errores ([I liked participating because] they teach us English, we write texts and they correct them...because if I wrote correctly, she congratulated me, and if I didnt, she corrected me...because just through texts I can learn more when they correct my mistakes). (Col, 12)
  


  Some students in Colombia considered it important to extend the project in the school:


  
    Hacer esto [los intercambios] en el colegio es bueno, porque uno conoce nueva gente y pues eso lo anima a uno [a aprender] (Implementing this [the tandem] in the school is good because we can meet new people and this encourages us [to learn]). (Col, 19)
  


  One of his classmates agreed with him:


  
    [A m me gustara] que todos los [nios] del colegio tambin [participaran], porque ellos tambin [aprenderan y] conoceran nueva gente y pues eso lo anima a uno [a aprender] ([I would like] for all the students in the school to participate, because they would also [learn and]...meet new people. So, it encourages us [to learn]). (Col, 15)
  


  Finally, some New Zealand students said that after participating in the project they felt motivated to continue learning Spanish: It makes me want to do it even more because when I made a mistake, it makes me want to try harder to make it correct (NZ, 9). One of his classmates also stated that he was interested in learning more Spanish: I like learning Spanish with this project because I like meeting new people and it was fun talking to Colombians, and I still go on about my Spanish thing (NZ, 10).


  Discussion


  This study sought to assess the impact of tandem communication between young learners of English and Spanish as foreign languages in Bogot, Colombia, and Auckland, New Zealand, on their skills in FL writing, their attitudes towards FL learning, and their knowledge of their L1. The results are positive in the three aspects of learning studied in both groups of students. Quantitative analysis showed statistically significant differences between the means of pretests and posttests, with an advantage for the posttests in the measures of the students writing. Analysis of the interviews provided further information on the students language learning as well as their report of positive changes in attitude toward FL learning. Furthermore, the students expressed having liked the opportunity to interact with and learn from peers from a distant country. Such positive results are remarkable and all the more meaningful considering the great differences in the conditions in which the two groups worked.


  In a previous study of tandem corrective interaction between similar groups of Colombian and New Zealand beginners (Tolosa et al., 2015), where we focused on comparing types and frequency of feedback produced by the participants, we provided a plausible explanation for these similar positive learning outcomes which seem to originate in the tandem intervention. Our previous study indicates that even though the students could not identify all the errors produced by their peers, the tandem activity provided a proper context for language practice and authentic interaction, where peers were a real audience for each other. Similar results were also reported by Ware and ODowd (2008) and Lafford and Lafford (2005) who emphasized the importance of meaningful communicative engagement and the motivation that a real audience provides to writing in an FL. Conscious reflection on language form required by the tandem format has been found to improve FL skills (Fantuzzo & Ginsburg-Block, 1998), even if there are variations on writing accuracy (Canga Alonso, 2012), both of which were observed in the present study.


  Another characteristic of the participants in the present study which makes it surprising that all actually developed both FL and L1 through their interaction is their very beginning level of proficiency in the FL. In our previous study (Tolosa et al., 2015), we reported that our participants, also at a very low level of FL language development (i.e., CEF A1), read each others messages with real interest in what they said, acted as experts in their L1, and accepted their peers novice level in it because they knew they were also novices in their respective FL. The qualitative data from the present study show similar high levels of motivation and willingness to participate in the interaction in the two groups of students. As Brammerts (1996) asserts, learners in tandem arrangements are interested in each other as individuals as well as sources of language input. This interest transpired in the interviews carried out in the present study; the students felt comfortable with each other since they shared the beginners learning path while at the same time relied on each others expertise in their L1s.


  Other disadvantages shared by all participants were revealed in our previous study (Tolosa et al., 2015) when we noted that the same intervention produced interactions limited in content and scope because of the low level of proficiency of the students and limited collaboration established by the one-way descriptive texts interchanged. We also found that the tutees did not follow up on their peers feedback but just accepted the direct correction of their errors, which prevented the detection of conscious gains in the process and pointed towards the need for more instruction on giving and receiving feedback and more teacher intervention and monitoring of the interaction process. But in spite of all this, tandem interaction seems to make a real difference. The significant advance it produces in FL writing and the motivation it causes in the participants towards FL work after a very short intervention, even under unfavorable conditions, speak for its potential for exploitation as a learning environment. The fact that the students spoke about the mechanics of writing in the interviews seems to indicate that they have all developed their metalinguistic skills, a common outcome of tandem interactions (Thurston et al., 2009). The principle of autonomy of tandem exchanges resulted in enhanced academic skills and metacognitive strategies for these learners, such as analysing their language learning process and recognizing different ways in which their own languages work. For 21st century learners, these skills may be valuable not only for their language learning. The promise of CMC seems to be its potential to bridge learning contexts and facilitate the delivery and construction of knowledge while allowing for personal and ubiquitous connections among learners and between learners, teachers, and their technological environments (Crompton, 2013).


  There was little doubt that learners in both contexts would be motivated to engage in authentic communication with peers of their same age. The intercultural gains cited in other studies (Guth & Helm, 2010; Ware & Kessler, 2013) were evident in many responses during the interviews. The opportunity to interact with real speakers of the language was a first for most learners in both contexts. They were curious and delighted to learn about each other, yet frustrated that their FL was limiting. However, having eight weeks to know each other gave students the sense of belonging to a wider community of FL learners, one that they would like to continue and extend to others in their schools.


  Finally, there is a methodological achievement in the present study in spite of its exploratory nature and small size: It was able to detect formal gains in FL writing and gains in L1 metalinguistic knowledge. This had been impossible in our previous study (Tolosa et al., 2015), where we tried detecting these gains in the messages interchanged in the virtual platform and failed because of the characteristics of the interchange and the lack of training and monitoring mentioned above.


  Final Remarks


  This study has provided further evidence of the potential of CMC to enhance FL learning. Even under unequal circumstances, the young learners (and their teachers) in this study persevered in communicating with each other driven by the motivation to learn about each other and from each other. Linking classrooms through online tools that are increasingly ubiquitous and affordable may be the site of language learning preferred by learners in this century.


  A clear limitation of the study is the sample size of the two classrooms, as well as the different conditions under which the schools worked. However, with gains in FL, L1 and intercultural understanding, this small scale study presents a model that could be expanded and replicated with learners in different contexts and different languages. Tandem learning in online spaces at school level seems a promising way forward for learners and teachers as well as for researchers.
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  This article reports on a study aimed at exploring inclusive policies in the teaching of English as a foreign language in Colombia, as evidenced in the articles published in the PROFILE Journal by Colombian authors. The use of the documentary research method and critical discourse analysis showed that some policiesmainly The National Program of Bilingualism and the Basic Standards for Competences in English as a Foreign Languagecontain issues closely related to the logic of discriminatory and segregation attitudes in English language teaching. We hope that the results of our analysis will generate more interest in scholars to examine language policies and work further to eradicate inequalities in education.
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  Este artculo presenta un estudio que explor las polticas de inclusin en la enseanza del ingls como lengua extranjera en Colombia desde el punto de vista de algunos autores colombianos que han publicado en la revista PROFILE. El uso del mtodo de investigacin documental y el anlisis crtico del discurso mostr que algunas polticas principalmente el Programa Nacional de Bilingismo y los Estndares bsicos de competencias en ingls como lengua extranjera contienen elementos estrechamente relacionados con la lgica de actitudes discriminatorias y segregativas en la enseanza del ingls. Esperamos que los resultados de nuestro anlisis generen mayor inters en los acadmicos por estudiar las polticas lingsticas y trabajar an ms para erradicar las desigualdades en la educacin.
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  Introduction


  In 1994, the representatives of ninety-two governments and twenty-five international organizations met in Spain, for the World Conference on Special Needs Education to reaffirm their commitment to Education for All, to provide quality basic education for everybody and urge a changeover from exclusion in which a persons disability was a synonym of personal tragedy. They argued in favor of a move from integrated to inclusive education, the model of education that encompasses such diversity.


  It is policies that can either facilitate or prevent the development of inclusive educative systems and practices (Ainscow & Miles, 2009). According to Ainscow (2003), the achievement of better and more inclusive policies and practices must be grounded in research. In Colombia, inclusive education (IE) faces challenges such as the poor financial resources of schools and the ideology socialization, that is, the in-favor-of and against postures (Parra Dussan, 2011).


  In the field of foreign languages in Colombia and IE, de Meja (2006) refers to The National Program of Bilingualism (NPB) and points to a need for implementing language policies which allow the inclusion of all the languages and cultures present in the country. Conversely, Medina Salazar and Huertas Snchez (2008) give an account of English as a foreign language (EFL) teaching experiences with blind students and Rondn Crdenas (2012) analyzes some significant moments which evidence the way lesbian, gay, bisexual, and transgender (LGBT) . . . EFL students draw on different discourses to adapt, negotiate, resist, emancipate, and reproduce heteronormativity (p. 77).


  Crdenas (2013) started an investigation to portray the viewpoints, research, teaching practices, and policies concerning IE in Colombia, evidenced in the articles published in the PROFILE Issues in Teachers Professional Development Journal (PROFILE henceforth). We report on the study conducted by the research-assistant (Lina) and her mentor (Melba), regarding the policies that guided the authors. First, we present the theoretical and the research frameworks; then, we gather the results and report the conclusions of the study.


  Theoretical Framework


  Three core concepts guided this study: inclusion, inclusive education, and inclusive education in Colombia.


  Inclusion


  In order to define inclusion, we should look at four key elements (Ainscow, 2003). First, inclusion is a process; a never-ending search for adequate forms to respond to diversity, to learn to live with differences, to take advantage of them and to comprehend them to achieve sustainable changes. Second, it is centered in the identification and elimination of barriers, which embrace the personal, social, and cultural conditions of determined students or groups of students, policies, and educative resources that produce exclusion. Third, inclusion means assistance and good school performances. In this regard, inclusion looks for the presence (appropriate places), the participation (necessity of listening to the learners to achieve a better quality of their scholar experiences), and the success of all students (in respect not only to the exams results, but also to the curriculum itself) (Echeita Sarrionandia & Ainscow, 2011).


  Nevertheless, for these authors the definition of inclusion and therefore of inclusive education is still confusing. In some countries, IE is seen as a way to integrate children with disabilities in the general education system while in others it is perceived as a transformation of the education systems to respond to the students diversity. In either case, the concept of inclusion seems utopian and idealistic in comparison to what really happens in the classrooms.


  Valcarce Fernndez (2011) differentiates between integration and inclusion. While the former aims at the normalization of students lives and their integration into regular schools, the second has no specific goal; it is a human right. Integration promotes adaptation processes in curriculums, while inclusion pursues the creation of curriculums as an opportunity to learn in several ways.


  Inclusion is both a human right and a process. As a human right, it advocates the development, maintenance, and reproduction of the sense of brother- and sisterhood through diversity, whose purpose is to go beyond beliefs about whether or not education is for all and the assistance of people according to their necessities and characteristics. As a process, inclusion involves the cessation of putting minority groups in the midst of those educative systems that claimed themselves as regular educative centers. It also restores the dignity of social, political, and cultural practices in the academic environment as well as in the core of families, communities, and, as a result, in societies.


  Inclusive Education


  Parra Dussan (2011) distinguishes among the terms education, inclusion, and inclusive education. Education embraces the construction of individual knowledge from the incorporation and internalization of cultural patterns, while inclusion entails making effective human rights. Consequently, IE encloses the transformations of education in general and the educative institutions, so that they can provide equitable and high quality responses to diversity. In this respect, Arnaiz Snchez (2012) defends the civil and political rights of all citizens and the equality of opportunities and participation in our society, which implies the reduction of cultural, curricular, and community exclusion.


  For Arnaiz Snchez (2012), the construction of IE demands reforms on the conception of education, its curricular organization and methodology, among others. Thus, she proposes that centers of education must, firstly, recognize the educative practices and the existent knowledge on the dynamics of the school. Then, they must adopt an attentive attitude of analysis of the elements that obstruct student participation. This involves a reflective point of view of the schools own educative practices, the organization of the school and the classroom. Furthermore, educative centers have to make effective use of their support assets, especially human resources. This is a call to work with the students and teachers bodies, administrative and political authorities, and society in general.


  Inclusive schools should be: (1) flexible, (2) informal, (3) horizontal, (4) participative, and (5) competent (Valcarce Fernndez, 2011). This can help tailor education to the diversity of the students and promote their participation in the further development of their identity so it can be reflected in, firstly, their schools, then in their community, and finally, in their society.


  Based on the international research on the characteristics of successful inclusive educative systems, Echeita Sarrionandia and Ainscow (2011) postulate a framework to evaluate them. Three variables of IE (presence, learning, and participation) interact with the constituents shown in Figure 1.
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  We can note that IE is determined by the context and calls for processes which guarantee the learning and participation of those who may be facing any type of segregation. An education of this type allows the participation and learning of people with disabilities or additional abilities, indigenous communities, afro-descendants, the terminally ill, pregnant girls and women, and more recently, young people demobilized from subversive groups and displaced.


  Inclusive Education in Colombia


  The General Law of Education (MEN, 1994) established that the right to education and equality must be guaranteed to all Colombian citizens and that the State has the obligation to prevent their being victims of discrimination of any kind. The Ministry of Education in Colombia (MEN, n.d.) states that it is required to develop organizational strategies that offer effective responses to address diversity, to develop ethical considerations of inclusion as a matter of rights and values, and to implement flexible and innovative teaching practices that allow a personalized education.


  The MEN established policies to regulate pedagogical support for students with disabilities and exceptional aptitudes or talent (Decree 366) (Secretara General de la Alcalda Mayor de Bogot, 2009) and guidelines for higher IE (MEN, 2013). These are based on six principles: participation (having a voice in the educative center), diversity (an innate characteristic of human beings), interculturality (the recognition of and dialogue with other cultures), equity (to generate accessibility conditions), quality (optimal conditions), and appropriateness (concrete responses to particular environments).


  However, Colombia faces several challenges in the achievement of true IE systems (Parra Dussan, 2011). For instance, according to the National Department of Statistics (Departamento Administrativo Nacional de Estadstica [DANE], 2010), 43.2% of a total of 146,247 people from 5 to 20 years of age with disabilities did not study at any educational level. The DANE projections indicate that


  
    there are currently 2.9 million people with disabilities, who represent 6.4% of the population. However, the National Demographic and Health Survey (ENDS)1 mentions that this figure actually approaches 7%, that is to say, more than three million Colombians live in this condition. At least 33% of these people from 5 to 14 years old and 58.3% from 15 to 19 years old do not attend school, and only 5.4% of those studying graduated from high school. (par. 1-2)
  


  These figures exemplify what may be similar to other minorities regarding access to education in Colombia. They also show that education policies differ greatly from reality.


  Research Framework


  Method


  We used the documentary research method (Cohen, Manion, & Morrison, 2011) and the critical discourse analysis (CDA) (Fairclough, 2003). In documentary research the main source of data is a written document and, in this study, the unit of analysis (articles dealing with IE and published in the PROFILE journal). Those articles are documents, that is, compilations of meanings given to events, phenomena, and so on, by authors. As noted by the same authors, documentary research is useful when there is little or no reactivity on the part of the writer because the document has not been written to address the research intentions, as in this study. Although that can be a shortcoming, documents themselves (articles, in our case), may be interpretations of events (IE, in our study).


  We now explain what is meant by critical, discourse, and analysis. Critical is primarily applied to reveal the hidden relations of power, discrimination, control, and so on, constructed through language. CDA investigates critically social inequality as it is expressed, signaled, constituted, legitimized . . . by language use (or in discourse). Most critical discourse analysts would thus endorse Habermass claim that language is also a medium of domination and social force (Wodak, 2001, p. 2).


  Discourse, with a small d, signals language in use or the way language is used to enact activities and identities (Gee, 1990). Discourses (with a big D) are


  
    ways of talking and writing about, as well as acting with and toward, people and things (ways that are circulated and sustained within various texts, artifacts, images, social practices, and institutions, as well as in moment-to-moment social interactions) such that certain perspectives and states of affairs come to be taken as normal or natural and others come to be taken as deviant or marginal. (Gee, 2000, p. 197)
  


  Fairclough (2003) explains discourse in three ways:


  
    Firstly, as part of the action. We can distinguish different genres as different ways of (inter) acting discursively. . . . Secondly, discourse figures in the representation of the material world, of other social practices, reflexive self-representations of the practice in question. . . . Thirdly and finally, discourse figures alongside bodily behavior in constituting particular ways of being, particular or social or personal identities. (p. 27)
  


  Discourse is referred to as any form of human expression that accounts for the cultural, ideological, historical identities of humans constructed through social practices and communicative events in a particular time and space. Now, we should define analysis and CDA.


  Analysis focuses on the text or discourse as a unit base that has to be considered in terms of what it includes and what it omits (Rogers, 2004). Likewise, CDA embraces a critical perspective on doing scholarship...with an attitude (van Dijk, 2001, p. 96) that must focus on pressing social issues for a better understanding of them and to exert social action.


  We followed Faircloughs (2003) levels of text analysis: internal and external relations of texts. The first level includes the analysis of relationships (1) between the elements of clauses and meaning (semantic relations); (2) between the lexical elements of the text and its syntactic disposition (paratactic or hypotatic grammatical relations); (3) between items of vocabulary, words or expressions, that is, collocation patterns (vocabulary relations), and (4) phonological relations (not present in this study).


  The external level analyzes relations of texts to other elements of social events, and more abstractly, social practices and social structures (Fairclough, 2003, p. 36). Thus, we can study the connections between texts and other voices or texts that have been incorporated into the text. That can happen through quoting, reported speech, and assumptions, which are core aspects for our study.


  CDA and text analysis were useful in revealing themes, concepts, categories, and/or patterns. Nevertheless, there is no such thing as a complete discourse analysis. A text can be analyzed in any or in several of its discourse structures. In this regard, van Dijk (2001) suggests selecting for closer analysis those structures that are relevant for the study of a social issue within them: the semantic macrostructures (topics); the local meanings (explicit, implicit, and senses attributed to texts or discourses); the subtle forms structures (e.g., propositional structures, rhetorical figures); the context models; and the event models.


  Instrument and Unit of Analysis


  The core source of information was the articles related to inclusion in English language teaching (ELT) published in the PROFILE journal from 2000 to 2015.2 PROFILE stands for PROFesores de Ingls como Lengua Extranjera (Teachers of English as a foreign language). This biannual publication disseminates research findings, innovations, and reflections in ELT by teachers, teacher educators, and pre-service teachers. To date twenty-three issues have been published. They have gathered 282 articles by 445 worldwide authors.


