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  Resisting exclusion from core indexing systems


  For discursive and material reasons, Third World scholars experience exclusion from academic publishing and communication; therefore, the knowledge of Third World communities is marginalized or appropriated by the West, while the knowledge of Western communities is legitimated and reproduced; and as part of this process, academic writing/publishing plays a role in the material and ideological hegemony of the West. (Canagarajah, 2002, p. 6)


  The quote from Canagarajah shows the situation most academic journals have recently been going through in developing countries. In the Colombian scenario, academic publications like PROFILE are being demanded to comply more and more with regulations emanating from Colciencias, the Colombian research agency in charge of the classification of the scientific journals edited within the country (Colciencias, 2010, 2016). Its latest rules have relied heavily on JCR (Journal Citation Reports, led by Thomson) and SJR (Scientific Journal Ranking, managed by Scopus) and, to a lesser extent, on the h5 index (h5). The changes introduced in the national policies are based on the need to measure the impact of the national scientific production and to increase its acknowledgment in the international picture. The h5 index examines the number of citations made per article in a period of 5 years using Google Scholar and measures researchers and journals impact.


  To our surprise, two local initiatives, Redalyc (Red de Revistas Científicas de America Latina y el Caribe, España y Portugal) and SciELO (Scientific Electronic Library Online), created and led in the Latin American region, have not been given the same role in defining the classification of journals. Colciencias is more inclined to accept the standards born in the heart of the West, which is to say within the Americo-European boundaries.


  Colciencias (2016) has eagerly tried to align the measurement of Colombian research and journal impact to international standards. In the words of Colciencias, the idea is to gain robustness, reliability, and the appropriation of the production of knowledge in the many different disciplines. However, we do not understand why the peculiarities of journals from humanities and social sciences are not taken into consideration when deciding upon the databases and indexing systems that serve as reliable and appropriate for evaluation purposes.


  Another expected by-product of this intended measurement is the editorial self-management. According to Colciencias, this measurement would allow Colombia to strengthen and acknowledge academic communities, promote the generation of new knowledge products, and the creation of national and international networks. Nice as it may sound, Colciencias’ statement has led academic journals into a frenetic run which has stimulated an urgent need to compete for citations. This may, in the long term, have an influence on the disposal of academicians who do not fulfil “the standards”.


  Apart from yielding authority from the locals to the hegemony of the West, the expected short-term results hinder a reflection that must be carried out by the national actors who are in charge of creating and spreading knowledge. The assurance of quality in research publications is of course a desirable goal of any research agency in search of benefits for the country, the issuing institution, the publication and the authors themselves. This is by no means an undesirable ambition. What is neglected is the way in which the process has been carried out by imposition. Although editors have raised their voices in different forums and via working documents, and warning Colciencias about the inconveniences of the new policies, the modifications have been superficial and the alignment with JCR and SJR indexing systems remains as the main factor in the classification of the journals. To this end, Cárdenas (2016), claims that


  
    the ranking systems and the pressures they place on today’s academic or scientific journals and scholars cannot be the only reason to evaluate the relevance and quality of knowledge produced as a result of the examination of issues chosen by academic circles based in periphery countries like Colombia. (p. 52)
  


  At the other end of the spectrum, as articles from authors of developing countries start to get citations, they become an interesting target for international agencies. The so-called bibliographic databases as Scopus and Thomson are of great importance for the academic world but their financial interests may hinder the spread of knowledge because of the fees they charge for access to articles written by authors including those from the developing countries.


  Money moves the world. Its most representative financial institutions, among which is the editorial industry, are no exception to this popular sentence. Open access systems emerged as an action that defends the right to know without economic restrictions. If it were not by the open journal systems that enable academic publications to be posted for free in benefit of many national and international readers, the international publishing tentacles would have made it almost impossible to increase readership on a free basis. Sharing, on the other hand, promotes the exchange of information for free and sharing moves communities.


  Sharing is a challenge faced by PROFILE. Despite the necessary alignment to standards, PROFILE has fought back these international standards by the promotion of the spread of knowledge, by motivating potential writers to contribute, as their knowledge is of incalculable value, even if the contribution is not perfect. The battle against marginalization is present in the philosophy of our publication, in the actions taken along our history and in the belief we hold of public benefit over all. We may even be gaining some ground in our attempts at international recognition when the journal has been included since June 2016 in the Emerging Sources Citation Index, produced by Thomson Reuters, precisely.


  Luckily, we count on the support of the scholars who make up part of our committees, and whose participation is decisive to ensure the rigor of our publication. This time, we are pleased to welcome to our Editorial Review Board the following professors: Miguel Farías (Universidad de Santiago de Chile), Paula Rebolledo Cortés (RICELT, Chile), Maritza Rosas Maldonado (Universidad Andrés Bello, Chile), Constanza Tolosa (The University of Auckland, New Zealand), and Anne Westmacott (Universidad Chileno-Británica de Cultura).


  We have gathered thirteen articles in this edition; two of them come from Mexico, one from Chile, one from the United States, and nine of them are authored by Colombian scholars. The first section, Issues From Teacher Researchers, includes ten articles concerning teachers' narrative inquiry, language learning, English language teacher education and language policies. We open with an article by professors Paula R. Golombek and Karen E. Johnson who return to their concept of teachers’ narrative inquiry as professional development to complement it by resorting to Vygostky’s sociocultural theory and a couple of instances of empirical research. Professors Golombek and Johnson stress the importance of regarding language teaching as a situated phenomenon prone to contextual influences, a condition that teachers can be made aware of through the dynamics of narrative inquiry. The figure of the “expert mediator”—the teacher educator—emerges as a facilitator who encourages teachers to gain agency and to conduct inquiry to make sense of their past, present, and future teaching practices, while engaging in narrative. Next, we have Gerrard Mugford, from Mexican Universidad de Guadalajara, who starts by sharing with us an analysis of formulaic language and EFL (English as a Foreign Language) requests and highlights how formulaic language can enhance learners’ ability to come across in acceptable and appropriate ways and thus become more pragmatically competent in the target language. Then, Colombian teacher Julio César Torres-Rocha adds a contribution to the field of language policies in the country. His research report focuses on the influence of the National Bilingual Programme on the reconstruction of teacher identity. Among the interesting aspects we find we can highlight in his manuscript is his study on how teachers feel about language requirements associated with a language policy, their familiarity with the policy, as well as their views and feelings on the language policy and language requirements for English teachers.


  The fourth article of this section, authored by Colombian authors Ady Marcela Vaca Torres and Luis Fernando Gómez Rodríguez, tells us how a group of ninth graders enhanced the speaking skill in an English as a foreign language classroom through project-based learning. The results show how and why project-based learning encouraged students to increase oral production through lexical competence development, helped to overcome fears of speaking in the learning process, and increased their interest in learning about their school life and community.


  Next, we present an account of a qualitative evaluation system that has been incorporated into a Colombian private English institution. Javier Rojas Serrano describes the way students face the new qualitative evaluation system and their views on alternative assessment as a way to help them make progress in their English learning process.


  Then we can read a couple of research reports dealing with the use of learning strategies. The first one, by Chilean teachers Claudio Díaz Larenas, Lucía Ramos Leiva and Mabel Ortiz Navarrete, concentrates on rhetoric, metacognitive, and cognitive strategies pre-service teachers use before and after a process-based writing intervention when completing an argumentative essay. We can learn about the strategies used by the prospective teachers and the implications that can be drawn from them in order to decide upon the contents and development of writing programmes. The second article, authored by Colombian teachers Maria Eugenia Guapacha Chamorro and Luis Humberto Benavidez Paz, is a report on an action-research study aimed at improving the English language performance and language learning strategies use of a group of pre-service language teachers by combining elements from the cognitive academic language learning approach and task-based language teaching.