  We first considered the whole range of articles. Then, through systematic review, we filtered the initial corpus to six articles as units of analysis (see Table 1).
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  The articles were written by Colombian authors in a period of time between 2008 and 2011. Articles 1 and 2 report in-progress and final investigations. The authors of Articles 3 and 4 were at the time new researchers who conducted projects as a requirement to get their bed degrees. Lastly, Articles 5 and 6 gather reflections on bilingual contexts and educative and linguistic policies. The authors backgrounds can be read in their corresponding articles.


  Research Process


  We conducted a meta-analysis (see Table 2) which is, simply, the analysis of other analyses. It involves aggregating and combining the results of comparable studies into coherent accounts to discover main effects (Cohen et al., 2011, p. 336).
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  Results and Discussion


  We constantly compared the individual analyses to reach a global interpretation of data. Then, we defined a metaphor as core category (Challenging the Molds in ELT), two categories and three sub-categories (see Table 3).
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  Challenging the Molds in ELT


  A mold is defined as a hollow container for giving shape to molten or hot liquid material. When a liquid hardens or sets inside the mold, it adopts its shape. Molds are designed in an infinite range of shapes; however, each mold is a unique shape. From this perspective, the logic behind molds is the moldability of a liquid into an immutable solid which is consistent with its specific shape.


  The Mold: Linguistic Policies


  The linguistic policies in Colombia that the authors are concerned with the mostThe NPB and the Basic Standards for Competences in Foreign Languages: English (MEN, 2006) (Standards hereafter)correlate closely with the logic of molds. The shape is established by the mold these linguistic policies offer for regulating ELT and defining bilingualism in Colombia. However, policies do not conceive, construct, implement, and regulate on their own; the molds manufacturers in charge of this are the National Government through the MEN and local educational authorities.


  These molds have a noteworthy brand: Advertising Bilingualism. We know that a brand distinguishes one product from others; for the authors, the instrumentalization of language learning, its standardization, and the exclusion of national knowledge, expertise, and minority groups make the product unique. Nevertheless, they consider that these features may be advantageous for a few partiesthe British Council (BC), Instituto Colombiano para el Fomento de la Educacin Superior (ICFES), and English language instituteswhile representing drawbacks for the rest of the clientsparents, teachers, students with minor resources, students from rural areas, children and adolescents displaced from their hometowns, and students from minority groupsbecause their teaching realities do not fit the mold. Next, we discuss and illustrate each subcategory.


  The molds brand: Advertising Bilingualism. Every mold has a brand and slogan. For the NPB and Standards, the brand seems to be Advertising Bilingualism. This brand has three main features: The instrumentalization of English language learning (ELLE), its standardization, and the exclusion of national knowledge, expertise, and minority groups.


  The instrumentalization of English language learning. Instrumentalization has become an outstanding point of view to set the purposes of ELLE and ELT in the NPB and Standards, even above other purposes such as intellectual, cultural, and language development. From this perspective, ELLE and ELT carry with them positive meanings related to economic advancement, as emphasized in these excerpts:


  
    	Finally, from a utilitarian point of view, a foreign language becomes a tool that serves economic, practical, industrial, and military purposes. . . . Learning a foreign language . . . loses most of its cultural and cognitive development motivations, and becomes another strategy to build a better resume, get better employment, be more competitive in the knowledge economy . . . or participate in wars taking place overseas. (Usma Wilches, 2009, p. 133)


    	The author/s [of the NPB] are equating bilingualism with globalization, playing with the assumption that being a speaker of English carries with it the positive meanings ascribed to globalization like broader communication, economic power, capitalism, multinational companies, foreign investors, better jobs, better living conditions, no geographical boundaries and so forth (Tollefson, 2000; Valencia, n/d). (Guerrero, 2008, p. 32)

  


  In Excerpt 1, the verb becomes is a relational process of the type intensive of time, that is, a process of attribution [that] unfolds through time (Halliday, 2004, p. 222). The process of attribution is made by something which carries the attribute. In this case, the carrier is foreign language and the attribute a tool that serves economic, practical, industrial, and military purposes. The nominal group: functioning as attribute construes a class of thing (Halliday, 2004, p. 219). In Excerpt 2, foreign language (the thing) is grouped into the class of tools to the service of capitalism and globalization.


  Excerpt 2 also reveals that speaking English integrates you in Globalization, that is, students learn English to be admitted into the modern world and achieve the so-called economic benefits it offers. This indicates that ELLE and ELT, as conceived in the NPB and Standards, are still moving towards integrated education rather than inclusive education to promote dynamics of merchandizing that corresponds to globalization.


  Globalization does not simply mean the creation of a world-embracing economic system paving the way for cultural homogenization on a world-wide basis, and it is not just a new variant of the so-called cultural imperialism (Turner & Khondker, 2010, p. 19). This conceptualization of globalization may not be the one considered by the manufacturers of the NPB and Standards as discussed in the next section.


  The standardization of English language learning. As long as the formulation of ELT and ELLE purposes come from a utilitarian view of the language, the molds manufacturers follow the logic of standardization to homogenize, control, measure, and evaluate. Usma Wilches (2009) asserts:


  
    	This standardization is based on the introduction of international models of quality and a move towards certification, accreditation, and credentials that may prove individual and institutional ability and capability to teach future teachers, be a competent educator, or speak English according to the imported models. (p. 136)

  


  The author highlights how the logic of standardization works: importation of international products into the local context. The lexical choice for the verb prove takes one to the mental image that manufacturers of these models have: the assumption that there may be a single, more accurate, appropriate and acceptable way for ELT teachers to be, to know, and to know how to do. Additionally, prove nourishes the idea that there are at least two actors involved in the material process to prove: Those who prove (students and teachers) and those to whom the achievements of standards have to be proven. These are some glimpses of to/for whom standards work.


  
    	English education is required to be taught, measured, and evaluated according to methods and procedures that were designed for other contexts such as the Common European Framework of Reference (CEFR) and the employment of standardized testing techniques such as the TOEFL and other standardized language examinations. (Escobar Almciga & Gmez Lobatn, 2010, p. 136)

  


  These authors agree with Usma Wilches (2009) and emphasize that manufacturers assume that foreign and external discourses and models to define and evaluate ELT in Colombia are represented as universals, as meanings which are shared and can be taken as given (Fairclough, 2003, p. 55). This way, Standards are being proved to an international community, which controls and shapes the molds in ELT and educative policies.


  When Usma Wilches (2009) states that CEFR and TOEFL were designed for other contexts, he has an assumption about what is good or desirable (Fairclough, 2003, p. 55). The fact that linguistic policies are adopted is seen as undesirable, while adaptation and creation of policies according to the national contexts are seen as desirable. Thus, the adoption of foreign and external models to evaluate ELT and ELLE in Colombia depicts a problem:


  
    	Colombia has standardized testing practices . . . that do not take into account the specific context, the historical background, or the resources of the students and that have a reference point in foreign and unfamiliar contexts. (Escobar Almciga & Gmez Lobatn, 2010, p. 134)

  


  For the above-mentioned authors, standardization has as reliable and faithful allies ELT tests and certifications. They maintain the mold in accordance with its brand Advertising Bilingualism as well as with the instrumental approach to ELT.


  
    	These products include the TKT [Teaching Knowledge Test] and ICELTS [In-service Certificate in English Language Teaching] for current and future teachers, the ICFES for school students, or the IELTS [International English Language Testing System], TOEFL [Test of English as a Foreign Language] or MELICET/MET [Michigan English Language Institute College English Test] for the general public. This [having several products] is how language teaching and learning in Colombia become a matter of meeting a standard, paying for and taking a language and teaching knowledge test, being certified, and advertising yourself as another available product in the free market. (Usma Wilches, 2009, p. 136)

  


  In Excerpt 6, these products constitute a cataphorical reference of tests and certifications, which illustrate the conception of examinations as goods available for sale to the public. With the exception of the ICFES national examination, the other international products charge hefty fees between 350,000 and 500,000 Colombian pesosapproximately 160-250 US dollars.


  Accordingly, the notion of tests and examinations in the service of standardization, and therefore, for the instrumental view of ELT and policies, has sparked more questions: Do they actually contribute to the intellectual, cultural, or language development of their clients? Or do they only amplify the notions of competitiveness, human capital, and knowledge economy?


  Exclusion of national knowledge, expertise, and minority groups. We have discussed that the mold has an instrumental view of language learning and its standardization. This, in turn, has shaped the NPB and Standards mold and favored the importation of discourses, models, and practices to regulate ELT in Colombia at the expense of national knowledge, expertise, and minority groups.


  The externalization and standardization processes have become the lid of the mold. It keeps the raw material within it, permits inserting the country into the economic trends in times of globalization and internationalization, and restrains the entrance of other elements. For instance, the exclusion of teachers and their knowledge is questioned below:


  
    	Even when there are human resources available and when there is a high unemployment rate, it is sometimes preferred to go the extra mile to hire foreign teachers. (Escobar Almciga & Gmez Lobatn, 2010, p. 136)


    	Undeniably, this standardization of language teaching and learning depicts a lack of trust in teachers, universities, and schools, and a move towards uniformity through stringent normalization and control. (Usma Wilches, 2009, p. 136)

  


  In Excerpt 7, the authors disclose a conflict: There is a marked preference to hire foreign native-speaker teachers, ignoring the experience, qualifications, and even a critical unemployment rate. This suggests a pre-established image of the teachers of English and the assumption that the foreigner speaks English better; thus s/he can teach it better, while the national teacher is underestimated and considered to have fewer capabilities.


  In Excerpt 8, Usma Wilches (2009) sums up the logic behind standardization. It reflects a lack of trust in the knowledge and expertise of teachers, which the government tries to diminish through homogenization.


  Teachers are not the only absentees in the mold of the NPB and Standards. vila Daza and Garavito (2009) claim that parents and their children do not know each other and explore the possibility of involving parents in English homework tasks. They pinpoint:


  
    	It is evident the lack of seemingly simple knowledge that parents and children have about one another. (p. 111)


    	All schools should make an effort to work collaboratively with parents to ultimately improve student achievement (Keane, 2007). Following this line of thought, this research emerged from the need to integrate parents in childrens school life. (p. 106)


    	The current world offers us many distractions to make family interaction less frequent every day. (p. 111)

  


  Excerpt 10 shows that the problem does not only emerge from the lack of interaction between parents and children, but also between parents and schools. Hence, collaborative work is desirable because it brings about improvement in students performances. For the authors, the current world, in Excerpt 11, may be regarded as a euphemism of the word globalization, which, in turn, may be a euphemistic word of westernization. Thereby, globalization has a negative connotation because it draws the family members attention away from the family itself, which boosts more fragmented interactions.


  Further absentees in the mold are minority groups, for instance, deaf people, indigenous communities, and students with minor resources. vila Caica (2011) expresses:


  
    	This . . . study . . . was carried out as an attempt to diminish the disadvantage of some deaf students who were immersed in a spoken-language environment that uses English as a means to cope with a growing amount of information useful for personal and professional purposes. (p. 132)


    	Deaf students manifested their necessity to learn the target language to cope with an increasing amount of written information in English and to communicate. (p. 140)

  


  In Excerpt 12, the author claims that her goal to conduct the investigation is influenced by an existential assumption3 about the condition of deaf students in regard to ELLE. For her, deaf people are often at a disadvantage in ELLE compared with their hearing peers. This is due to the English language having been conceived in recent years with an instrumental lens, which, at the same time, would ascribe them to globalization, as manifested in Excerpt 13. Thus, the author sees this gap between deaf people and their hearing peers as a social disadvantage that needs to be revised.


  The case of indigenous communities is also worrisome. Cuasialpud Canchala (2010) writes:


  
    	There are few opportunities for indigenous students to have access to education. (p. 138)


    	The levels of school desertion of indigenous students in Cauca, Antioquia, and La Guajira are relevant. . . . Of 12,243 students registered in 1998 in sixth grade, by 2003 only 1,199 got their degree in high school. The main reasons for this failure are . . . lack of money, low encouragement as regards studying, family problems, and cultural causes. (p. 137)


    	Indigenous students who come from a community in which Spanish is learned as a second language become bilingual. There are usually indigenous teachers who are also bilingual and who are prepared professionally in ethno-linguistics education. However, these teachers are usually not well formed . . . so the level of this second language might be low for this population too. (p. 139)

  


  Cuasialpud Canchala (2010) identifies three main problematic social conditions for English language indigenous students. First, the Colombian education system does not offer coverage for the whole indigenous peoples. Second, indigenous peoples school background is precarious. They have gone through a primary and secondary education of low quality, with few human and material resources. Third, indigenous students have to face multilingualism rather than bilingualism. In a first instance, they have to learn Spanish, and usually go to school without a high performance of the language, and then, they have to face a third language, English. Besides, teachers are usually not well prepared to teach Spanish and English from a multicultural approach.


  If communities are excluded from the mold, their native languages are also being excluded. Guerrero (2008) explains this in her analysis of the title of Standards:


  
    	Notice that by saying foreign languages the possibility of second languages is excluded, which in Colombia could be any of the indigenous languages spoken. This is the first hint that for the MEN indigenous languages do not represent any sort of capital, in Bourdieus terms; henceforth, not worthy of investment, incentives, promotion, etc. (p. 31)


    	English encapsulates and represents the ideal of foreign languages and it is more than enough working on it and ignoring other languages (Vlez-Rendn, 2003). (p. 31)

  


  In Excerpt 17, second languages nourishes the idea that indigenous languages spoken in Colombia are included. Additionally, the author identifies another image: for MEN, foreign language teaching must be oriented towards languages that represent a sort of capital. Therefore, English represents capital, globalization, and internalization and becomes the main reasoning to exclude other languages from the mold of Standards and the NPB.


  Reshaping the Mold: Coping With Teaching Realities


  Category one shows that linguistic policies such as the NPB and Standards represent a mold being manufactured by MEN and the BC, which wave a flag with its brand Advertising Bilingualism. The mold is characterized by the instrumentalization of language learning, and its standardization, both of which compose the lid of the mold, which allows the exclusion of national knowledge, expertise, and minority groups.


  This second category denotes the authors attempt to reshape the mold, so that it is malleable, more diverse, and inclusive. To do so, we require teachers empowering students to overcome barriers and acting based on guiding principles.


  Empowering students to overcome barriers. The empowering of students can be constructed through two strategies: Collaboration and creation of the classroom as a meeting place.


  Collaboration. Collaboration aims at strengthening the social dimension and building an inclusive society which combats discriminatory and segregating attitudes arising from molds. To do so, students, teachers, and parents work jointly to break down the barriers that may emerge. Thus, collaboration allows for healthy, spontaneous interactions, as expressed by vila Caica (2011):


  
    	The group of deaf participants showed some strategies for spontaneous collaborative work to help them develop self-confidence and effectiveness in their personal and group English process. (p. 143)

  


  Collaboration can emerge from the relationship between parents and children as well as parents and the educative center of their children. For vila Daza and Garavito (2009),


  
    	Teachers can attempt to promote that link by designing relaxed and meaningful tasks so that children and parents work together. (p. 106)

  


  Another type of collaboration may be the interaction between teachers and students in individual tutoring. This can increase students confidence and improve ELLE performances while bearing in mind students own paces and needs. Cuasialpud Canchala (2010) notes:


  
    	Individual guidance is a better tool to improve the English learning process. Students felt more confident when having a personalized environment or being in a group in which all of them started from the same level. (p. 140)


    	The tutoring was a pressure-free activity in which the student did not need to worry about grades. (p. 140)

  


  Collaboration is also crucial in blended learning (BL). BL is, in general terms, the combination of virtual instruction and face-to-face classes. EFL internet resources play an important role in ELT and ELLE as these allow collaborative work, enhance autonomy, and keep students motivated (vila Caica, 2011). As she found,


  
    	[BL] is not only useful for finding and sharing information, but also effective in helping individuals with special learning needs explore new learning environments in which they can learn through the use of their other senses and abilities (p. 133).


    	It is an effective way of making the English teaching process more practical and dynamic providing, at the same time, students with flexible schedules and new learning strategies. (p.144)

  


  The classroom as a meeting place. For the mold of the NPB and Standards, the classroom is a place for learning how to find a new job and better salaries. By contrast, a classroom in which teachers challenge the mold is a meeting place, where diverse cultures, communities, needs, and desires converge.


  
    	During the face-to-face sessions of the course, deaf learners demonstrated excellent group work skills and positive learning motivation. The course became a meeting place for some of them who belonged to different academic programs at the university and did not have frequent contact with their deaf peers. (vila Caica, 2011, p. 143)

  


  This inclusion of diversity in the ELT classroom allows the creation of friendly, pressure-free learning environments in which students work collaboratively, value and respect their peers, and are aware of self and others (vila Caica, 2011). The author notes:


  
    	The greatest benefit of this collaborative work was reflected in the friendly class environment and the willingness to work that most of the students showed. (p. 144)


    	The familiarity and casual atmosphere fostered students participation making them feel included, valued, and respected. (p. 144)

  


  Conversely, Escobar Almciga and Gmez Lobatn (2010) advocate for a multicultural approach to ELT. They suggest challenging the mold


  
    	by thinking about the concept of multicultural education, understood as the plurality of races, costumes, traditions and therefore language that have to be recognized and accepted (Solomon, 1988), just as in the case of minority languages, that claim for the right to be heard and respected without sacrificing their essence and identity. (p. 138)

  


  A multicultural approach has to be reflected by live and meaningful learning experiences that allow the recognition of the other as an equal individual. Escobar Almciga and Gmez Lobatn (2010) explain:


  
    	According to Rivilla & Domnguez (2005), for the development of intercultural education, culture has to be taken beyond the presentation of cultural items in the classroom: culture has to be embraced as a live entity that lets students go through the processes of understanding, synthesis and analysis, about cultural aspects that could be different from and yet, similar to ones own. (p. 138)

  


  Acting based on guiding principles. Empowering students to overcome barriers is not enough for reshaping the mold. We need to act based on guiding principles.


  Elimination of barriers. We have examined some barriers which emerge mainly from the mold (The NPB and Standards): the instrumental view of language learning (i.e., ELT and ELLE for economic advancement), the standardization of language learning (i.e., ELT and ELLE as a way to pay for tests and meet scores), and the most worrisome barrier, the exclusion of national knowledge, expertise, and minority groups. Nevertheless, other barriers need attention: those which emerge from social conditions that the manufacturers of the NPB and Standards make invisible because of their elitist conception of bilingualism. To mention some:


  
    	A great amount of Colombian children and adolescents do not have access to education.


    	Students in rural areas do not have the same living conditions as students from urban areas of the country.

  


  
    	The promoters of the PNB fail to acknowledge that not all children enjoy the same opportunities or access to education, especially in a society like the Colombian one afflicted by so many social and economic problems. . . . The disparity between living conditions in rural and urban areas is huge . . . therefore, the possibility of attending school and the quality of education available there vary enormously. (Guerrero, 2008, p. 36)

  


  
    	Public schools have less and poor resources in comparison to private schools.

  


  
    	The second assumption, that all students who attend public schools have access to the same kind and quality of material and human resources, is misleading . . . (Ayala & Alvarez, 2005). (Guerrero, 2008, p. 37)

  


  
    	Not all students have the same economic resources to have access to better resources for a better ELLE (Computer, access to Internet, etc.).

  


  
    	The other group of Colombian children, the invisible group for the PNB, students and non-students, will remain excluded from taking advantage of being bilingual (speaking English) because they do not have the economic resources. . . . A program like this will contribute to making the gap between the haves and have-nots bigger, to promoting inequality and injustice, and to maintaining the privileges of the very few (Vlez-Rendn, 2003). (Guerrero, 2009, p. 38)

  


  As a consequence of the barriers which emerge from both linguistic policies and social conditions in Colombia, we need to challenge and reshape the mold so that these inequalities diminish and students can enjoy successful learning performances. This may be the inclusion brand.


  Creating the inclusion brand. Reshaping the mold means, indeed, to create a new mold in ELT, and therefore, a new brand in which teachers take informed decisions and act on guiding principles to challenge the existing one (Escobar Almciga & Gmez Lobatn, 2010; Guerrero, 2008; Usma Wilches, 2009). The inclusion mold implies that new linguistic and educative policies, teachers, and educative centers adopt an ELT approach that recognizes: (1) the local contexts and necessities, (2) the local expertise and knowledge, (3) the right to be different, and (4) the duty to learn about/from other human beings.


  Conclusions


  The objective of this research was to examine the topic of inclusion in ELT in Colombia in regard to the policies that guide some authors articles published in the PROFILE journal. It became evident that the implementation of the NPB and Standards are the linguistic and educative policies that the authors are concerned with the most. The authors reveal that these policies are characterized by the instrumentalization of language teaching, its standardization and the exclusion of local knowledge, expertise, and minority groups. These features allow concluding that the NPB and Standards do not facilitate the promotion of inclusive practices. Nevertheless, we think the identification of sources of exclusion is a good place to start talking about inclusion.


  Inclusion in ELT means to recognize (1) the local contexts and necessities, (2) the local expertise and knowledge, (3) the right to be different and to have access to education of quality and equal opportunities, (4) the duty to learn about others, and (5) the students learning paces, desires, and needs. These ideas, plus the identification and elimination of barriers, motivate the authors to study matters concerning policies of inclusion in ELT and to change their practices to an inclusive brand.


  The authors remark that inclusion in ELT requires coping with teaching realities, students empowerment to overcome barriers, and acting based on guiding principles. Practices that promote collaborative work, individual guidance, blended learning, a multicultural approach to education, and the creation of the ELT classroom as a meeting place are key and enriching elements. Inclusive classrooms should be places where diversity converges, interacts, and constructs to promote students successful learning. Finally, acting based on leading principles entails putting into practice the elimination of barriersthose which emerge from linguistic and educative policies as well as those which emerge from the inequality in social conditions. Furthermore, it demonstrates teachers attempts to create opportunities for students, to help each other, and to construct meaning and knowledge.

  


  1ENDS stands for Encuesta Nacional de Demografa y Salud [National Survey of Demografic Health].


  2For 2015, only Issue 1 was selected.


  3Existential assumptions are defined as those assumptions about what exists (Fairclough, 2003, p. 55).
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  Eighteen Colombian English teachers participated in a course with an emphasis on gender and foreign language teaching in a Masters program in Bogot. This text describes the design, implementation, and the learning in this educational experience. The analysis of the course was based on a view of learning as a process of participation rooted in the praxis of English teachers classrooms. This experience reveals that gender is a relevant category in the frame of English language teacher education as it provides teachers with tools from a broader social and educational perspective. This reflection also leads to implications for teachers practices with a gender perspective.
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  Dieciocho profesores de ingls participaron en un curso con nfasis en gnero y la enseanza de lengua extranjera, en el marco de un programa de maestra en Bogot. Este texto describe el diseo, la implementacin y los aprendizajes que surgen en esta experiencia educativa. El anlisis del curso se basa en una comprensin del aprendizaje como el resultado de un proceso de participacin en la prctica de la enseanza de los docentes. Esta experiencia revela que gnero es una categora importante en el marco de la educacin de la enseanza del ingls, por cuanto aporta elementos desde una perspectiva social y educativa. Esta reflexin revela algunas implicaciones para la prctica de docentes sensibles a la categora gnero.
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  Introduction


  One of the major commitments that the field of Education has assumed in the last decades worldwide is the incorporation of the gender perspective. Education is the means by which it is possible to reach gender equity1 and foster gender justice and fairness (Connell, 2011; UNESCO, 2015). In this sense, Colombia, like many other countries around the world, has attempted actions such as improving access to education particularly for girls/women; however, this has not been enough to transform gender relations in the school. The school is considered one of the social places for the gendered cultural reproduction; therefore, it has been suggested that the gender perspective be incorporated into the teaching framework, the curricular contents of all subjects, and into all teachers professional development (Alcalda de Medelln & Subsecretara de Planeacin y Transversalizacin, 2010; Calvo, Rendn, & Rojas, 2006; Fuentes Vsquez & Holgun Castillo, 2006).


  Foreign language teaching contexts are not exempt from the responsibility of incorporating the gender perspective to help educational institutions battle gender inequities. These particular learning settings2 also display that meanings related to gender turn, in many occasions, into sexist practices, hegemonic ideas, or differential treatments that disfavor students learning experiences (Hruska, 2004; Litosseliti, 2006; Sunderland, 2000b; Pavlenko & Piller, 2001). Some researchers claim that language teachers should be more aware of aspects such as gendered discourses of texts/contents and issues related to power during class interaction, as this may help or hinder learning opportunities, language access, and meanings that students may learn about gender representations (Castaeda-Pea 2008b; Hruska, 2004; Litosseliti, 2006; Sunderland, 2000a, 2000b).


  Within this view, we argue that foreign language teachers should consider not only students linguistic knowledge, but also the knowledge students learn through language socialization processes taking place in classrooms settings. This knowledge is related to culture, values, beliefs, and issues of morality and respect (Duff & Talmy, 2011). Furthermore, some scholars and teachers in the field of second language acquisition (SLA), bilingualism, and foreign language education (Hruska, 2004; Litosseliti, 2006; Pennycook, 1999; Piller & Pavlenko, 2001; Sunderland, 2000a, 2000b) claim that gender and language in the foreign language classroom are relatively untheorized and unexplored. Therefore, these authors have strongly recommended practitioners to include gender in their work, practices, and research interests.


  Colombia presents some relevant research that points to the importance of gender in foreign language contexts (Castaeda, 2012; Castaeda-Pea, 2008a, 2008b, 2009, 2010; Durn, 2006; Rojas, 2012); nonetheless, these studies have not been tantamount to the inclusion of gender in English teachers professional development. Foreign language educators have been largely informed by SLA research which focuses on cognitivist approaches to language learning, leaving gender on the margins (Piller & Pavlenko, 2001). Unless teachers professional development (TPD) programs in teaching English as a foreign language (TEFL) education integrate gender awareness courses or seminars, English teachers will not be prepared to recognize ways in which gender meanings are transmitted and legitimated, and how gender inequities are (re)produced in their teaching contexts.


  Teachers are key agents of change within this process and, therefore, need to receive training in these matters during their teaching professional development (Connell, 2011; Esen, 2013). In order to contribute to filling in this gap in TPD in TEFL education and have it aligned with this educational commitment, we offered an optional course for in-service English teachers in a Master program in Applied Linguistics to TEFL in Bogot, Colombia, with a gender orientation. The objective with this course was to raise gender awareness within practices and contexts of teaching.


  This article accounts for this course experience; thus, in what follows we will present the theoretical and methodological considerations drawn for the design/implementation of the course. The analysis of this course experience will be presented from two perspectives: First, a reflexive analysis of the learning process that we as teachers of this course experienced in relation to the methodology and objectives we aimed for. Second, we will explain the scope the student-teachers (STs) displayed within their teaching contexts and practices in relation to the gender awareness they developed through the course.


  Theoretical Framework


  This section shows some relevant theories helpful to understanding the approach of this course with a gender orientation in the field of English teaching. We draw on the critical approach to reflect on and question English teachers roles in their daily praxis, and the components that should be included in the contexts of English teachers education. Another theory implied here is what Wenger (1998) termed communities of practice (CoP); this learning approach reflects the methodology and teaching decisions made in the framework of this course proposal. Finally, we will present the concept of gender as a category constructed through interaction with others, as well as its importance in light of the course of identities and language learning.


  Teachers Professional Development (TPD) From a Critical Approach


  There are various works that point to the teachers as actors that may reproduce gender inequality in educational scenarios (Calvo et al., 2006; Esen, 2013; Verma, 1993). This happens because teachers grow up in a society and transmit implicit and explicit values, expectations, and norms by means of which students are socialized to learn gender roles, gender relations, and gender behaviors and attitudes in society. Likewise, it has been claimed that teachers are fundamental agents to address and struggle gender inequalities in their teaching contexts (Calvo et al., 2006; Esen, 2013; UNESCO, 2015); for this aim, teachers should receive training in their professional development trajectory to help them gain gender awareness, reflect on it within the context of their practice, and find strategies to attempt to eliminate gender inequalities.


  In Colombia there have been some experiences of TPD and gender equity that show important findings and understandings but they have not been permanent experiences within the field of TPD (Calvo et al., 2006). Some of these experiences, reported in this state of the art by teachers of different areas of knowledge, were designed and carried out by The Gender School of Universidad Nacional de Colombia, Asociacin Distrital de Educadores (ADE), and the World Bank. Nonetheless, teachers continuing education has not incorporated gender equity in Colombia (Calvo et al., 2006, p. 1). This is one of the challenges that prevail in the TPD in this country (Daz Tafur, 2002). Therefore, it comes as no surprise that TPD for English teachers had not incorporated a gender perspective either.


  A state of the art about English teachers professional development in Colombia reveals that in-service teachers expect to find professional development programs that transform their working conditions, develop their teaching competence, and produce knowledge in areas such as classroom management, the teaching of values, and the relationship between the academic life and theirs/their students fulfillment. What seems interesting for this discussion is that most of these TPD programs focus mostly on the second expectation, the development of the teaching competence, while leaving the others aside (Crdenas, Gonzlez, & lvarez, 2010). Thus, for the purpose of including what TPD in TEFL education has been left out, the perspective of gender contributes to a great extent to enhancing the teaching practice. In this sense, critical theory becomes an important asset to analyze TPD in TEFL education; it calls for the acknowledgement that English teachers role is not merely as instructional teachers, learning how to teach English, and whose main concern revolves around developing students linguistic competence. English teachers also have social responsibilities as educators, that is, they need to understand the ways in which they are carriers of gender codes that reproduce inequalities and the ways in which hidden and formal curricula transmit and legitimate sexist behaviors, segregation, and discrimination (Calvo et al., 2006; Esen, 2013).


  Hence, in accordance with the importance of including a critical approach to TPD for English teachers, as it prevents teachers from falling into these instrumentalist views of their practice and broadens the horizon of their practice and roles as political and social teachers, we can see that educators need to approach learning not merely as the acquisition of knowledge but as the production of cultural practices that offer students a sense of identity, place, and hope (Giroux, 1992, p. 170). We situate this learning experience within the field of the critical approach since it furthers the view of English teaching aimed to understand and critique assumptions connected to power relations and cultural politics that cause inequalities and discrimination in TESOL settings (Pennycook, 1999).


  The Learning Perspective


  The methodology of this course is based on the premise that teachers learning is likely to be produced within their teaching settings and their particular conditions of work (Johnson, 2009). Thus, learning is seen as a process of meaning construction produced in peoples daily practices (Wenger, 1998). CoP underscores the importance of the practice by viewing it as the epistemological site where it is possible to define how people learn and the ways in which they develop knowledge of that community. From this standpoint, it is argued that the meaning(s) people produce out of their personal experience of engaging in those practices is what counts as learning.


  Accordingly, this view of learning helps us carry the tasks proposed to promote a meaningful learning within STs teaching contexts. This learning perspective turns into a tool allowing teachers to become more aware of gender within the exercise of theorize the practice and practice the theory (Bullough as cited in Diaz Maggioli, 2012, p. 12).


  Gender


  From a postmodern perspective and acknowledging the contributions of scholars such as Butler (1990) and Foucault (1992), gender is understood as a sociocultural category by which the issue of the body is connected to everyday social and cultural practices and discourses. Litosseliti (2006) describes gender as the social behaviors, expectations, and attitudes related to being male and female; she asserts that the features that have been designated to the sexual difference are cultural constructions, socially determined and alterable. Yet, for the design of the course, and with the objective of understanding gender inequities in education and the possibilities for transformation, we positioned this social category as discourses of multiplicities (Castaeda-Pea, 2009, p. 25).


  This pluralistic vision promotes the idea that there is not a particular masculinity, but masculinities; and there is no single femininity, but femininities . . . both masculinities and femininities constitute and reconstitute subjects establishing permanently changing asymmetrical relationships in contexts where they participate (Castaeda-Pea, 2009, p. 25). We believe understanding gender as discourses of multiplicities helps address the normalization of differential discourses and the endorsement of explicit and tacit ideas that cause gender inequalities. In other words, we can avoid centering our understanding of this category from a dualist and essentialist view of male/female, masculinity/femininity, or girls/boys, which favors the production of rigid, fixed, hegemonic, and often discriminatory connotations of how the genders should be or act.


  This vision of gender, among other issues that were part of the course, would eventually give STs some tools to understand language learning as a socializing process for the construction of gender subjectivity and the (re)production of gendered rules, relations, practices, and representations in the setting of their language classrooms (Litosseliti, 2006).


  Description of the Course


  Identity and Language Learning was one of the optional courses offered within the Master program for English language teachers in a state university in Bogot, Colombia. The course was implemented in the second semester of 2014. Although this Master program includes subjects related to social and cultural issues within the components of what in-service teachers should know, this was the first time a course with a gender emphasis was implemented in this graduate program.


  The Participants


  A total of 18 students, in-service English teachers, who are candidates in this Master program registered voluntarily to take this course. There were 13 women and five men; 10 teachers worked in state schools, three teachers worked in bilingual schools,3 four teachers worked in university programs, and one teacher who worked in virtual English online programs.


  General Objective


  A purpose of the course was for STs to be able to relate to issues of gender in their teaching environments. In other words, the course aimed at raising gender awareness and the relationship it had with their teaching practices and contexts. By enabling this, we planned to achieve the following specific goals:


  
    	To identify different ways in which gender has been tackled in English language teaching (ELT) contexts.


    	To increase knowledge about the issues research in the field of gender and language learning has pointed out.


    	To reflect upon the readings and relate them to their particular teaching scenarios.


    	To be inspired by other research works carried out by language teachers/researchers that evidence how they have dealt with or analyzed the category of gender in their teaching practices.


    	To identify and apply approaches, concepts, methods, strategies, and reflections in their own teaching practices by using the perspective they have acquired about gender.

  


  Teaching Approach


  As a result of the learning perspective adopted (CoP, Wenger, 1998) and the vision of participate and learn (Diaz Maggioli, 2012, p. 12), the teaching approach focuses on situating the STs gender awareness in real teaching conditions. Thus, STs participated through oral presentations and debates presenting their own opinions and reflections (there were written and oral pieces of work). There were guest speakers in some of the sessions; we thought it would be inspiring for STs to listen to some teachers who had researched gender issues in ELT contexts locally. Additionally, personalized tutoring sessions were offered for those STs who wished to get oriented in the practical tasks proposed in the course.


  Tasks


  Beyond the STs active participation in debates and oral presentations, we wanted to propose two important activities to achieve the goal of situating STs gender awareness in their teaching contexts. The first activity was a teachers journal in which STs observed their classes with the purpose of raising questions and problematizing those observations in the light of gender. The objective was to supplement what they had been reading in the course with what was actually going on in their classes.


  In the second task, STs conducted a small-scale research. STs could do this exercise either by choosing a topic of the content of the course that seemed interesting to them, or by using information or aspects of their observation journals that were important, meaningful for them to inquire more; they used research techniques to collect data (interviews, class observations, etc.).


  Contents and Resources


  Gender has been an issue of interest in the field of education in general; nevertheless, we attempted to focus this perspective on the area of foreign language learning/teaching. This program sought to show STs that gender has been an important issue in their professional context, and therefore English teachers should also be concerned with these types of matters as part of their responsibilities as language educators. We organized the contents into four areas of the teaching practice: gendered interaction, language teaching materials, class contents, and teachers pedagogy.4 Furthermore, the use of short videos, documentaries, and international and local research reports facilitated STs learning.


  Learning Outcomes


  These learning expectations were framed on the abilities that STs were expected to achieve through the two tasks.


  
    	To problematize their teaching contexts and practices in light of the gender category.


    	To exemplify the perspective that they have acquired about gender through their small-scale projects.

  


  Assessment


  Taking into consideration the pedagogical proposal, it is clear that we needed to take the STs products and their personal processthe presentation of their small-scale research projects, written reflections, observation journals, and their active participation in debates and presentationsas the means for the evaluation of the course.


  The following section will describe what happened during the implementation of this course, and whether the proposal was relevant for STs teaching practices.


  Learning Outcomes of the Innovation


  The outcomes of having implemented this cutting edge course are to be presented in two sections from which the issue of learning has a twofold effect; on the one hand, we will necessarily consider the courses teaching proposal: methodology, tasks, and contents. On the other hand, we will refer to the STs learning within the framework of this course. Both standpoints, learning with respect to the teaching proposal and STs learning, point to some important considerations for the field of English language teacher education as we will demonstrate through the discussion of this analysis.


  The data used for this reflexive analysis derive from three sources: firstly, some tutoring meetings audio-recorded with the STs through which we attempted to gain understanding of their personal perceptions, questions, and concerns with regard to the contents and the tasks of the course; secondly, a questionnaire that was applied at the end of the course (see Appendix); and finally, the different written assignments through which STs reflected on their understandings of the contents of the course and the connections they made within their own teaching contexts. In order to avoid bias or monopolize the interpretations of this reflection, we drew on the voices of different STs of this course so as to re-construct what took place through this learning experience.