  Afterward we include an article on the role of educational stakeholders in the appropriation of foreign language education policies written by Oscar Peláez and Jaime Usma. The study depicts how different educational stakeholders in a rural region of Colombia perceive foreign language education policies, and how these perceptions shape the way they recreate these reforms at the ground level. We believe this investigation can illuminate other inquiries in those contexts where attempts are being made to enhance foreign language competences mainly by issuing policies to be implemented in fixed periods of time.


  The following article contains a report by Janeth Juliana Contreras León and Claudia Marcela Chapetón Castro on the impact of implementing collaborative learning from a social and dialogical perspective on seventh graders’ interaction, in an English as a foreign language classroom at a public school in Colombia. As we can read in their manuscript, they followed the action research approach which let them conclude that taking a critical approach to language education and understanding collaborative learning as a social construction of knowledge can boost opportunities for changing ways of teaching and learning practices, encourage the teacher and the students to take different roles, have an impact on the classroom relations and interaction, and also promote students’ empowerment.


  We close this first section with an investigation by Mariza G. Méndez López and Moisés Bautista Tun, from Universidad de Quintana Roo (Mexico). The investigation’s main aim was to understand the factors that may motivate and demotivate students with low emotional intelligence to participate in speaking activities during English class. We should point out that results not only account for those issues but help us get acquainted with differences between male and female students in given educational circumstances.


  In the second section, Issues From Novice Teacher Researchers, we include a study dealing with pre-service teacher education. Colombian novice teacher researchers Sergio Andrés Suárez Flórez and Edwin Arley Basto Basto share with us the findings of a study that sought to identify pre-service teachers’ beliefs about teaching English as a foreign language and their potential changes throughout the teaching practicum.


  The last section, Issues Based on Reflections and Innovations, brings readers this time two articles. In first place, Juan David Gómez González, from Colombia, describes an approach to developing intermediate level reading proficiency through a strategic and iterative use of a discreet set of tasks that combine some of the more common metacognitive theories and strategies that have been published in the past thirty years. He explains its benefits and its three main components (textual indicators, strategy instruction, and content learning) and suggests a model for their implementation. Then, and to close this edition, we present an article by Colombian scholar Mónica Rodríguez-Bonces. In it, she depicts the foundations to design a curriculum that integrates music and drama as strategies for the teaching of English as a foreign language to children. As the author argues, the interdisciplinary curriculum not only innovates the offer of English courses for children but also promotes meaningful learning and creates a positive attitude towards learning a foreign language.


  The articles present in our current issue depict the voices of academicians from Colombia, Mexico, Chile, and the United States. They reflect and act upon their realities and findings in specific contexts. Their very presence in our publication is a demonstration that we, as language teacher-researchers, have our own vision that merits the acknowledgment as active actors in the creation of local understanding that can be shared with and compared to the material and ideological experience of the West.


  Melba Libia Cárdenas

  Journal Editor


  María Claudia Nieto Cruz

  Journal Director
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  We offer a more nuanced characterization of teachers’ narrative inquiry as professional development (Johnson & Golombek, 2002) by grounding our definition of and empirical research on teachers’ narrative inquiry from a Vygotskian sociocultural theoretical perspective. Our goal is to reaffirm our belief in the educational value of teachers’ narrative inquiry as “systematic exploration that is conducted by teachers and for teachers through their own stories and language” (p. 6), while empirically documenting the crucial role of teacher educators in creating mediational spaces, dialogic interactions, and pedagogical tools for teachers’ narrative inquiry to flourish as professional development. It is also our goal to re-conceptualize teachers’ narrative inquiry as unbounded by time and place, and as a more fluid and emerging process.


  Key words: Language teacher professional development, teachers’ narrative inquiry, Vygotskian sociocultural theory.