  Learning With Respect to the Teaching Proposal


  We will start by considering some of the challenges that we faced when addressing the contents of the course. Thus, for example, the concept of gender was intended to be presented, as stated in the theoretical framework, from a social and cultural approach rather than a product of the biological difference. Nonetheless, we noted that some of the STs were initially relating gender with the concept of sexual diversity, as it is presented in the following extract taken from the final questionnaire:


  
    It is something totally ignored by most of teachers. For instance, I had never thought in the possibility or search gender issues in an English class. It sounded to me more refer to a psychological session to help a student to clarify his/her beliefs and positions towards his/her sexual orientation. What an ignorant I used to be!! [sic]
  


  Given the fact that gender and sexual diversity are part of the field of sexual identity, it is frequent that these two concepts are treated or understood as interchangeable or the same issue, but they are certainly not the same. As teachers of teachers (ToT), we learned through this experience that this confusion may cause tensions among the STs of the class, as there may be STs who are interested in approaching a gender perspective in their teaching scenarios but not willing to deal with issues of sexual diversity.5 This is something we find worth reporting, as this common misconception would need to be addressed directly and from the beginning of a future similar (or same) course in order to avoid ambiguity and confusion. As we became familiar with this confusion, we decided to incorporate a class session in which the differences between these concepts were briefly stated.


  Beyond presenting gender as a concept, we were expecting to help STs take note that gender is not a matter that is deemed to be the differences among boys/girls or men/women within the field of learning a foreign language. The next extract illustrates the way in which STs perceived this concept within their working context:


  
    I learned that gender does not necessarily happen from a male vs female or vice versa perspective. It happens among or inside femininities and masculinities in the exercise of power. In my research process, I was able to see particularly that boys dominated other boys, and girls were not necessarily the victims as they are usually seen in most of the cases.
  


  As it can be noted, gender is perceived as an issue that is co-constructed with others in the social interactions and, as this ST states in the extract, it happens in the exercise of power. This extract evidences that the ST was able to find how gender operated within the interaction of her students in class. Furthermore, this ST draws on the multiplicity frameworkwhen referring to masculinities and femininities (Castaeda-Pea, 2009)to acknowledge that there is not one masculinity or femininity but different possibilities to be and perform as a boy/girl. This understanding was important since differential frameworks often may not be useful to recognize issues related to power and inequality across and among femininities or masculinities (Pavlenko & Piller, 2001).


  Now we would like to refer to the methodology of the course and how STs responded to the pedagogical tasks we proposed. Certainly, this learning approach (situated in STs teaching settings) appeared to be a good proposal to achieve meaningful learning; however, what appeared to be right also gave rise to moments of frustration and confusion, as acknowledged by this STs response:


  
    It was a cocktail of emotions, many times I was confused and did not see the concept of gender anywhere; I thought it was something imposed. I lived moments of discouragement and confusion. However, the collaboration with the group and observing other studies cleared my doubts.
  


  This extract describes how some STs experienced the tasks of the observation journal and the small-scale research. As can be noted from the STs perceptionfeelings of discouragement and confusionthis is a rather complex task that cannot be achieved just by looking at the classroom. The complexity of this task stems from learning to sharpen the view with regard to what is tacit, what is taken for granted, and what is embedded in natural and routinized teaching/learning environments. This is also a challenging task due to the fact that it is hard to problematize issues that usually pass unnoticed, as we may believe this is just the natural way of these learning environments. We could actually feel the effort STs were making to try to identify gender issues in their English classrooms (classroom dynamics, use of materials, the curriculum, etc.). Nevertheless, we were also able to see from other STs samples that this was a process: It took some time for STs to acquire this gender view in their classes and understand the implications it brings to their practices.


  The fact that STs had to comply with these tasks, as part of the course demands, certainly increased the pressure on having to write their observation journals. For instance, there were three students who told us they were willing to do the task of the observation journal but they had not been able to find any specific moments or aspects in their classes related to gender and language learning. The strategy here in order to help STs with this task was to use other STs contextual samples in which gender was evident. We thought this strategy might lessen the confusion and discouragement, as STs could realize what their classmates were doing and how they were interpreting it. This was part of the CoP, where STs were able to share new understandings, doubts, and what they were learning in their classrooms with regard to this new perspective. Here we have one of the STs examples from the observation journal that we used in class to show these STs ideas of how gender could be identified in their class scenarios. The extract describes one event of a STs English class in which her pre-school students were learning different professions:


  
    But the it did not finished with the girls question, when she was presenting herself, she said My name is Michel, I am Pilot and I work at the airport and a boy raised his hand and told me: Teacher she did not do it right because she should have said flight attendant instead of pilot and the girl said I said it right because I want to be a pilota,6 and when she said that some children laugh at her and I asked them not to do that because she was right. . . . In this case, language shows that there is not differentiation in words for this occupation pilot is piloto or pilota7 (pilota is possible to say it in Spanish),8 my student felt angry about it; maybe she was feeling this was not fair, because she has the total right to be whatever she wants even though there is no female name for that. [sic]
  


  This excerpt shows when a ST recognized a gendered discourse. A gendered discourse is not as tacit or implicit as other types of classroom interaction issues. These discourses can be traced because they say something related to men or women. In this case, the ST notes how the use of this discourse produces power relations among her students creating discursive subject positions: Gendered discourses position women and men in certain ways, and at the same time, people take up particular gendered subject positions that constitute gender more widely (Sunderland, 2004, p. 22). What is interesting from this extract, besides helping the three STs who expressed difficulty writing in their journals, is that the ST who writes this journal entry can identify an unfair situation through gendered discourses of her English class. This leads us to think that through this observation task, STs were also problematizing gender in their contexts, as we had expected them to do.


  The evident anxiety in the STs process around this task cannot be avoided, yet we learnt that it may be reduced throughout the collaboration and dialogue with others. In this respect, Johnson (2009) highlights the importance of dialogic mediation and collaboration in the processes of teachers learning:


  
    Teaching as dialogic mediation involves contributions and discoveries by learners, as well as the assistance of an expert collaborator, or teacher. Instruction in such a collaborative activity is contingent on teachers and learners activities and related to what they are trying to do. (p. 63)
  


  During the classes, we opened spaces to share STs subjective experiences, understandings, and questions; they needed to be verbalized and analyzed in cooperation with other members of this CoP (Wenger, 1998). We perceived that there was a co-construction in the production of new meanings regarding these pedagogical tasks.


  Despite the complexity of the small-scale research and the difficulties that STs reported while doing it, we found that this task allowed them to become aware of the importance of a gender view in their teaching contexts. Several STs reveal in their oral and written reports that they managed to discover and learn different issues in terms of their roles as English teachers, their possibilities to use this information to make changes in their teaching practices, and the importance of these views for their teaching practices. Although the next section will present STs learning, Table 1 summarizes the themes addressed in STs small-scale research studies. All of them were analyzed with a gender orientation and comprised a fundamental element of analysis.


  [image: ]


  STs Learning Within the Framework of the Gender-Oriented Course


  This section will present some of the aspects that STs identified through their small-scale research exercises with respect to the gender analysis in their teaching contexts. The following extract illustrates not only what the ST discovers in her practice but also accounts for the STs ability gained through her research. This narrative account displays the moment of an English class in which teenage students coordinate a role play activity in the restaurant.


  
    The host in the entrance of the restaurant (classroom) was a boy, most of the clients were families (parents and children) there were not waiters just waitress, they were five, the cashier was a boy and the manager too, but the cooks were women, while the girls were working very hard, their dialogues were longer, the boys had the easier performance. However, boys had the best position taking into account how a restaurant works. In addition, talking about the clients, families, the wives went into the restaurant walking behind their husbands and they did not ask for the reservation, the boys were the clients who appeared in the reservations list. The waitress took the orders men first. Certainly, I saw that women had many responsibilities and organized everything, but they were not the bosses. On the contrary, boys enjoyed some privileges with a less effort. [sic]
  


  Unlike other examples in which gender is identified by explicit gendered discourse, this extract reflects that gender becomes an issue of reflection as the ST problematizes the way her students assigned gender roles that represent symbolically more advantageous social positions for boys than for girlsgirls played more domestic roles and did not have important social parts in the sketch, e.g., they held more back-stage responsibilities. We perceived in this interpretation an ability that the ST gained since this situation could have passed unnoticed if she had not drawn on a gender view to understand this situation which was due to the routinized dynamics of organization in these sorts of typical English class activities. This analysis allows one to understand that through these subtle forms of organization the legitimation and reinforcement of gender relations and gender social positioning arise. It is precisely these types of subtle interactions which impact the gender subjectivities in the school (Garca Surez, 2003). Furthermore, the ST manages to problematize two other aspects that are connected to girls/boys learning experiences: the ST finds that girls have more difficult and longer dialogues to learn, as well as more responsibilities in the organization of the role play.


  Another ST who explored his students social relationships turned his attention to a problematic situation in which he reported sexist discourses among students. As he describes in his final written report of the small-scale research, he observed behaviors and patterns related to gender that hinder[ed] and limited students participation in class. This ST comments that in a group activity, a boy had conflicts with the girls of his group, and questions the ST for having him work with girls. When the ST tries to inquiry what is going on in the group he obtains the following reply from the boy:


  
    Teacher: what is going on Camilo? Why dont you like that women talk to you?

    Camilo: I dont know, maybe it is chauvinism...I do not listen to women, not even to my mum.9
  


  In this particular situation, the ST describes some gendered discourses used by this boy in class that show sexist ideas that do not favor girls images to justify the fact of not having to work with them. The question that remains in this case is how teachers deal with these types of gender relations in class. Teachers cannot simply insist students work without having any conflict during their group work.


  Before discussing the learning acquired in this case, we will present another example related to the design of material that is connected to this reflection of the teachers role. One ST designed a story using role reversals to study the topic of professions and illustrate some gender stereotypes. The main character of her story is a man who is looking for a job as a housekeeper in Bogot. The ST wanted to expose her students to the idea that both women and men could be good housekeepers. From essentialist and patriarchal discourses, this is a job that is usually thought to be assigned exclusively to women/girls (Prez, 2012). At first, the ST was interested in learning the type of gendered discourses that emerged when her students read the story. However, the ST manifested that although her students produced gendered discourses, she felt she did not know how to react towards these stereotypical discourses, as she did not want to impose ideas on her students or judge her students imaginaries. As a result of this, this ST raises questions about her own role and the possibilities that might be available to her in order to promote more progressive ideas about gender beliefs and imaginaries.


  As part of the STs learning, we found that these two STs raised questions in relation to the ways they could address gender meanings that do not favor gender representations. STs realized that it was complex to react counter-hegemonically. We identify a concern towards this issue as they felt accountable for tackling those meanings that were taking place in their contexts. It would require that STs continue this process, as we believe it is through experience and in the exercise of their practice that teachers can gain expertise and a better understanding of how to deal with these responses in the classrooms. We also believe that the course did not directly provide STs with the tools to transform these situations.


  Yet, we find it valuable that STs acknowledged that their roles as English teachers should go beyond teaching a linguistic code. As a matter of fact, STs manifested an interest in becoming agents of change in ways to create equal opportunities for participation and generating more progressive discourses as part of their practices. The next extract shows this point:


  
    The project was then aimed at portraying gender positioning through the analysis of students and teachers daily interactions. As the findings showed a subordinated or disempowered group of students, boys and girls, who had apparent little human agency and were denied the possibility to access power and knowledge, a small pedagogical intervention was carried out in order to empower the powerless.
  


  This reply accounts for a STs experience in her small-scale project. Through this, the ST manages to notice unequal opportunities in students class participation. Based on this discovery, the ST created a pedagogical intervention (changes in her class participation dynamics) in which students who did not participate in class increased their opportunities in their class participation; as the ST says, she empowered them to do so. Hence, changes in teachers practices are shaped by teachers reflections and what they problematize in their classrooms, and not by the impositions of the methodology of the course. On this matter, this transformation in STs practice was a product of her own decision in the process and reflection during their participation in our course and her individual learning processes.


  Although we acknowledge the complexity of the course tasks, it was through the analysis of the data STs collected in their teaching settings that our participants started to discover particular things and meanings that had not been evident to them before. Hence, knowledge and abilities STs gained were not a product of empty readings or of trying to imagine what it would be like to consider gender as an analytical category for their teaching practices. These things learnttranslated in products such as the materials for TEFL, discoveries and reflections, and decisionswere produced in the engagement and the complexity of their daily practice (Wenger, 1998).


  Conclusions


  This course aimed at helping English teachers raise awareness on gender issues that occur in their classrooms or teaching practices. As a result of it, STs were able to achieve most of the learning objectives we had set up for this course. Thus, for example, STs managed to discover and identify some problematic situations that had usually passed unnoticed by them; for instance, aspects related to the identification of unfair situations, sexist discourses and behaviors, and asymmetry in class participation. These STs would not have been able to recognize all these problematic matters if they had not participated in this optional course and developed small-scale research in their teaching contexts. Consequently, we argue that English teaching education or TPD programs should turn their attention to these types of experiences to incorporate what is being left out, improve teachers reflection processes about their practice and role, and equip STs with the attitudes, skills, and the knowledge that they would need to work towards the goal of gender equity in the foreign language teaching contexts. The analysis of the data indicates that these courses prevent English teachers, as we explain in the conceptual framework, to fall into instrumentalist views of their roles as English instructors. STs broaden their perspective of their roles as English teachers embracing a position as English educators with a social responsibility; this can be perceived in this reply of the final questionnaire, where we asked them openly if they would recommend the course to other English teachers:


  
    I would strongly recommend it because we, teachers, must gain awareness on gender issues that underlie human relations in educational settings as well as the possibilities we have, as agents of change, to subvert socially constructed beliefs on gender that perpetuate social inequities.
  


  Likewise, we noted that STs learning implied, for some of them, to think of and implement strategies to avoid, for example, class participation imbalances. Nevertheless, we also observed that not all of the teachers were able to transform the issues they identified as problematic in their teaching contexts; this is meaningful within the teaching experience of this course as it allows reflecting on what is needed to be included in the course program. In this sense, we think that this course aimed solely to raise teachers gender awareness; but it did not incorporate an explicit agenda through which STs could learn skills for combating aspects such as sexist discourses, students gender imaginaries that favor a patriarchal view, or students attitudes in regard to certain unfair gendered meanings. For this reason, we think it would be relevant to offer another course in which STs are provided with the necessary support and follow-up so as to find practical solutions to transform the issues of gender inequality identified in their classes.


  Finally, it is important to assert that we do not intend to assume this teaching practice as a recipe for how and what to teach when considering a gender perspective in the field of TEFL. We are aware of the fact that there may be other ways to do this. Additionally, we expect to account for this course with the spirit and hope to initiate a debate, based on this experience, on what we think is meaningful and important in order to include the gender perspective within the field of TPD programs in TEFL. Unless this perspective starts occupying a more privileged place in research, theory, and in this current academic communitys attention, this field of English teachers education will remain gender blind and the possibilities to attempt to achieve gender equity in English teaching classrooms will continue being just isolated experiences in which only a few English teachers will engage.

  


  1The terms gender equity and gender equality tend to be used interchangeably; there has not been a general agreement on the difference of these two concepts. Nonetheless, gender equality is the result of the absence of discrimination on the basis of a persons sex in opportunities and the allocation of resources or benefits or in access to services. Gender equity entails the provision of fairness and justice in the distribution of benefits and responsibilities between women and men (UNESCO, 2010, p. 17). Some people see the concept of equality as a more general objective, and equity is understood as a stage or strategy to achieve the first one (UNESCO, 2015). We will use here the term gender equity.


  2Although this is not inherent only in foreign language classrooms as gender permeates other educational spaces and social settings outside the classrooms.


  3Bilingual schools refer here to schools that teach subjects in English and Spanish.


  4If the reader is interested in getting a deeper understanding on this, then a review of the following references will be useful: Hruska, 2004; Litosseliti, 2006; Norton and Pavlenko, 2004; Sunderland 2000a, 2000b.


  5The aim of this course did not involve dealing with sexual diversity issues.


  6The girl uses the word pilot in English but applies a grammar rule of Spanish which consist of adding the vowel a at the end of the word to reflect a female connotation.


  7What the teacher means here is that in English the word pilot is sexless, and that is why it is possible to think of this occupation for men and women.


  8The word pilota does not actually exist in Spanish.


  9Our own translation from the final small-scale research report.
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  Appendix: Final Questionnaire


  We would like to ask you some questions about the course we have just finished. This is not part of your evaluation process, thus it is important to be as clear and honest as possible.


  
    	What meanings or new discoveries were you able to make throughout the course?


    	How can we perceive gender in our own teaching environments? Provide examples.


    	If you had to tell someone what this course was about, what would you say?


    	Would you recommend the course? Why?


    	What lessons learnt, if any, did you construct by means of your research process?


    	How did you feel throughout the development of your small scale research project? Engaged, frustrated, motivated, and other? _________. Try to explain why you felt like this.


    	What type of difficulties will English teachers encounter if they are to have a gender perspective in their teaching practices or in their learning environments?


    	Do you feel that what you learned in this class is transferable to your teaching practice? If so, why?


    	Will you keep gender in mind when teaching English?

  


  Thanks for your answers!!!
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  The reconfiguration of geographical and cultural boundaries has caused a growing concern among countries in regard to raising awareness of the importance of educating people to become citizens of the world. The language classroom seems to be the ideal place to incorporate the teaching and learning of global citizenship education, given its cross-cultural nature. This article intends to analyze the potential opportunities for the development of global citizenship education in the English as a foreign language classroom through a documentary analysis of the national standards and its connection to the national citizenship competences standards and the UNESCO global citizenship education topics and learning objectives. Finally, important recommendations are given to foster global citizenship in the English language classroom.
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  La reconfiguracin de fronteras geogrficas y culturales ha causado una creciente preocupacin entre los pases sobre la importancia de educar a ciudadanos del mundo. El aula de lenguas parece ser el lugar ideal para incorporar la educacin para la ciudadana global debido a su naturaleza intercultural. Este artculo busca evidenciar las oportunidades potenciales para el desarrollo de la educacin para la ciudadana global que pueden darse en el aula de ingls, a travs de una revisin documental de los estndares bsicos de esta lengua y su conexin con los estndares de competencias ciudadanas y los temas y objetivos de aprendizaje de la educacin para la ciudadana global de la UNESCO. Finalmente, se brindan recomendaciones importantes para potencializar la ciudadana global en el aula de ingls.


  Palabras clave: ciudadana, competencias, educacin para la ciudadana global, ingls como lengua extranjera, globalizacin.

  


  Introduction


  Living in the 21st century poses a series of challenges for societies. The world is now more connected than ever before, allowing the possibility for socio-cultural exchanges amongst people from different countries and backgrounds. Societies have become more aware of the variety of cultures that exist around the world, and individuals are being encouraged to embrace diversity at many new different levels. The reconfiguration of geographical and cultural boundaries has led to the redefinition of the notion of citizenship and the increased need to raise awareness about the importance of educating people as citizens of the world (Evans, 2016).


  Education stakeholders, especially teachers, have the responsibility to contribute to students development of global citizenship skills and values, but in order to do that; they need to be global citizens themselves prepared to integrate global citizenship knowledge, skills, and attitudes in their lessons. On the global scale, UNESCO has recently published a document that provides guidance on how to implement global citizenship education (GCE) in the classroom (UNESCO, 2015).


  In Colombia, important efforts have been made to incorporate citizenship education in the school curricula. For instance, the Ministry of Education (Ministerio de Educacin Nacional [MEN], 2004) issued the standards for citizenship competences. Some schools have introduced a new subject called competencias ciudadanas (citizenship competences) or ciudadana (citizenship), and others have tried to incorporate the standards in all subject areas transversally. Nevertheless, traditionally, the connection between English language teaching (ELT) and GCE has not been a point of concern, even though the foreign language classroom seems to be the ideal space to develop global citizenship (Birch, 2009; Guilherme, 2002), and to create opportunities to strengthen local identity and foster understanding, tolerance, and acceptance of diversity at local, regional, national, and international levels. This is especially relevant for Colombia at a time when the country is struggling to become an increasingly active participant in the world scenario, and also to reach a peaceful resolution to years of violence and confrontation.


  In this article, I will present an analysis of the relationship between GCE knowledge, skills, and attitudes, and the Colombian English as a foreign language (EFL) standards. Thus, I will first give a brief overview of the notion of citizenship throughout history. Then, I will describe the concept of citizenship education and how GCE has developed up to the present. After that, I will concentrate on analyzing citizenship education opportunities in the EFL curriculum, more specifically as prompted by the EFL Colombian standards. Finally, I will present conclusions and some recommendations regarding the potential of the English classroom as the central scenario for the development of GCE.


  Literature Review


  Notions of Citizenship


  The concept of citizenship is not univocal. It has evolved throughout history, taking a plethora of meanings across societies. The history of citizenship goes back to very ancient people such as the Athenians, Spartans, and Romans (Horrach, 2009; Preuss, 2003). Then, the French Revolution marked another important milestone in the history of citizenship. Civil mobilization by the middle class, who requested the right to participate in political decisions, caused a change of perspective about who was considered a citizen both within and beyond French borders (Horrach, 2009).


  Nowadays, citizenship has permeated not only historical but also political and educational discourse acknowledging the importance of citizenship for the development of healthy societies. However, what is understood by the term citizenship? Many different definitions can be found in the literature (Dagnino, 2005; Horrach, 2009; Prez, 2002; Preuss, 2003).


  A superficial definition of citizenship, synonymous to nationality (Horrach, 2009; Kerber, 1997) can be found in the dictionary: someone who legally belongs to a particular country and has rights and responsibilities there, whether they are living there or not (Pearson, 2008, p. 305). Nevertheless, being a citizen in the post-modern world has come to include many other dimensions that include legal, political, social, cultural, and identity-related ones (Preuss, 2003).


  Furthermore, a spectrum of different views on citizenship can be found in Dagnino (2005), where a superficial notion of citizenship, that is, citizens as the population of a state, inhabitants, or bearers of rights can be found on one end; the notion of citizenship participation, namely the right that people have to participate in public affairs could be placed in the middle; and radical conception of citizenship is put at the other end of the spectrum, which advocates for citizen involvement in decision-making about, for example, public policies, or even distribution of the national budget. Dagnino points out that the notion of citizenship is highly permeated by particular configurations of society, power, state, and history.


  More recently, the role of citizens has been redefined to fit neoliberal or capitalist agendas (Dagnino, 2005), positioning them either as producers or consumers. There is evidence, then, that the term citizenship has become more and more ambiguous as different political, economic, and private interests use it for their own purposes.


  In sum, the notion of citizenship has evolved with the development of societies throughout history. Nowadays, citizenship is in the center of international debates about human development, education, and the future of humankind. Schools are entitled to work towards the education of good citizens, able to critically participate in the democratic construction of societies, with a sense of identity, able to work with others and to make responsible decisions about themselves and the environment (Delors, 1996; Kymlicka, 2001; UNESCO, 1990). This responds to the principles emanating from the Universal Declaration of Human Rights, which calls for understanding, tolerance and friendship among all nations, racial or religious groups (Article 26).


  In accordance with this, Delors (1996) pointed out that the role of education is to help to build a more solidary world...in a way education should contribute to the birth of a new humanism, with an essential ethical component and ample space for knowledge and respect of cultures and values of different civilizations (p. 53).


  The education for citizenship debate has been illuminated by a series of multinational statements such as the UNESCO Declaration and Integrated Framework of Action on Education for Peace, Human Rights and Democracy (UNESCO, 1995), and with a series of aims related to the development of informed and critical citizens. This fact has led to the development of national policies and projects aiming at peaceful conflict resolution, recognition and acceptance of diversity, and protection of the environment, among others.


  All in all, the centrality of citizenship education in todays society is widely recognized. However, policies are sometimes not enough to materialize the development of citizenship skills and attitudes at school or in daily life scenarios.


  Global Citizenship Education


  In recent years, the issue of citizenship education has been expanded to that of GCE, also known as cosmopolitan, multicultural, universal, planetary, and/or virtual citizenship (Evans, Ingram, Macdonald, & Weber, 2009). UNESCO has played a pivotal role in defining and highlighting the importance of GCE, especially after the adoption of the Global Education First Initiative (United Nations, 2012), in which fostering global citizenship is one of the three educational priorities. Besides, GCE plays an important role in the UNESCO Education Strategy 2014-2021 (UNESCO, 2014a), in which the second objective is empowering learners to be creative and responsible global citizens (p. 31).


  GCE has been taken as an umbrella term that comprises earlier developments on education as the basis to achieve sustainable development, peace, values, civics, human rights, global education, intercultural awareness education, environmental education, education for social justice and equity, among others (Evans et al., 2009; Tawil, 2013).


  The first attempt to consolidate a definition of GCE and the need for its implementation was made public in the synthesis Global Citizenship Education: An Emerging Perspective, a document elaborated by UNESCO and the Republic of Korea (UNESCO, 2013). This states that the main aim of GCE is to empower learners to engage and assume active roles both locally and globally to face and resolve global challenges and ultimately to become proactive contributors to a more just, peaceful, tolerant, inclusive, secure and sustainable world (p. 3). In 2014, UNESCO published the first official document on GCE titled Global Citizenship Education: Preparing Learners for the Challenges of the 21st Century (UNESCO, 2014b). This is a more comprehensive document that provides useful information on what GCE is and how it can be put into practice.


  In order to provide guidance to implement and assess GCE in the classroom, UNESCO launched the Topics and Learning Objectives for Global Citizenship Education in 2015. It explains how GCE involves three core conceptual dimensions: cognitive, socio-emotional, and behavioral. These are defined as follows:


  
    	Cognitive: To acquire knowledge, understanding, and critical thinking about global, regional, national, and local issues and the interconnectedness and interdependency of different countries and populations.


    	Socio-emotional: To have a sense of belonging to a common humanity, sharing values and responsibilities, empathy, solidarity, and respect for differences and diversity.


    	Behavioral: To act effectively and responsibly at local, national, and global levels for a more peaceful and sustainable world. (p. 15)

  


  The UNESCO initiative on GCE has been built, as suggested before, upon previous developments in this respect (peace building, civics, and sustainable development, among others) (see Evans et. al., 2009; Oxfam, 2006).


  What started out as an initiative of individual countries has now become a multinational organizations agenda. However, practicing GCE poses a series of challenges. One of them, perhaps the most important one, is precisely how to take GCE from paper to reality. That is, how to teach it and how to verify that students are actually internalizing it. Undoubtedly, the guidelines provided by UNESCO provide useful ideas for the implementation and monitoring of GCE. However, more studies on how they are applied and used in the classrooms need to be done, and results shared with the different stakeholders to value their actual impact.


  Citizenship Education in Colombia


  Colombia is located in the Northwest region of South America. With over 48 million people, Colombia has the third largest population in Latin America. The country has a social and democratic political structure, with a presidential form of government. Education in Colombia officially consists of three levels: Transicin (pre-school) and Bsica primaria (elementary school), which covers six years, and to which students access at the age of 5 and exit at the age of 11; Bsica secundaria (secondary school), which goes from 6th to 9th grades; and Media vocacional (high school), which covers 10th and 11th grades. Students finish high school at the average age of 16. Colombian public education system is free and is usually accessed or utilized by students in the lower social classes. Middle- and high-class children regularly go to private schools, some of which offer bilingual education in English and Spanish. All schools in Colombia are monitored and measured through the same standard test that is called SABER. This test is applied at different times in the school system (3rd, 5th, 7th, 9th, and 11th grades), and results and rankings are analyzed and shared with the community. Students are tested in mathematics, critical reading, social studies and citizenship, science, and English. With this test, results are also reported in two sub-sections: citizenship competences and quantitative reasoning (ICFES, 2015).


  Colombia has been cited as an example of integration of citizenship education in the school curriculum, together with countries such as Canada, England, Australia, The United States, The Philippines, Brazil, and Costa Rica, among others (Organizacin de Estados Iberoamericanos para la Educacin, la Ciencia y la Cultura, 2014; UNESCO, 2015). It is undeniable that efforts have been placed on promoting the development of citizenship knowledge, skills, and values in the country, first with the publication of the Basic Standards for Citizenship Competences (MEN, 2004), and more recently with the law enforcing the creation of a peace chair (Ctedra de la Paz) in 2014 and the corresponding regulating resolution in 2015.


  The Standards for Citizenship Competences aim at developing the necessary knowledge and skills (cognitive, emotional, and communicative) to participate democratically in society, value pluralism, and build peaceful living together (MEN, 2004). According to Jaramillo (2008), the Citizenship Competences program is not based exclusively on the acquisition of knowledge of democracy and citizenship. Beyond that, the emphasis is placed especially on the development of skills, attitudes, actions, and reflections that foster peace and living together, promote democratic participation and responsibility, and strengthen cultural, social, genre differences, among others (p. 66). Ruiz and Chaux (2005) had supported these ideas when they stated that citizenship competences are evidenced through practice, in the exercise of citizenship (p. 32). That is, citizenship education seeks to promote autonomous citizenship action. They define citizenship competences as the set of cognitive, emotional, and communicative-integrated capacities and abilities related to basic knowledge (contents, procedures, mechanisms) that morally and politically orient our citizenship action (p. 32).


  This governmental initiative encourages a cross-curricular approach to the implementation of citizenship education. That is, the responsibility of putting into practice the standards and competences established is shared among all the subjects of the curriculum, as well as by the different stakeholders (administrators, teachers, students, family, etc.). The citizenship competences proposed have been classified into three macro-groups: peace and living together; democratic participation and responsibility; and plurality, identity, and valuing of the differences. Each of these groups represents a fundamental dimension for the exercise of citizenship and contributes to the promotion, respect, and defense of human rights, present in our Constitution (MEN, 2004, p. 12). At the same time, the competences have been categorized into five types: knowledge, cognitive, emotional, communicative, and integrative. Considering this categorization, the document presents teachers, students, and families with a list of standards that go from 1st to 11th grades of the Colombian school system. Based on the decentralization of the Colombian education system and the autonomy schools have to build their curricula to fit their context, implementation of the standards varies from school to school. Some of them have decided to incorporate a separate class called competencias ciudadanas (citizenship competences) or ciudadana (citizenship) that is usually placed within the Social Sciences area or department. Some others have incorporated them, as the document suggests, as a cross-curricular endeavor.


  As for the Peace Chair, it was created by law 1732 of 2014 and later regulated through a corresponding decree, which stipulates that schools should develop at least two of the following topics in this class: (a) justice and human rights; (b) sustainable use of natural resources; (c) protection of cultural and natural wealth of the nation; (d) peaceful resolution of conflict; (e) bullying prevention; (f) diversity and plurality; (g) participation in politics; (h) historical memory; (i) moral dilemmas; (j) social impact projects; (k) history of national and international peace agreements; (l) life projects and risk prevention.


  With respect to the evaluation of the Peace Chair, the decree announces that the objectives related to this class will be included in the national SABER test as part of the Citizenship Competences section, starting in 2016.


  The two regulations mentioned above might be regarded as complementary; however, the Standards were intended to be implemented through a cross-curricular approach, while the Peace Chair is clearly proposed as a separate subject.


  In its efforts to foster civic and citizenship education, Colombia has also taken part in different international studies since 1999. More recently, between 2008 and 2009, the International Association for the Evaluation of Educational Achievement conducted the International Civic and Citizenship Education Study (ICCS) across 38 countries in the world. The study ranks students in levels 1 to 3 according to their performance on the civics and citizenship component of the test. The results of this study show that there is still a long way ahead for Colombian people to achieve international standards for citizenship education. For example, in the area of civic knowledge, Colombia ranked 29 out of the 38 participating countries, with an average score of 462 (38 points below the ICCS average) (Schulz, Ainley, Fraillon, Kerr, & Losito, 2010). On the other hand, most of the students who participated in the test scored at level 1 (36%) and below level 1 (21%). Level 1 is the most basic level in the study. Students at this level are familiar with the democratic principles of equity, social cohesion, and freedom, and they relate those principles to everyday situations. Only 11% of the Colombian students tested obtained results equivalent to the highest level of performance (level 3). At this level, students should be able to make connections between processes of political and social organization, and the legal and institutional mechanisms used to control them. They should also generate precise hypotheses about citizen motivations, and evaluate political stances based on their underlying principles (ICFES, 2011).


  Citizenship Education in English as a Foreign Language


  As has been stated throughout this article, school plays a major role in educating world citizens. This includes all subjects in the curriculum, and especially English as a foreign language. Foreign language classrooms seem to be the ideal place to foster the development of global citizenship, due to their cross-cultural nature. Guilherme (2002) supports this idea by affirming that,


  
    the political, economic, and social contexts our future citizens will have to come to terms with demand a notion of citizenship education that is more flexible but, at the same time, more empowering and, for this purpose, it is foreign language/culture education that helps facilitate intercultural communication among citizens in multicultural societies and in a global world (p. 166).
  


  In her view, the language classroom should be a place where the Self, the Other, and the world are in constant interaction through a critical view, allowing cross cultural and social boundaries to expand and hopefully encouraging students and teachers to become more participative in democratic and political societies.


  Oxfam (2015), in its guide for teaching English and global citizenship, states that


  
    a Global Citizenship approach [to English teaching] provides the meaningful wider contexts necessary for language and literature to be fully understood. It enables learners to appreciate a range of perspectives, exploring how texts from different social, historical, and cultural contexts influence values, assumptions, and a sense of identity (p. 1).
  


  Teaching English through a GCE perspective, at the same time, will allow students to become more critical about their role in the world, and about how to build empathy and positive relationships with others, which should be one of the ultimate goals of foreign language education.


  In order to contribute to the education of world active citizens, foreign language education in Colombia should be articulated to the GCE international goals and objectives, and to the national citizenship competences standards. The following analysis will try to show potential gaps and opportunities for their integration and some recommendations will be provided for the promotion of GCE development in the English classroom.


  Analysis of the National Standards


  The Colombian standards for foreign languages: English, is a document that was published by the Ministry of Education in 2006, with the objective of contributing to the education of citizens capable of communicating in English, with internationally comparable standards (MEN, 2006). Just as in other subjects, the EFL standards constitute clear and public criteria that allow the establishment of the basic quality levels that children in all regions in Colombia have the right to achieve (MEN, 2006). The standards were established by a group of teachers from around the country. They are based on the Common European Framework for Reference (CEFR) and they present can do type statements for elementary, secondary, and high school education in five skills (listening, reading, writing, monologues, and conversation). The aim is to take students from an A1 to a B1 level throughout the education system.


  Although this document has received some criticism from the Colombian academic community (see Ayala & lvarez, 2004; Barletta, 2009; de Meja, 2011; Guerrero, 2010; Guerrero & Quintero, 2009; Snchez & Obando, 2008; Vargas, Tejada, & Colmenares, 2008; among others), in this article I intend to move beyond criticism in order to provide some conclusions about the opportunities to incorporate GCE in light of the current language policy and suggest some course of action for the actual fostering of GCE in the EFL classroom.


  The analysis of the standards was data-driven and done in three steps: First, I carried out a meticulous reading of the standards to identify any explicit opportunities for the teaching of citizenship education. The standards found were classified on a table. Then, I analyzed the national Citizenship Competences Standards (CCS) and found some that could be associated with each of the EFL standards in the table, specifying the grade in which it is supposed to be developed. Finally, I went through the GCE dimensions (as explained in the Global Citizenship Education section) and also found connections between them and the EFL standards.


  The result of the analysis is divided into three sections: General Findings, the Role of Reading in the Colombian EFL Standards, and Standards That Can Potentially Help Develop GCE depending on how teachers approach them.


  General Findings


  There is very little evidence of the possibility of developing GCE if practice adheres strictly to the standards. Here are some of the most interesting findings of the analysis:


  
    	The EFL Colombian standards do not explicitly refer to the development of global citizenship competences. Furthermore, most of the intercultural and critical aspects of learning a language are not considered in the standards. As mentioned before, attention and fulfillment of the standards alone may not contribute to fostering GCE in the English classroom.


    	When standards do promote some traits of citizenship, they refer to some themes of the socio-emotional domain of learning (UNESCO, 2015). Some examples of this are shown in Table 1.
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  On the other hand, very few themes from the cognitive domain and none from the behavioral were found. This could be considered as a limitation of the Colombian standards, neglecting knowledge and action, which are vital for educating real active global citizens.


  
    	The standards that foster some traits of citizenship development are those associated with the sociolinguistic competence.1 However, they reflect a superficial notion of global citizenship. In Gogolins (2011) words, these standards address the first skill level of intercultural education, key to GCE, namely, knowledge on phenomena in which cultural, linguistic, and social diversity is expressed (e.g., clothing, food, daily routines, names, ways of talking, rituals or other religion expressions, festivals, holidays, etc.) (p. 3). Table 2 shows examples of this.
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  As can be noticed from the examples in Table 2, although there is a connection between the standards and the theme, this connection is superficial and will not ensure the achievement of the learning objective related to the different levels of identity.