  


  Ofrecemos una caracterización más detallada del uso de las indagaciones narrativas de los docentes para su desarrollo profesional (Johnson y Golombek, 2002), para lo cual basamos nuestra definición de y la investigación empírica sobre la investigación narrativa de los docentes en la teoría sociocultural de Vygostky. Nuestro propósito consiste en reafirmar nuestra convicción acerca del valor educativo de la investigación narrativa de los docentes como una “exploración sistemática que es conducida por y para los docentes por medio de sus propios relatos y lenguaje” (p. 6). Asimismo, documentamos de manera empírica el papel crucial de los formadores de docentes para crear espacios mediacionales, las interacciones dialógicas y herramientas pedagógicas que promuevan la indagación narrativa de los docentes como forma de desarrollo profesional. También pretendemos re-conceptualizar la indagación narrativa de los docentes como un proceso sin limitantes de tiempo y espacio, y con una naturaleza fluida y emergente.


  Palabras clave: desarrollo profesional de docentes de lenguas, indagación narrativa de los docentes, teoría sociocultural de Vygotsky.

  


  Introduction


  PROFILE has published language classroom research conducted by experienced and novice teachers, teacher educators, and teacher researchers over the last seventeen years. Their advocacy of teacher inquiry and professional development parallels support within language teacher education (LTE), in which teacher inquiry has been documented to be a resource through which language teachers can become cognizant of and develop their thinking about teaching, and how that thinking is materialized in instructional practices and interactions with students in specific settings (Barkhuizen, 2013; Barkhuizen, Benson, & Chik, 2014; Freeman, 1998). Similarly, it has been 15 years since we published our book arguing for and exemplifying language teacher research, what we called teachers’ narrative inquiry as professional development (Johnson & Golombek, 2002). We grounded our conceptualization of narrative inquiry in John Dewey’s (1933) theory of experience. Dewey argued that for experience to become educative rather than habit, students needed to engage in a reflective cycle—a process of active, persistent, and careful observation, consideration, and reflection; thus, to engage in that cycle, students needed to adopt a mind-set exhibiting open-mindedness (seeking alternatives), responsibility (recognizing consequences), and wholeheartedness (continual self-examination). Using Dewey’s theory and the examples of various language teachers’ narrative inquiry, we argued for teachers’ narrative inquiry as professional development because of the potential changes that self-examination can produce:


  
    inquiry into experience enables teachers to act with foresight. It gives them increasing control over their thoughts and actions; grants their experiences enriched, deepened meaning; and enables them to be more thoughtful and mindful of their work. (Johnson & Golombek, 2002, pp. 6-7)
  


  The (re)constructive process (self-study and narrating) and product (enhanced knowledge and written/spoken narrative) of self-inquiry can enable teachers to (re)interpret their experiences as teachers and to build local knowledge situated in their classrooms and contexts, and with their students and communities. Knowledge generated as a result of teacher inquiry is characterized as constituent of located teacher education (Johnson, 2006) because it is socially, culturally, historically, and institutionally situated in and responsive to teachers’ professional worlds and needs. At that time, questioning the predominance of researcher knowledge located outside the schools, teachers, and teaching that it was intended to shape, we argued that teacher research merited a place alongside researcher research. Although we still advocate for this position, in this article we intend to call attention to the pivotal role that expert mediation, by skilled teacher educators acting intentionally and systematically, plays in teacher development through narrative inquiry.


  As an alternative to research done for teachers by researchers, we defined teachers’ narrative inquiry as “systematic exploration that is conducted by teachers and for teachers through their own stories and language” (Johnson & Golombek, 2002, p. 6).1 Because we focused our lens on the agency of and value for teachers inquiring into their own teaching, we downplayed two important issues. First, the teacher narratives we have published by themselves (Johnson & Golombek, 2002) or as data analyzed in our research (for example, Johnson & Golombek, 2016) were typically initiated as part of an institutional requirement, including projects for courses, MA research projects or theses, and research for promotion. We recognize that many teachers continually seek to improve their teaching. However, we question whether teachers actually engage in systematic self-inquiry if they have not been socialized into the cultural practice of doing narrative inquiry, or initiate it on their own or with others due to factors such as lack of time, limited institutional resources, or no locally supportive communities. Second, as part of an institutional requirement, teachers conducting narrative inquiry generally experience different forms of mediation, e.g., reading an academic book or article and interacting with a peer or teacher educator, throughout the endeavor. In focusing on the agency that teachers’ narrative inquiry energizes, we downplayed the instrumental role that expert mediation can play. Our more recent work, grounded in a Vygotskian sociocultural theoretical perspective on teacher learning (Johnson, 2009; Johnson & Golombek, 2011a; Johnson & Golombek, 2016), has created a contradiction between our goal of having teachers take control over (and have the field recognize the legitimacy of) their own professional development and the fact that by doing so, we may have excluded or not fully acknowledged the critical role of expert mediation that occurs within most professional development contexts where teachers engage in narrative inquiry. Critiquing and re-conceptualizing these ideas through the lens of Vygotskian sociocultural theory (Vygotsky, 1978, 1986, 1987), we hope to extend our argument about the educational value of teachers’ narrative inquiry as professional development. We argue that teachers’ narrative inquiry—if conducted under the guise of discovery learning or even Dewey’s experiential learning—runs the risk of reinforcing what Vygotsky called everyday concepts, knowledge that is “unsystematic, empirical, not conscious, and often wrong” (Karpov, 2014, p. 94). For teachers’ narrative inquiry to be professional development, that is for teachers to transform their thinking and doing of teaching through narrative inquiry, systematic and intentional mediation by teacher educators needs to be acknowledged and made explicit. By engaging, mediating, and socializing teachers in the cultural practice of narrative inquiry, they may gain understandings into the processes of professional development. In this way, we reiterate our conviction that LTE matters (Johnson, 2015; Johnson & Golombek, 2016).


  In this article, we offer a more nuanced characterization of the potential of teachers’ narrative inquiry as professional development by grounding our definition of and empirical research on teachers’ narrative inquiry from a Vygotskian sociocultural theoretical perspective. Our goal is to reaffirm our belief in the educational value of teachers’ narrative inquiry as “systematic exploration that is conducted by teachers and for teachers through their own stories and language” (Johnson & Golombek, 2002, p. 6), but also to empirically document the crucial role of teacher educators in creating mediational spaces, dialogic interactions, and pedagogical tools for teacher narrative inquiry as professional development to flourish. Expert mediation is at the core of harnessing the transformative power of both written and oral narrative in ways that promote the development of teacher/teaching expertise. It is also our goal to re-conceptualize teachers’ narrative inquiry as unbounded by time and place, and as a more fluid and emerging process.


  The Transformative Power of Narrative Activity


  In our work characterizing the functional role of narrative, we argued that the transformative power of engagement in narrative activity lies in its ability to ignite cognitive processes that can foster second language (L2) teacher professional development (Johnson & Golombek, 2011b). We thus positioned narrative activity as a mediational means, arguing that:


  
    The act of narrating, as a cultural activity, influences how one comes to understand what one is narrating about. The telling or retelling (either oral or written) of an experience entails a complex combination of description, explanation, analysis, interpretation, and construal of one’s private reality as it is brought into the public sphere. (p. 490)
  


  We also argued that for narrative activity to function as a mediational means in fostering teacher professional development, it entails three interrelated and often overlapping functions: narrative as externalization, narrative as verbalization, and narrative as systematic examination.


  When narrative activity functions as externalization, it allows teachers to express their understandings and feelings by giving voice to their past, present, and even imagined future experiences. Narrative as externalization fosters introspection, explanation, and sense-making, while simultaneously opening teachers’ thoughts and feelings to social influence. Teachers developing awareness of what they are experiencing, thinking, and feeling may represent an initial step in cognitive development. However, if it is not connected to a change in teaching activity, self-awareness can be cognitively and emotionally detrimental in that teachers are aware that they need to change their teaching activity but are unable to do so.