  Most traits of global citizenship development present in the Colombian EFL standards target the pre-primary and lower primary learning objectives (UNESCO, 2015) and primary citizenship standards for (early) primary grades (Colombian Citizenship Standards). Table 3 shows some examples of this.
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  As can be observed, the standards related to GCE for the upper secondary grades reflect very basic skills in terms of global citizenship. This may be related to the fact that students language level in English is not very high and the assumption that more sophisticated citizenship standards can be achieved with better command of the language. However, it is important to ensure that the tasks performed by students are also at their appropriate cognitive level. The analysis suggests that students are not likely to reach a critical and profound development of GCE in their English lessons.


  The Colombian EFL standards seem to be more connected to the UNESCO GCE Topics and Learning Objectives than to the Colombian Citizenship Competences. If the purpose of establishing the Colombian Citizenship Competences in 2004 was to permeate all areas of the curriculum, then the connection between these and the specific areas standards should be more visible or explicit.


  The Role of Reading in the Colombian EFL Standards


  There is a tendency to use reading as the starting point to expose students to texts that will awaken their interest in global issues (Jordo & Fogaa, 2008; Nakamura, 2002; Porto, 2014; Tarasheva, 2008). Departing from there, teachers can of course enhance the development of all the necessary language skills. The analysis of the standards showed that they are not stated in a way that will favor the development of GCE. In other words, reading is considered to be something students should enjoy (1st-3rd grades); a habit for students personal and academic enrichment (6th-7th grades); an important activity in students life areas (8th-9th grades); a means for acquiring information about different disciplines (10th-11th grades). However, there is no reference to reading as an opportunity to discover other worldviews, subjectivity, global problems; or to understand conflicting or complex messages, or equality or discrimination concepts, among others.


  Standards That Can Potentially Help Develop GCE


  Some standards are not clearly stated to develop citizenship education but could be used to do so depending on how the teacher uses them or on the topics s/he chooses to work on. Some of these are shown in Table 4.
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  The standards in Table 4, and other similar ones, might help to develop GCE if the teachers decide to include topics, materials, and tasks that promote students involvement in and response to global issues related to intercultural, environmental, identity, and social problems, among others. It is important to emphasize here that it does not only depend on the content but also, and perhaps more importantly, on the tasks that students are called to perform. Let us not forget that GCE is suggested to be tackled not only from the cognitive, but also from the socio-emotional, and more profoundly, from the behavioral domain of learning; that is, from the actions that students can actually take to transform their reality, and hence, the world.


  Conclusions


  GCE is regarded as a vital goal in all educational settings nowadays. This notion has evolved throughout history and has been established as an umbrella concept to embrace intentions to educate people to be able to interact with dynamic global issues related to environmental care and sustainable development, intercultural relationships, identity, and peace building, among others. This article presented an overview of the evolution of the notion of citizenship and citizenship education in Colombia up to the present with the purpose of analyzing the possibilities of GCE in a specific subject area, such as EFL teaching. An analysis of the integration of GCE goals and objectives in the Colombian EFL standards was made in order to reflect on the possibilities for Colombian English education to take a central and innovative role in the development of GCE as part of an area of the curriculum that is not necessarily linked to social studies.


  The analysis done of the EFL standards revealed some discrepancies between the objective of educating competent citizens throughout the school curriculum in Colombia and the prevalence of the objectives of EFL teaching mostly targeting goals. The analysis revealed three main findings: Firstly, the official documents could have a more explicit approach towards the incorporation of GCE in a subject like foreign language, where self-identity and acceptance of others play such a crucial role. Secondly, the opportunities for citizenship education in EFL are targeted to the lower-level skills proposed in the national CCS. Finally, reading seems to be the skill through which GCE is usually suggested to be developed. This is coherent with a worldwide tendency of planning and implementing GCE programs through critical literacy.


  After completing the analysis mentioned, the following conclusions could be drawn:


  
    	Basic competences standards in Colombia have been published as guiding documents for schools curricular organization in the most important subject areas, including English. That being stated, if citizenship education is to become a core goal of the school system, and developed throughout all areas of the curriculum, then all subject standards should clearly reflect a connection between citizenship education and subject areas goals and objectives. In this train of thought, there should be some considerations for reviewing the standards with the purpose of making citizenship education visible and feasible in the classroom.


    	The EFL classroom should be an important place for the development of GCE due to its possibility of allowing students to explore diverse identities and cultures. Then, an appropriate content and methodology of the English lessons should be chosen in order to make GCE an everyday issue in the classroom. Undertaking citizenship education means departing from the traditional teaching of grammar patterns and vocabulary. The interaction patterns inside the language classroom should also be a rehearsal of democratic and respectful relations that can later be replicated outside the school.


    	In order for GCE to become a reality in the English classroom, teachers should be educated to become global citizens, as well as to be able to promote GCE in the classroom. Teachers should be provided theoretical and methodological tools with which to teach English and promote GCE at the same time. This includes dealing with contents and concepts related to citizenship values, attitudes, and actions to introduce positive changes and relations with others. The need to include GCE topics and learning objectives in the pre-service teacher education programs is imminent.


    	Human relations are built around language, and foreign language education is mainly about using language that enables relations with others that are distant and different from us. Therefore, foreign language education should provide opportunities to reflect on the language we use and the effect it has on others. Helping students to become aware of their linguistic choices (language to empower oneself and others, to avoid disempowering others, to establish healthy and fair relationships, etc.) in order to interact with others is also key for GCE development.


    	Finally, it is important to encourage or support research on how to teach and evaluate GCE in the EFL classroom, and on the impact of pedagogical proposals for the development of citizenship skills and attitudes.

  


  One last optimistic claim can be made about the integration of GCE in EFL, and it is the fact that, in 2015, the national government started the design, piloting, and implementation of a suggested National English Curriculum. The first part of this curriculum, corresponding to secondary education, was released in January 2016 and its most important principles are based on diversity, equity, and citizenship. This is definitely one initiative that could impact the development of GCE if a process of teacher education and follow-up is carried out. Of course, research on this issue will have to be done to analyze how the curriculum works in the reality of the Colombian EFL classrooms.

  


  1The Colombian EFL standards are classified in three sub-competences to match the CEFR: linguistic, pragmatic, and sociolinguistic competences. The sociolinguistic competence refers to the knowledge of the social and cultural conditions that are implicit in language use. For example, it is used to manage courtesy formulas and other norms that rule relationships between generations, gender, classes and social groups (MEN, 2006, p. 12).
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  This work focuses on technological and educational outcomes that resulted from the production of foreign language educational videos by 90 pre-service instructors enrolled in an official Masters Degree in Secondary Education programme. This teaching practice, conducted during two consecutive years, was set in a ubiquitous learning environment with the intention of effectively linking digital technology with pedagogy by means of producing flipped classroom units. The findings reveal that these pre-service teachers successfully combined instructional dynamics with digital skills to produce flipped classes adapted to the young generations needs. The classroom becomes, therefore, a more participatory learner-centred scenario with a variety of interactive and collaborative activities performed by foreign language students.


  Key words: Flipped class, language learning, pedagogy, teacher education, u-learning.

  


  Este trabajo analiza los resultados alcanzados tras la produccin de 90 videos educativos de lenguas extranjeras por los estudiantes matriculados en un mster oficial formativo de educacin secundaria. Esta prctica docente, realizada durante dos aos consecutivos, se implement en un ambiente de aprendizaje ubicuo con la intencin de combinar tecnologa y pedagoga de manera eficaz, por medio de la realizacin de clases inversas (flipped classroom units). Los resultados revelan que estos futuros docentes adoptaron una dinmica instructiva con las habilidades digitales para producir clases inversas ajustadas a las necesidades de los jvenes del siglo XXI. En consecuencia, el saln de clases se transforma en un escenario ms participativo, centrado en el estudiante que realiza una variedad de actividades interactivas en lengua extranjera.


  Palabras clave: aprendizaje de lenguas, aprendizaje ubicuo, clase inversa, formacin docente, pedagoga.

  


  Introduction


  Engaging in learning implies effective content, platforms, tasks, and assessment for students to access information and to build knowledge both independently and collaboratively. Flipping the classroom has to do with the production of educational videos that can help to differentiate learning styles and therefore contribute to the growth of different types of learners (Davies, Dean, & Ball, 2013; Tomlinson & Imbeau, 2010). The flipped class offers students the opportunity to watch the content as many times as needed before attending the face-to-face session. The time and space of the classroom are used for supportive discussions or interactive activities that promote critical thinking, collaboration, personal learning, and communicative content awareness. Initially, flipped classes used to have the form of a lecture, but nowadays they can also be presented as some task instructions, a case-study proposal, or a question/problem that learners must solve individually or as teams. Multimedia video cases that have replaced paper with digital tools can better address the complexity of a diverse classroom when dealing with the appropriate technology (Han, Eom, & Shin, 2013). The flipped classroom is a method that allows students to be more responsible for their learning process since they must spend some time (between 10-20 minutes) watching a video presentation (and also other multiparty activities such as listening to a podcast or reading a text, for instance) at the best time and place that suits them outside of the classroom (J. Anderson, Young, & Franklin, 2014; Herreid & Schiller, 2013). The practice of flipping the classroom could be part of ubiquitous learning (u-learning) environments (ULE): Learning takes place anywhere and at any time, often digitally and outside the institutional spaces and hours. The u-learning flipped session must require consequent individual tasks, but also collaborative or cooperative exercises or projects can be applied.


  Based on a flipped class methodology, which is combined with a communicative u-learning environment, this teaching practice has proposed to successfully connect information technology with pedagogy in order to adapt learning to specific context and learners needs (Huang, Chiu, Liu, & Chen, 2011). Furthermore, another context-aware bond between high school students and teachers is paramount in this study, since the participants who created these different flipped sessions are some of the future foreign language (FL) teachers at Spanish high schools. These potential instructors have enrolled in the accredited teacher education Masters Degree programme which trains pre-service teachers to successfully perform their practice in the delivery of public secondary education programmes in the Autonomous Community of The Canary Islands (Comunidad Autnoma de Canarias). This degree is a required qualification to access a job position in the Public Education System offered by national and regional governments. These participants applied a variety of narratives and formats for video contents to attract learners participation in the FL classroom. Contributors not only used different approaches for their video formats but these future teaching applicants also created interactive exercises that were addressed to enhance independent and collaborative learning based on the previously flipped class content created.


  This study aims to explore the following question: How can pre-service FL teachers be effectively trained to produce flipped classes for an audience of higher education students? With this purpose in mind, we have designed and applied a training procedure to be embedded in a Teacher Education Masters Degree curriculum. This five-week procedure includes basic training in video editing tools and best practices in video production, the creation of a sample flipped class unit, and the usage of a ubiquitous collaborative environment where the trainees share knowledge and reflections about their learning process.


  Emerging Technologies in a Pedagogical Revolution


  Pedagogy is being transformed due to the benefits of information and communications technology (ICT) for living in society in the 21st century (Beetham & Sharpe, 2013; Kalantzis & Cope, 2012; Martinovic & Zhang, 2012). Since pedagogy implies revisiting and, therefore, launching teaching and learning strategies that can be adapted to current learners needs, the ingredients of pedagogy and digital tools are positively inspiring when applied to active learning (Bikowski, 2015; Machado, 2015; Petty, Heafner, Farinde, & Plaisance, 2015). These learning environments have therefore become ubiquitous (u-learning) and accessible from any location and at any time (Burbules, 2014; Chen & Li, 2010; Garca-Snchez, 2012; Ogata, Matsuka, El-Bishouty, & Yano, 2009).


  Though the flipped class concept is not necessarily bound to a particular kind of instructional asset, in practice, flipped class courses rely on digital online videos as the main source of out-of-class contents. Digital videos for ubiquitous learning and flipped classes, in particular, can have a variety of purposes: instructional, situational, interactive, real-context role-play, and feedback suggestions, for instance (see the review by Bishop & Verleger, 2013).


  Technology has boosted production and availability of digital video in recent years. Three major actors involved in this video explosion are: free video streaming platforms such as YouTube and Vimeo; affordable and powerful mobile and handheld devices (laptops, smartphones, and tablets) that provide ways to record video in a great variety of environments; and, finally, a plethora of new software tools that simplify the process of video editing and publishing (Dykman & Davis, 2008). Thanks to the combination of these technologies, it is now easier than ever for anyone to produce and deliver video contents.


  Another remarkable recent phenomenon is the emergence of certain video styles or genres that are now dominant in the online instructional videos found in ubiquitous learning implementations (Santos-Espino, Afonso-Surez, Guerra-Artal, & Garca-Snchez, 2013b). The screencast has been one of the earliest and most distinguished examples of these new genres. Other popular styles are the Khan-Style drawing screencasts and enhanced slideshows, built on a combination of PowerPoint-like slides plus some added video or audio, together with more conventional approaches such as lecture recording and Talking Head video casts (Hansch et al., 2015).


  A typical process for personal video cast production consists of a combination of screen recorder software, such as Camtasia or Screenflow, plus a standard application for generating action on screen. Although this is already a simple practice compared with classical video editing packages, the industry is pushing for even more simplification in the edition process. Several specific-purpose tools such as Present.me and My.Brainshark for slideshow videos or Educrations and Picasst for whiteboard and Khan-Style screencasts have recently appeared in order to focus on use cases for video production, oriented to a particular video style. By using these tools, the cost of editing and publishing videos has plummeted while keeping a moderate quality in the final product. The potential drawback of these single-use-case tools is the lack of flexibility and features, but it may get compensated by the productivity gains.


  Multiple-oriented video making experiments have had several readings when positively tested by researchers who have found a constructive coordination among technology, pedagogy, and content by means of providing learners with the right tasks and tools to create their own videos (Garca-Snchez, 2014, 2016; Hofer & Owings-Swan, 2005; Yerrick, Ross, & Molebash, 2003). Some other scholars have pronounced themselves in favour of self-directed methodologies when dealing with mobile devices and u-learning environments in tertiary education (El-Bishouty, Ogata, Ayala, & Yano, 2010; El-Hussein & Cronje, 2010). Several academics have considered the use of video lectures or flipped classes a method that can enhance both independent and collaborative learning skills (Bishop & Verleger, 2013; Herreid & Schiller, 2013; Hung, 2014; Tucker, 2012).


  Todays students demand to be more engaged in constructive student-centred approaches that allow them to build their knowledge (Neo & Neo, 2009). When designing educational programmes, cooperative and collaborative understanding that enhances social and communicative skills in the FL should be encouraged among high school teachers. This consequently implies having in mind a communicative language teaching (CLT) approach that can be originated in the classroom and expanded upon in supplementary situations (physical or digital) happening outside the classroom by means of interaction.


  Training Teachers to Produce Flipped Classes


  When facing the challenge of training a person to be competent as a flipped classroom teacher, one crucial aspect is to enable him/her to provide adequate video contents for the out-of-class stage. With that purpose in mind, there are two key competences that teachers should develop: a basic skill to search efficiently for video materials on the Internet; and a more advanced ability linked to producing useful video contents by themselves. The first skill sees the teacher as a content discoverer, while the second one treats him/her as a content producer. In terms of the revised Blooms Taxonomy (L. W. Anderson et al., 2001), these two competences, analysing and creating, respectively, are higher-order skills in the cognitive domain.


  In this case study, we focus on the creative competence at the highest level so that these FL pre-service teachers can self-produce video lessons adapted for their students. We consider that developing this skill in teachers is foremost in applying the flipped classroom model successfully. If one compares a flipped design based on self-produced videos with another flipped session that is built using a selection of quality third-party material, several benefits can be identified in the first option:


  
    	Teachers have more freedom for course design and implementation.


    	Teachers can adapt material design to their actual students and to their social/cultural environment and special needs. Students will interact with the same person they have had in their face-to-face sessions. This may favour engagement and motivation and improve learning, as suggested by the recent findings of Cognitive-Affective Theory of Learning with Media (Park, Plass, & Brnken, 2014).


    	Moreover, we consider that in several real-life teaching scenarios those benefits may compensate for the lower technical quality of the self-made items compared to excellent third-party videos. This is the base that has led us to include this competence in the secondary education curriculum, and to assess how these pre-service instructors perform at learning these technological and pedagogical tasks.

  


  The Study


  The Case Description


  This case study was conveyed as part of the compulsory subject entitled Innovation and Research in the Foreign Language Classroom of the official Masters Degree in Secondary Education programme at the Universidad de Las Palmas de Gran Canaria. This analysis especially dealt with the part devoted to Innovation in the Foreign Language Classroom (Innovation from now on), which took place during four hours a week in a five-week period of the second semester, just before students initiated their teaching practicum. A mixed methodology approach of qualitative and quantitative data was used to observe, collect, and analyse the elaboration process of the videos, the anonymous blog contributions of the participants, and the online anonymous survey, which had a total of six multiple choice questions (1, 2, 4, 6, 8, and 10) and four open questions (3, 5, 7, and 9) as seen in the Appendix.


  This teaching innovation took place in two consecutive academic years during 2013-2015 with a total number of 90 participants: 46 in the first year and 44 in the second year. The participant age range was 23-50 years old, with 90 per cent of them being under 30 years old. They were all postgraduate students who had previously completed a FL Degree in the Humanities area. The preponderance of participants (59/90) was specialised in English as a Foreign Language (EFL), followed by 17 dedicated to French as a Foreign Language (FFL) and 14 out of 90 were the postgraduate practitioners dedicated to German as a Foreign Language (GFL). A few (27%) had already had some working experience in teaching foreign languages at private high schools but the majority (73%) were about to start this profession once they ended their Masters degree studies. The percentage of adult men was 22% while 78% were women according to the data collected from Question 1 in the survey.


  The Instructional Design


  The instructional design for Innovation had two components: the structural learning scenarios and the activities. The former, based on a u-learning environment, was supported by the course virtual platform, the discussion forums, and the blog. The latter had a variety of forms: in-class discussions, self-study activities, collaborative learning tasks and online discussions by means of the contributions posted on the blog, and the discussion forums of the Moodle platform. These would-be FL teachers were aimed at dealing with u-learning environments as students first and as pre-service teachers later. They had to face both positions in order to complete the Innovation course goals, and therefore, the final product of their contextualised flipped classes.