  When engagement in narrative activity functions as verbalization, it assists teachers as they attempt to internalize the academic concepts that they are exposed to in their teacher education programs. Narrative as verbalization allows teachers to use academic concepts deliberately and systematically to reexamine, rename, and reorient their everyday experiences. If internalized, academic concepts, “have the potential to function as psychological tools, which enable teachers to have greater awareness and control over their cognitive processes, and in turn, enable them to engage in more informed ways of teaching in varied instructional contexts and circumstances” (Johnson & Golombek, 2011b, p. 493). For narrative activity to function as verbalization, the academic concepts must be situated within the settings and circumstances of teachers’ professional worlds and realized through the concrete goal-directed activities of actual teaching. When engagement in narrative activity functions as verbalization, it becomes a potent mediational tool that supports teachers’ thinking in concepts (Karpov, 2014) as they make sense of their teaching experiences and begin to regulate both their thinking and teaching practices.


  Narrative as systematic examination represents the procedures, or parameters, for how teachers engage in narrative activity. In describing narrative as systematic examination, we highlighted that when teachers use narrative as a vehicle for inquiry, how they engage in narrative activity will fundamentally shape what they learn. Therefore, different forms of narrative activity will entail different types of systematic examination, ultimately having different consequences for learning and development. For example, the parameters associated with writing a learning-to-teach history might focus the teacher’s attention more on the (re)construction of self as a teacher, whereas the parameters of an action research project might focus the teacher’s attention more on the specifics of classroom activity. These sorts of narrative activity and their parameters are cultural practices in language teacher education, so the process of inquiry is not something that teachers naturally do but are socialized into doing. If we carry out our logic about how what is learned is fundamentally shaped by how it is learned, then what teachers learn by being mediated solely by everyday concepts in the process of narrative inquiry is going to be markedly different than if mediated by academic concepts and expert mediation. And mediation by a teacher educator becomes paramount.


  Two Teacher Narrative Inquiry Projects


  As concrete examples of how we have re-conceptualized teachers’ narrative inquiry as professional development, we offer two distinct narrative inquiry projects that were recently completed by novice English as a second language (ESL) teachers enrolled in a Masters in Teaching English as a Second Language (MA TESL) Program and an Undergraduate Teaching English as a Second Language (TESL) Certificate Program. We have selected these two projects because they highlight the unbounded nature of narrative inquiry when it takes place over time and place, they identify the various mediational spaces, dialogic interactions (written and spoken), and pedagogical tools that teacher educators utilize with teachers as they engage in various sorts of narrative activity, and they document the crucial role of teacher educators in providing teachers with mediational means and tools to support the development of novice teachers’ teacher/teaching expertise.


  “Teach off your students, not at them”: A Teacher’s Narrative Inquiry Into Teacher Questioning Patterns


  As an example of narrative inquiry as an unbounded activity that can span over time and place, Kong (2017) traced how her own teacher questioning patterns changed over the course of a two-year MA TESL program. The parameters of her narrative inquiry included three major teaching experiences that spanned the 1st, 2nd and 4th semesters of the program. The data sources she examined originated out of each of these teaching experiences: video recordings of her teaching, stimulated recall sessions about her teaching, written reflections, reflective teaching journal entries, lesson plans, and other field notes. The focus of her systematic examination was to trace how and why she shifted from simple knowledge-checking questions and clarification requests which elicited minimal student participation, to greater acknowledgment of student contributions and more genuine open-ended questions which fostered greater student engagement and increased opportunities for student language learning. In addition, her narrative inquiry highlights the various mediational spaces, dialogic interactions, and pedagogical tools that shaped the shifts that emerged in her questioning patterns over time. The final product of her narrative inquiry was a formal thesis (MA paper). It included an overview of a Vygotskian sociocultural theoretical perspective on teacher learning, a literature review on how teacher questioning patterns have been conceptualized and empirically studied, methods of data collection and analysis, the overall findings, and implications for LTE pedagogy.