  On the one hand, the individual activities these participants completed were the discussion forum and the blog contributions. The conversations were delivered in the language the three FL specialities (English, French, and German) had in common: Spanish. The former was signed with their using their true identities while the latter was anonymous when they registered on the blog. The forum participation implied constructive feedback of other classmates video recordings posted on Moodle. The blog entailed extending the discussion to external spheres and in an anonymous scenario. Learners responded to two different topics on the blog by using an unidentified alias and their institutional email addresses so that the Innovation instructor would be able to mark their participation records. Their active involvement with the blog contributed to 10% of the final mark. Both the blog cooperation and the democratic feedback shared on the Moodle forum resulted in 100% of participation and although individually opinionated, they especially addressed group arguments that promoted advantageous interactions.


  On the other hand, the collaborative learning tasks completed the assessment criteria for Innovation. These pre-service teachers worked on teams of 3-5 members in order to build a flipped class together with its subsequent interactive exercises (by means of eXe Learning1) in the FL they were specialised in. Both creative tasks would play a part in the instructional design of their secondary education u-learning scenarios. Once their learning units were created, they had to post the link of their flipped classes on the course forum and provide some constructive feedback on other videos, following the same rubric designed for their self-study reflections. This implied that participants watched all the videos outside the classroom (in a ULE) so that the interactive activities, which were created to extend the content of the flipped class, were presented in class to promote constructive discussions and the exchange of ideas among the educational community. The design of these exercises addressed at least two different language skills and was based on a communicative approach.


  These potential high school instructors were given the learning goals and the competences they needed to achieve on the first day of the Innovation course. The equivalent assessment criteria for each assignment (the individual blog participation, the group activity of the flipped class and its posting on the course forum, and the explanation of the interactive exercises using the eXe Learning programme), which followed a continuous summative assessment, were also presented on the first day of the course of Innovation as illustrated in Table 1.
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  A Twofold Setting as Students and Teachers


  This innovation practice pursued a double teaching-learning understanding since the participants behaved as postgraduate students and as future teachers e.g. creating their own instructional content. Inclusive learning strategies that promoted training and action research were implemented. First, learners were provided with a learning design adapted to their needs as students attending the Innovation course. Secondly, they had to face the teaching role by creating and presenting FL digital content for their secondary education sessions.


  The Videos, Tools, and Techniques


  During the instructional sessions, a selection of video editing and publishing platforms was described and put into practice with Present.me, my.Brainshark, YouTube, and Picasst.com. Examples of flipped classes were shown, and the use of Present.me, my.Brainshark, and Picasst.com was illustrated in class while students were simultaneously using their laptops to follow the training. Regarding YouTube, the Innovation instructor posted a third-party video, which clearly explained how to register, edit, and post videos in this free video streaming platform.


  Each team, organised according to their language specialty, designed and edited a video unit paying attention to different FL skills and ULEs. Teams were free to choose the preferred tools but they were asked to consider some necessary content (situational, story-telling, grammatical, lexical, role-play, instructional) they wanted to improve in their future learners. Interactive activities, which were based on the eXeLearning software, were planned in correspondence with the flipped classes. A total of 30 videos (16 in 2013-2014; 14 in 2014-2015) were created using, Camtasia, iMovie, My.Brainshark, YouTube, and Present.me.


  Results and Discussion


  Videos for Flipped Classes


  A comprehensive list of the 30 videos created by these instructive participants during this teaching practice is presented in Table 2. The videos have been classified into two dimensions: didactic and audio-visual. The didactic dimension involves the use of the narrative or discursive approaches to generate learning: instructional (lecture) and storytelling, for instance, as shown in column Didactic style. On the other hand, the audio-visual dimension deals with techniques and tools to display contents on the screen. Column Audio-visual style shows the kind of style or genre that is used in each video (slideshow, movie, etc.). The term slideshow is used to mark videos where a PowerPoint-like presentation is being displayed, in combination with some other elements like a small picture of the narrator. This particular style (slides combined with narrator picture) is named h&s in Table 2, which stands for heads and slides. Another slideshow variant is the slidecast (full-screen slides with voiceover). Finally, the column Production tool shows the software tool used for editing and publishing the video. Blank fields mean that the usual recording and editing video software has been used.
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  The data show that the most frequent didactic approach chosen by these pre-service teachers is instructional (14 videos are lectures), followed by stories based on role-plays (six videos) and storytelling (four videos). One video uses a hybrid approach, showing an initial role-play segment followed by a lecture segment. Five other courses make use of various narratives such as how-to, documentary, interviews, and theatrical performances.


  As regards the audio-visual style, the slideshow is the most prevalent model (18 videos), with the heads & slides as the preferred variant (10), followed by slide casts (5), and others (3). Six other videos are shot as conventional movies, all of them recording role play stories. A few teams have explored alternatives such as how-to videos or mimicking mass media formats like documentaries (3). Some teams (4) used puppets and cartoons as characters, which demonstrate that teachers narratives can be combined with several visual aids, beyond simply adding the face and voice of the instructors.


  As far as software tools are concerned, Present.me has been the first preferred tool to make videos by the majority of the participants in 2014 (14 out of 16 videos) and My.Brainshark during 2015 (eight out of 14 videos). Some students also added other resources such as GoAnimate, iMovie, and Camtasia (five videos) for the elaboration and edition of their video sessions. YouTube was the platform chosen to post their FL flipped classes by seven teams.


  From these outcomes, two conclusions arise: (a) the preferred video style is a lecture displayed as some variant of slideshow, mostly combined with narrators face and voice; and (b) simple record-and-publish software tools are favoured over more sophisticated settings, which seems a reasonable justification since the goals of the flipped class can be achieved with an uncomplicated design process and some short preparation time. Equally, there has been room for creativity in the didactic and audio-visual styles and also in the selection of tools.


  As a final remark, the observed average quality of audio is low: Eight videos show poor quality and only nine of them deserve a satisfactory level. Audio quality is influenced mostly by local arrangements in the recording infrastructure, such as narrator location, ambient noise isolation, and microphone type. Voice quality is an important feature of learning units for language learning: therefore, this substandard audio is a concern to be addressed in teacher training (Murray, Koziniek, & McGill, 2015).


  Technology-Based Pedagogies for Todays Learners


  The videos used to produce flipped sessions for the FL classroom have addressed a variety of educational purposes but under the same goal of responding to current adolescents needs. These flipped classes have also shared some common technological characteristics that would be described in this section.


  Regarding the educational purposes, adapted personalised u-learning has been one of the outcomes reported from these videos. The creation of self-productive flipped classes has allowed these pre-service teachers to assume some needs their young students may demand (Bergmann & Sams, 2012). Although Strayer (2012) has already pointed out that the inverted classroom can positively improve cooperation and task orientation, the results also propose that independent u-learning is another common attribute these videos have pursued since the viewers are guided to follow some specific content and activities in an inclusive learning environment (Lage, Platt, & Treglia, 2000). Two examples of personalised u-learning flipped classes are shown below. The first recording (Figure 1), for instance, combines the form of a traditional lecture of content with visuals and the presenters body language, which helps to understand such a well-designed session on the vowel sounds in English. The second video (Figure 2) illustrates a quite innovative session that combines personal u-learning with collaborative learning, task instructions, and the communicative skills assessed to speak EFL. It is significant to highlight the importance of selecting an interesting topic such as bullying that needs to be addressed in secondary education, and it has been designed in this creative flipped session to proceed with the instructions of the group task.


  [image: ]


  [image: ]


  From the above organisation, it can be interpreted that this case-study has provided positive, practical results that would improve important skills in secondary education learners when independently learning and when communicating messages in the foreign languages. According to the participants observations, the learning design of these FL flipped classes can be categorised as excellent (40%), satisfactory (50%), and unsatisfactory (10%) for secondary education students, in view of the adequate application of ICT tools, the appropriate pedagogical strategies (collaboration, personalised learning, u-learning), and the creation of multimedia material for the FL classroom. The unsatisfactory flipped sessions are those described as traditionally authoritarian and repetitive in the grammatical lecturing format. They do not provide either engaging participation from the learners or add a contextualised situation that may attract students attention. These sessions could be improved by presenting attractive grammatical content applied to real life situations, which would invite adolescents to easily connect with the language in use. These flipped sessions could also have an additional value if reduced in time, if the same repetitive structure is avoided, and if used as a combined language with motivating cultural events and with communicative skills that would engage students in the flipped sessions with questions, tasks, and interesting facts. Excellent and satisfactory flipped classes, on the contrary, are the successful video models that have especially combined independent learning skills with collaborative learning abilities in a communicative approach and ULE. The flipped classes have also blended the instructional session with role-play and the resulting interactive activities (with eXe Learning) for the FL learners. Accordingly, there is a fusion between engaging information, real-life situations (at the coffee shop, travelling abroad, false friends, bullying), and students active participation in their learning process, both individually and collaboratively. Finally, it is significant to report that 88% of these pre-service teachers have considered the communicative competence a necessary skill to be improved in secondary education. The remaining percentage (12%) was committed to more limited grammatical situations.


  Furthermore, these self-directed and group-directed learners managed to produce, share, and present their u-learning environments. The process of empowering pre-service teachers to create personalised flipped classes in a u-learning environment has implied a variety of abilities such as engagement, discussion, interaction, and digital guidance in order to finally design their FL flipped classes and their corresponding interactive exercises in a u-learning scenario.


  Students Satisfaction


  Students satisfaction concerning the Innovation course, content, and results was measured by analysing the data collected from Questions 2 to 8 in the online anonymous survey. The responses to Question 2 have provided this study with remarkable facts that suggest participants were pleased with their creative abilities and appropriate use of ICT during the production of their videos (97%). The respondents also reported that the characteristics and learning approaches that they enjoyed most in this course (Question 3) were the use of various digital tools to deal with flipped classes and interactive eXe Learning exercises (49%), the concept and implications of creating ULEs (30%), the techniques applied to collaborative learning (14%), and the importance of dealing with multiple intelligences (7%).


  The qualitative data also propose that 99% of these pre-service teachers felt their learning achievements, together with the evaluation criteria designed for Innovation, were positive as shown in Question 4. This is read by understanding that 30.95% chose Excellent as the condition that described their learning achievements, followed by 40.48% who felt it was Very good. Good was the third option selected by the remaining 26.19% contestants while 2.38% felt their learning outcomes were Poor as shown in Table 3. This introspective satisfaction would imply not only having motivated pre-service teachers but well-trained professionals ready for the challenges of starting a new career in secondary education. Similarly, this testimony supports OFlaherty and Phillipss (2015) recent analysis of the appropriate learning design of flipped classroom preparation, online activities, and face-to-face synchronous tasks to enhance both specific content and communicative language skills. These pre-service teachers seem to have positively valued the learning outcomes resulting from the video-based learning courses to promote independent and collaborative learning in their future students.
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  As to possible suggestions these students could add to the Innovation sessions and its evaluation (Question 5), the answers varied but it seems that the most common responses underline that the course was well-structured since the evaluation combined content with competences (94%). A significant number of respondents (68%) affirmatively proposed to have this subject at the beginning of the Masters Degree programme with more sessions in which they could explore these innovative practices. Question 6 enquired as to whether or not these pre-service teachers felt ready to start teaching and motivate their students. Positively, 74% of contestants felt prepared to face the FL class, while the remaining 26% chose a dubitative answer to this question by selecting I dont know.


  Question 7 dealt with the course evaluation and the correspondence between course content and competences. Most of the participants (89%) considered the assessment not only satisfactory but fair. The remaining respondents mentioned other adjectives such as varied and motivating to describe the evaluation (9%), and 2% reported that time was too short and did not correspond with the tasks preparation. Finally, Question 8 was especially relevant in this study because it compiled data on the dynamics of the Innovation sessions, the tasks and the discussions offered inside and outside the classroom. Excellent and good were the options equally chosen by 49% of respondents followed by 2% who chose they did not know as illustrated in Table 4.
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  Digital and Communicative Creativity


  Digital and communicative creativity are defined here as the abilities to design tasks or sessions that can respond to innovative practices, which pursue the performance of the digital competence together with the communicative skills in the FL. The quantitative and qualitative data suggest that this constructive FL educational community has been engaged in both digital and communicative participation when producing instructional videos and the subsequent participatory tasks. The varied flipped classes prove that these participants have focused on designing their own content in order to tackle secondary learners that would work independently and collaboratively. This self-production can be inexpensive but, without any doubt, encompasses a reflective dedication to producing useful flipped classes for successful learning results (Santos-Espino et al., 2013a).


  The two examples of videos shown in Figures 3 and 4 reveal this important concept of digital communicative creativity. These pre-service teachers have not only created real-life situations that can be useful for their learners but have also drawn pictures and made up stories to shape dialogues that pursue connecting language with context and communicative skills. The first video (Figure 3) shows a role-play situation at school in which one French student is looking for the library and then the conversation goes on with a selection of target goals. The second video (Figure 4) is creative not only for the story-telling approach these future German teachers have established, but also for the emphasis on language forms, the drawing of the main characters, and the animated voices performed by the team members in order to address the cartoons emotions. All in all, the outcome is an amusing and engaging video-story that could attract the attention of young learners.
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  Ubiquitous Group Reflection: The Blog


  The blog has served as both a digital platform for external anonymous discussions among the learners and as an open access repository of their flipped classes and interactive exercises. The two topics posted on the blog corresponded with some individual and group reflections suggested at the beginning and at the end of the courses.2


  The first blog topic anticipated a debate about the concept of innovation for the FL classroom. Although it was first started in the face-to-face session, the vast majority of participants connected their personal experiences with learning so that the emotional intelligence and the motivational attitudes towards the acquisition of an FL were highlighted through their memories. Almost all these pre-service teachers rejected the magisterial session, which was often combined with a hesitant sensibility which dominated the walls of their teenage classroom. They praised, on the contrary, those moments in which they felt positively emotional about one activity or piece of work. These future secondary education teachers connected current and past situations at the time of considering the concept of innovation, and when starting to plan their instructional environments. The frequent debate favoured the use of ICT tools in the classroom, the design of tasks that promoted interaction, the use of ULEs, the importance of engaging students and keeping their motivation up, the value of considering the multiple intelligences (Gardner, 1999), group activities, and the use of the FL in the classroom from day one, for example. Although an important number of participants mentioned that Innovation is not the equivalent of ICT tools, they agreed in using them quite often in their sessions so that they could be closer to their young students.


  The second and concluding blog discussion invited these pre-service teachers to reflect on their learning process in this course. They were also asked to think about the tools, strategies, tasks, or learning methods that they would use in their future sessions to improve communicative skills, motivation, and results in secondary education programmes. Among their reflections, they first mentioned ULEs as important learning scenarios that connected ICT with personalised and contextualised learning. At the same time, they shared opinionated arguments about the importance of adapting learning to students. The appropriate creation of flipped classes that aimed to present, instruct, challenge, or enhance a content outside the classroom in order to make use of the interactive, physical space of the room with more communicative and group activities, (instead of instructional lectures) was a valuable feature of these online voices.


  According to Question 9 in the anonymous survey, 92% of participants considered positive the anonymous blog contributions in order to first express their views and also to learn from their peers. Moreover, the surveyors also used the blog as a tool to exchange not only viewpoints but further links and resources that improved the quality of the online debate, as shown in Table 5. The blog was used as a platform that aimed at connecting their thoughts as pre-service teachers of secondary education and their insights as current postgraduate learners in this Masters degree programme. Equally, they were quite critical of the methods used in their past and the great variety of possibilities they can offer todays youngsters when learning an FL.
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  Conclusions and Future Reflections


  This article has aimed to shed some light on the application and effectiveness of flipped classes for FL pre-service teachers of secondary education with various tasks and approaches that can help to adapt their learning design to the right context their young learners may need. This teaching innovation has dealt with ICT and pedagogical strategies that could successfully respond to the youngest generations. These two key objectives have meant using digital competences, on the one hand, and educational competences on the other. For digital competences, these future teachers have learnt to produce specifically flipped classes that are created to deal with explicit needs to promote independent learning skills, FL interaction, collaboration, and knowledge building. When managing educational abilities, these prospective secondary education instructors have been initiated in the design of ubiquitous learning environments by means of producing videos that have shown a satisfactory capability to accomplish students learning goals.


  First, this innovative teaching experience has especially focused on exploring the flipped class methodology, the instructional video production, and interactive tasks that these FL participants have created in order to adapt content to their imminent learners. The thirty flipped classes reveal a variety of successful responses to innovation from these future teachers, who are especially devoted to attracting learners attention by providing u-learning scenarios that promote interaction and communication in the FL.


  Secondly, this teaching practice has provided pre-service teachers with highly-practical strategies as postgraduate students first and as innovative teachers later. They have been offered a collaborative learning environment (video production tasks, interactive activities, forum, and blog) in order to gain the digital and technological competences that would allow them to plan u-learning environments. They have discovered and applied appropriate designs for u-learning scenarios that respond to communicative and linguistic competences in the FL class. It is remarkable to point out that these potential secondary education instructors have been able to produce their own videos instead of searching for third party contents. The self-production of flipped classes can particularly address the variety of learning intelligences so that learning can be not only ubiquitous but personalised depending on the design, language skills, and competences of the video unit.


  Finally, it is valuable to add that the flipped class method has been confidently designed for FL learners. Additionally, the bases around flipped sessions should be measured in the official curriculum for secondary education teachers. We believe additional inclusive pedagogy strategies that could connect these pre-service experiences with real in-service teaching actions and 21st century students results would be complementary in future research. It would also be potentially advantageous to monitor if these pre-service instructors continued self-producing their own flipped classes, and to analyse learning results from the Spanish young learners, once these u-learning strategies were implemented in their courses.

  


  1See the software website on http://exelearning.net/


  2The blog discussions can be accessed on https://sorayagarciasanchez.wordpress.com/. The dates of these cooperative learning discussions are February 2014 and February 2015.
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  Appendix: Online Anonymous Survey


  Your feedback for Innovation in the FL classroom:


  
    	You are... (a)Man (b)Woman


    	In general terms, are you satisfied with this course? (a)Yes (b)No


    	Mention 2-3 characteristics, learning strategies, or tools that you have enjoyed in this Innovation course. (Open answer)


    	
      If you had to assess your learning during these FL Innovation sessions, you would consider it...

      
        	Poor


        	Good


        	Don't know


        	Very good


        	Excellent

      

    


    	Do you have any comment or suggestion regarding the Innovation lessons, activities, and evaluation? (Open answer)


    	
      Do you think you are ready to face a FL classroom and motivate your students?

      
        	Yes


        	Don't know


        	No

      

    


    	What is your opinion about the assessment of this course? Have the competences corresponded with the course content? (Open answer)


    	
      In general terms, I believe the teaching/learning dynamics together with the tasks and the debates offered inside and outside the classroom have been...