  During the 1st semester of the program, Kong, a Chinese speaker of English, participated in an extended team teaching project that was embedded in a TESL Methods course. The project requires teams of teachers to observe one session of an ESL course they would eventually teach, collaboratively create a lesson plan to teach required course content, practice teaching their lesson in the Methods course (video-recorded), teaching the actual lesson in the ESL course (video-recorded), participate in a stimulated recall session with the Methods course instructor (audio-recorded), and write an individual reflection paper about the entire project. In Kong’s narrative inquiry, she examined how each of these mediational spaces offered different forms of mediation that shaped her emerging understanding of her questioning patterns.


  While analyzing transcripts of her actual teaching, Kong found that she relied heavily on pre-planned teacher questions and responded to students with the traditional three-part initiation-response-evaluation (IRE) interactional sequence (Mehan, 1985). As just one example, in Excerpt 1, the students are presenting oral summaries of a children’s story they had just read. Their summaries were to include key elements of a summary: who, where, what, why, and when.


  
    Excerpt 1
  


  
    	S1: (presenting summary of story 1)


    	T: so the question is where’s the, did the story take, take place? (1.8) Is that included in the summary? Is that? so (facing S1) do you know where is the story taken place? you can guess


    	S1: uh, (4.0) uhm...maybe in a farm?


    	T: yeah, yeah, yes, it’s fine, ok, let’s welcome the next presenter.

    (Actual Teach Video 12:25 - 16:56)

  


  Much to her dismay, her questioning patterns generated little or no response from the students. During the stimulated recall session, the teacher educator encouraged her to articulate her understanding of her own questioning patterns (“now how did you decide what question to ask, did you have that pre-prepared? or did you listen and then decide”). This interaction functions as a kind of narrative as externalization as the teacher educator encourages her to introspect and explain what happened, opening her up to social influence. After externalizing how her team had planned for this portion of the lesson (“we planned our questions based on what we thought they would say”) and recognizing that her interactions with her students did not go as planned (“yeah, but actually it turn out, uh, it not work well”), the teacher educator then asked Kong to consider the pedagogical value of using more open-ended, genuine questions by encouraging her to take up and try out the teacher educator’s repeated use of the pedagogical tool, “teach off your students, not at them”. In her reflection paper, Kong wrote:


  
    Excerpt 2
  


  
    After each student presented his or her summary, I asked questions to them, which are pre-designed and have a connection with the presentation part. However, the actual situation was that only two students managed the time limits and provided the whole idea of the story...I should give another creative question based on what they have provided in their summary rather than follow the pre-designed routine...to be able to interact effectively with students, [I need] to connect what students provide to the current topic and to “teach off students but not teach at them.” (Extended Team Teaching Project - Reflection Paper 11/2015)
  


  The extended team teaching project, by design, created multiple mediational spaces for Kong to externalize her understanding of her questioning patterns. During the stimulated recall session, as they watched the video recording of Kong teaching, the teacher educator intentionally inserted the pedagogical tool, “teach off your students, not at them,” to assist Kong in re-conceptualizing her epistemic stance as a teacher and develop a more conscious awareness of what constitutes interactive teaching. In Kong’s reflection, we see the effect of narrative as verbalization, as she imagines what she could have done through the pedagogical tool “teach off your students, not at them.”