      
        	Excellent


        	Good


        	Don't know


        	Poor

      

    


    	Express your views about the anonymous reflections posted on the blog. Has this experience been positive? (Open answer)


    	
      What device are you using to answer this survey?

      
        	PC


        	Laptop


        	Tablet


        	Mobile phone
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‘Theme: Approaching others and building positive relationships.

Tshowa respectiul and

‘Topic Difference and respect for diversity

tolerant atitude when ©lsen - Learning objectve: Distinguish between sameness and diference.

toothers.

Themes: Importance of respect and good relationships for our well-being.
Learning to lsten, understand, agrec and disagree, accept diffrent views and
perspectives.

Sndards havebeen ransated fom Spanish for pblicaton purposes.
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Table 1. Innovation in the FL classroom: Tasks and Assessment

A_Online 'A-Online Activity 2 (25%) B.1n dlass activity (15%)

Activity 1(10%)

- Blog discussions _+ Design of an innovative project following o learning._+ Presentation of thir SCORM
ontwo topics. approach and.a flipped cass methodology. A video exercises(independent
(Individual work)  session of 35 minutes (YouTibe, Brainshark, Screencas)  learning).

Anonymous + + Creation of three interactve exercises with SCORMs + Presentation of

alias + insttutional  (Sharable Content Obiect Reference Model) by means of  complementary exercises to

email using eXe-Learning. (Group work 3-5 students) promote cooperative andor

« Focus on,atleast, two foreign language skl collaborative learning using
« Posting of the videolink on the course forum and eXe-Learning. (Group work

provide positive constructive feedback to all groups. 35 students)
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Table 6. Internet Usage According to Independent Sample t-test Results.
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Table 5. Independent Sample ttest Regarding Technology Scores of the Students Based on their Schools
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Figure 1. Video-Lecture on the Pronundiation of Vowels with Visuals and Sounds

VOWEL SOUND CHARACTERISTICS






OEBPS/Images/v19n1a04f06.jpg
Figure 6. Internet Usage Frequency and Adequacy
of Distance Pre-Service Teachers
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Figure 5. Technologies Owned by Distance Pre-Service Teachers
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Table 7. Results of Independent Sample t-test by Age
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Table 2. Examples of EFL Colombian Standards That Exhibit a Superficial Level of GCE Development,
‘and lts Connection to the UNESCO GCE Topics and Learning Objectives

Standard®

Connection to UNESCO GCE Topics and Learning Objectives

Tidentify cultural clements, such as
customs and celebrations in simple
texts.
Iidentify cultural lements, such as
proper names and places, in simple
texts

“Domain: Socio-emotional

Topic; Differnt leves of dentity

Learning objective; Examine diffrent levls of identity and their
implications for managing relationships with ohers.

“Theme: How we are connected to e wider world beyond our immediate
<ommunity and through different modalitics (media, travel, music,
sport,culture)

Standards have ben ranbte from Spanih o pulication parposes.
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‘Table 2. Classification of the Videos Produced in the Study

Video Title Didactic style _Audio-visual style _Production tool
Begriungen Rolepla ovie
Fernando & Anika Storyteling Sideshow (cartoons) __ MyBrainshark
Licblingsdinge Lecture Sideshow (hés) Presentme
‘Adiectifs Lecture Sideshow (h8s) Presentme
A afe Role play lecture__movie, video cast
Les fawx amis Lecture Slideshow (h8s) Presentme
O se trouve [ bibliothéque? Rolepla ‘movie
Présent du verbs groupe —ir” Lecture Sideshow (h8s) Presentme
British v. American English Lecture Sideshow (slide cast) __ MyBrainshark
Bullying Lecture Sideshow (hés) Presentme
Christmas & The Simpsons Lecture Sideshow (h8) Presentme
Going o vs, Wil Role play ‘movie
Going to & Will Tecture ideshow () Presentme
Greetings Role pl movie (voiceless)
Present Simple & Present Continuous__Role pla Video cast (puppets) __ MyBrainshark
Pumpkin soup recipe How-to Sideshow (h&s) Presentme
Storyteling Storyteling Slideshow (cartoons) __ MyBrainshark
“Tricky words Lecture Slideshow (h8s) Presentme
Nowel sounds:an inroduction Lecture Slideshow (h8) Presentme
Fabe Friends Lecture Slideshow (slide cas) __ MyBrainshark
Adjective comparison Lecture Video cast (chalk & tlk)
Bullying Lecture Sideshow (slide cast) __ MyBrainshark
‘op-Berlin Rockt die Deutschland____ Documentar Sideshow (slide cast
Modal verb can Lecture cartoon show (voiceless) _ GoAnimate
Presentation Australia Documentary Sideshow (slide casy) ___ MyBrainshark
Ferr und Frau Maier Storyelin Sideshow (puppets)  MyBrainshark
Calljeros vieros Interview. v show
Pet Monke Rolepla movie
Jane Eyre Storyteli cartoon show Fowtoon
Hamles today monologue “Theatrical Video blog
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Table 8. Results of Independent Sample ttest of Internet Usage Adequacies
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Figure 4. Flipped Class Based on Storytelling
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Figure 4. Internet Usage Years of Pre-Service Teachers

Program i Social Studies Education
Program in Primary School Education

Program in Arts and Crafts Ecucation

Program in Guidance and Psychological Counseling
Program in Praschool Education

Program in English Language Teaching

Programin Primary School Mathematic Teaching
Program i French Language Teaching

Program in Computer Education and It Tech

Program in German Language Teaching
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Figure 4. The English Conversation Club Experience

Difficult to
understand

7%

Vocabulary
acquisition

Compelling,
interesting,
enriching,
appealing






OEBPS/Images/v19n1a10t03.jpg
Table 3. Examples of EFL Colombian Standards per Grade Groups, and Their Correspondence to the UNESCO
‘GCE Topics and Learning Objectives and the Colombian Citizenship Standards

EFLStandard®  Connection to UNESCO GCE Topics and _ Connection to Colombian
Learning Objectives izenship Standards

Grades S and s e Grades 1103

Imonitor turn-taking Iknow and respect the basic rules for

among participans in dialogue, such as the use of the floor

discussions prepared in and respect for the other persoris

advance. floor

Gradess o1 Pre- and lower primary Grade1to3

Ishow a respectiul and  Topic: Iknow and respect the basic rules for

tolerant attude when  Learning objective: Distinguish between dislogue, such as the use of the floor

listening toothers.  sameness and difference and recognize that  and respect for the other person's
everyone has rights and responsibilitis. floor:

“Theme: Importance of espect and good
relationships for our well-being.

Learning to listen, understand, agree and
disagree, accept different views and perspectives.

e standards havebeen trandated from Spanih fo pubiction parposes.
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Figure 2. Students’ Perception on Authentic
Materials

Interest._ Understanding Usefulness  Motivation
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Figure 3. Internet Usage Adequacy of Pre-Service Teachers according to their Departments.
Program i Sodl Studies Eduction
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Progtamin Arts and Crafts Educaton 28

Program i Guidance and Pychologiel Counseling
Program in re.school Ecucation

Program in Engish Language Teaching

Program in Primary School Mathematics Tesching

Program in Franch Language Teaching 24
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Programin German Language Teaching






OEBPS/Images/v19n1a06f03.jpg
Figure 3. Tourism Project Impact
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Figure 2. Flipped Session on “Bullying” Used to Explain a Group Task and Instructions
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Table 4. Examples of EFL Colombian Standards That Could Potentially Help to Develop GCE

EFL Standard

Twrite short texts in which I express contrast, addition, cause and effectbetween idess.

Lestablish comparisons between characters, places, and objects.

Tidentify different oles that speakers take in conversations related to topics of my interest.

1 give exampls of my viewpoints about topicsthat I write abou.

e standards have been translsted rom Spanish forpublicaton purposes.
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Table 1. Problem-Based Learning Rubric

Criteria 1 2 3 4
Organizational Poor (onlyrorno  Fairlygood (atleast> Good (more _ Very good (more than
evidence meeting, minutes)  meetings, minutes)  than 2 meetings, 3 meetings, minutes)
minutes)
“Technical lterature/_ Limited, poorand/ _ Somewhat limited, _ Suficient, good _ Abundant, significant,
information orirrelevant ficly good/relevant  andrelevant  very good and
relevant
Contextinformation _Poor and/or Farlygoodand  Goodand Very good and
(sources consulted) _irrelevant somewhat relevant__relevant relevant
Problem solutions _ Inappropriate; _ Somewhat Appropriate;  Appropriate address.
addressonlyone  appropriat; address  address most all aspects of problem
aspect of problem  some aspectsof  aspectsof
problem problem
Argumentsand use  Shallow and ‘Relatively good ‘Good arguments; Very good, in-depth
of theoretical/context _poor arguments;  arguments; theoreticaland  and solid arguments;
information theoreticaland  theoretical and contextinfo well  theoretical and
context info poorly  contextinfo relatvely _related/applied  context info very well
related/applied___ wellrelated/applied related/applied
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Figure 1. Reference Framework for the Evaluation of
Inclusive Educative Systems
(Echeita Sarrionandia & Ainscow, 2011, p. 37)

1. Concepts

Inclusive
education:
Presence, learning,
and participation

3.structures
and systems

4. practice
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Figure 1. Programs of Teacher Candidates
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Figure 1. Pedagogy and Technology for Online Language Learning
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Figure 1. Components of Language Competence (Bachman, 1990, p. 87)

Language Competence
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Figure 2. Daily Average Internet Use Frequency of Pre-Service Teachers

Program in SocialStudies Education
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Table 1. Pedagogical Project: Desci

i of the Intervention

Project Product  Authentic Tasks
materials

Tourismin Touristicstands _ Maps,brochures, Reading maps and conventions from touristic ites

Neiva: toprovide photographs,  around the world.

(lessons, 1 informationof  advertisements,  Seecting the route foraciy tourin Neiva

displaysesson, 4 the ity tourto  offcal ity tour  Creating a touristic map of the ity

conversation cub._nativespeakers,  videos, magazine  Designing a poster invitng tourists o visit Neiva.

sesions) and professors  and newspaper  Designing brochures withinformation of thecity
andstudents  arices,and  Delivring the brochures and providing information
from Universidad _intrviews. 1o tourist.

Surcolombiana
and sexa.

Joining a conversation lub led by a native English
speaker
Talking about touristc topics: ood, places to visit,
history

Pen-pals: Tetters
(9 weeks)

Tetiers from pen-
pals

‘Weiting and exchanging atleast three letters with
students who belong (o the English Teaching
Program.

‘Note Length of the inervention = ¢ wecks
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Table 1. Methods and Instruments for Data Collection

Niethod Tostrument Vet Dt ey Dot procesing
oterview coronlail gy Qualative Inductve
Survey corquestionnaire (et Quantittive Deductive

Test Oral test Rubric___ Standardized test___ Quantitative Dedu
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Table 1. Demographic Information of Pre-Service Teachers of the Education Faculty

Characteristics Frequency (0 Percentage (%)
Departments

Information Technologies e 369

Primary Education 184 90

Forcign Language Education i ey
Classes

¥ Grade n 50

1 Grade Y B

5 Grade w 5o

¥ Grade 157 53
Gender

Female B 576

Male 200 424
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Table 1. Wilcoxon Test Results for Colombian (n = 21) and New Zealand (n = 27) Pretests and Postests

Pretest Posttest W
Col o | Colliestr st message) ~ S

Man s Man s | Men s Man
Huny 3% s 31 o7 | 436 o 434 as | o0 o
Ay 3u_ 8 3m e | 4o | e sor
Complexiy 534 210 347 w6 | 7m 35 4w m |aen e
i 26 408 o7 |a0m e
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Table 1. Units of Analysis

Section of the Journal Artidle

. Guertero (2008). Bilingual Colombia: What Does It Mean to Be Bilingual within

s b the Framerwork of the National Plan o Bingualism?

Rescarchers 2. fvila Caica (20n). Teacher: Can You See What I'm Saying? A Rescarch Experi-
ence with Deal Learners

3 Avila Daza and Garavio (2009, Parentl Involvement in English Homework
s from Novice Teacher _Tasks: Bridging the Gap between School and Home

Rescarchers 4 Cuasialpud Canchala. (2010). Indigenous Students Atitudes towards Learning

English through a Virtual Program: A Study in a Colombian Public University

5. Usma Wilches (2009). Education and Language Policy in Colombia: Exploring

ssues based on Reflections _ Processes of Inclusion, Exclusion, and Statification in Times o Global Reform

and Innovations 6. Escobar Alméciga and Gomez Lobaton (zo10). Silenced Fighters Identity, Lan-
guage and Thought o the Nasa People in Bilingual Contexts of Colombia.

“See complete nformstion i he Refeences sction.
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Table 5. Pre-service Teachers’

iews on the Anonymous Blog Discussions

Blog Purpose Comments: Examples
To express views, exchange Yes,especially reading others'opinions. Its very rich to have various viewpoints
resources and learn from  on the same issue” (22/03/2015, 13:20)

peers. “Yes, because I'e read different viewpoints that we may not feel like saying in

class” (o7/oy/2014,17:32)

“To connect the perceptions “Ves, its been quite positve since we have been able o discuss interesting topics”
aslearners and their roles 3s  (10/o3/2015, 16:10)
pre-service teachers. “Hlike that idea of not getting to know who is writing” (n/o3/2015, 23:38)
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Table 2. Criteria and Percentages About Learners’ PBL Experience Perceptions

wix o o
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‘Table 2. Demographic Information of Pre-Service Teachers of the Open Education Faculty

Frequency (0 Percentage (%)
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Table 2. Data Collection Phases

Phase

Data collection
technique

Instrument

Function

Qualitative

Interview

Questions’ guide

Relating the learners perceptions about
the cor presence and the oral sill indicators.
Knowing the learners experiences
regarding their development of the oral
skillin this online course.

Quantitative

Test (pre/post)

Oral English exam

‘Comparing the learners'performance according
to the oral skillindicators:

fuency and coherence, pronunciation, grammar
and accuracy, and lexical resources.

Online
questionnaire/survey

cot questionnaire
(Likertscale)

Describing the learners’perceptions about
the cor presence, the use of 167, and their oral
production (during the course).
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Table 2. Pre-Test Results in Control and Experimental Groups

Course  R&W  Possible  LST  Possible  SPEAK  Possible  Total
points points
< a .« 25 5 25 )
w P 5o s 25 o 25 )

Note. Group  sample
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Table 2. Research Process

Stage

Description

T Exploration of data

Skimming and scanning the 282 arices i order to find relevant materials

‘Reading the title, abstracts, and keywords ofthe aricles.

Regitering the relevant materia

Further filtering of data by coding: areas of interest,justfication of the works,
designs used in the studies, context,population and samples, satistics employed,
analyses made, and results

Evaluating the quality of the studies: examining the presence of the topic of
inclusion as well asthe policies and inclusion practices a the level of analysis of
policies orthe analysis and/or report of pedagogical practices.

Gathering of the studics.

= Analysis of the content

Phase 1 Inter-textual analysis

The context model analysis

“The structural analysis: the order of discourse.

“The communication content analysis: focus on the processes of coding and.
decoding of messages (denotation and connotation) throughout the explicit and
implicit contents,as wellas the senses ttached to messages.

Establishing categories and concepts.

Phase : Intra-textual analysis

‘Contrasting the voices of the unit of analysis with other units.

Recognizing repetition of paterns to challenge or complement our assumptions

3 Building of
interpretations

‘Making sense of the meanings of the data gathered.

4 Reporting the findings

‘Building our interpretations to give ight on the objective of this study.
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Table 3. ANOVA Multiple Comparison Test Results

Dependent Variable Groups MD p (2-way)
of Internet use per day Primary Education-Foreign
Language Education e o
i e

Langusge Education
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Table 3. Post Test Results in Control and Experimentl Groups

Course  R&W  Possible  LIST  Possible  SPEAK  Possible  Total
points points points
~ “ 50 19 25 n a5 7
45 5o a 25 5 a5 »

Not. Group  sample = students, Group  sampl

students.
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Figure 4. Comparative Scores of Pre and Post Oral Tests
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Table 3. Categories and Subcategories From Data Analysis

CHALLENGING THE “MOLDS" IN ELT

Categories

Subcategories

Properties

& The Mold: Linguistic _The molds brand: “The instrumentalzation of English language larning
Pulcles Advertising, “The standardization of English language learning
Blipaiia Exclusion of national knowledge, expertise, and minority
groups
= Reshaping the Mold: _ Empowering students _Collzboration

‘Coping With Teaching _to overcome barrirs.

Real

“The dlassroom s a ‘meeting place”

Acting based on
guiding principles

Elimination of barriers

Creating the inclusion brand
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Table 3. Respondents’ Evaluation of Their Learning Progress in “Innovation”

Question 4 Poor __ Good _ Don'tknow Very Good _Excellent

I you had to assess your learning in__ 238% 2619% o% Jo4% 3095%
these “Innovation” sessions for the

L classroom, you would consider

it
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Table 4. Perceptions of Communicative Competence Enhancement

Criteria/skill Excellent Good "Acceptable Insufficient
Listening 3 3 A o
Reading B B o o
Speaking B f
Writing B A o
Grammar/Vocabulary 3 B '
“Total percentage e % i 0

e et sl s ey s 14 st
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Table 1. Main Gender Themes Explored by STs

Material  Role-play Feminist  Unveiling _ Students’ The class

design  act pedagogyin  gendered sexist participation

debates discourses ideologies/  and the sitting

discourses__arrangements

The Understanding _ Students Thewseol  Students’ Opportunities for

analysisof femininitiesand  conversation  fairytalesand interaction  clas participation:
vocabulary masculinities  whileworking  thegender  while working  resistance and
instudents in groups stercotypes  in groups domination

writien
texts
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Table 4. Comparison of Internet Usage of Pre-Service Teachers According to Their Classes

Dependent Variable Groups. D p (2-way)
T Vear-a Year -39920 024
Frequencyofnemet UseerDay T e g
1 Year-a Year -34695 o
Internet Usage Year 1 Year-y Year 37093 o

1 Year-g# Year 49us o0t
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Figure 2. Col Presence in the Online English Course.
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Table 4. Contestants’ Responses About the “Innovation” U-Learning Design

Question 8 Excellent _Good __ Don'tknow __Poor

In general terms, you believe the sessions, the tasks_ 4878%  4878%  244% o%
and the discussions offered (inside and outside the
classroom) have been
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Figure 3. Links Between the Teaching Presence and the Oral Skill

Directnstruction

Grammatica range and accuracy.
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