  Kong’s developing awareness of the quality and character of her questioning patterns spilled over into the 2nd semester of the program, when she served as a volunteer teacher at a local non-profit adult literacy program. She collected 5 video-recorded lessons of her co-teaching a beginning-level oral communication skills course which became the basis of a research project she conducted for a graduate course (APLNG 587) she was taking on theory and research in L2 teacher education. When analyzing those transcripts, she found that some remnants of the IRE interactional sequence remained, however, she found herself becoming conscious of and was better able to engage in meaning-negotiations with these adult students. In fact, because the students had very limited English language proficiency she recalled feeling forced to ask for clarification, reformulate students’ responses, and co-construct ideas with her students. In the research project that she completed for her graduate course, she wrote:


  
    Excerpt 3
  


  
    This excerpt shows my awareness of students’ needs and my emerging competence in providing feedback based on students’ responses rather than follow a pre-prepared routine. I am better at able to “teach off students” ...In short, I gained greater control over using questions to shape the overall learning environment.(Course Project for APLNG 587 5/2016)
  


  Interestingly, by analyzing transcripts of her interactions with her students she claimed that it was her students’ responses to her questions that pushed her to use more interactive questioning patterns. Thus, in this second teaching experience, it was engagement in the actual activity of teaching and analyzing transcripts of her own teaching that mediated both her thinking and her emerging ability to alter the quality and character of her own questioning patterns.


  During the 4th and final semester of the MA program she participated in a 15-week practicum with a mentor teacher in a freshman English composition course. She kept a weekly reflective teaching journal, observed and co-taught a range of pedagogical activities, and planned and taught three autonomous lessons. The practicum supervisor conducted three teaching observations, video recorded her teaching, and provided her with field notes. In addition, she discussed her teaching plans with her mentor teacher, wrote formal lesson plans, and reflected on her own teaching based on field notes. Her analysis of transcripts of her questioning patterns throughout the practicum identified shifts in how she responded to student contributions. Once again, she did find evidence that she continued to employ the IRE interactional sequence at times during instruction. She described these instances as:


  
    Excerpt 4
  


  
    ...initiating knowledge-checking questions in line 1-2 “so can you give me: an example that is (.) kind of a piece of writing that is more casual,” the students responded to the questions accordingly in line 3 “journal” and I evaluated their answers using repetition in line 4 “journal” and acknowledgements such as “uh...uhm” in line 4, and “ok” in line 8. (Narrative Inquiry 5/2017)
  


  However, later in this same lesson the turn taking pattern unfolds differently as her use of more genuine, open-ended questions created spaces for students to elaborate on their own and each other’s contributions. She verbalized this shift through the academic concepts of IRE and IRF (initiation-response-feedback) interactional sequences, re-naming her teaching activity and seeing its pedagogical value in supporting student understanding. As she reflected on this lesson she was able to articulate a sound pedagogical rationale for asking more open-ended questions and recognized that it was the students’ responses that were mediating how she thought about and began to enact her questioning patterns.


  
    Excerpt 5
  


  
    S3 comments by saying “it depends” in line 17 and then I follow up with another question to help students understand that a speech can be more casual or formal based on different audiences, in essence shifting the turn taking pattern from the IRE to the IRF sequence (Wells, 1986). I am providing more explicit and specific questions in lines 20, 21, and 25 trying to support students’ understanding of the relationship between the audience and the writing/speech style and promote greater student participation. (Narrative Inquiry 5/2017)
  


  Evidence of this was confirmed in an entry in her reflective teaching journal, where she had expressed her intention to teach in a more “interactive way” and had recognized an instance when she seized on an opportunity to encourage more student discussion.


  
    Excerpt 6
  


  
    This week I had my first practice teaching in the class...I wanted to practice the interactive way of teaching, encouraging more student-teacher interaction and students-students interaction...I designed guiding questions to encourage more students’ talk...While I was confirming their answer, I was also seeking a point to expand the classroom interaction. There was one student (S5) who gave me the answer of “a speech” when I asked for the example of formal writing. I made a quick decision that this could be a moment encouraging more discussion. (Practicum Reflective Teaching Journal, 2/2017)
  


  She went on to explain that an assignment she had completed in a graduate class had also mediated her understanding of the IRE/IRF interactional sequence as well as allowed her to project how she might use student contributions in the future to encourage more peer discussion.


  
    Excerpt 7
  


  
    Coincidentally, I had done a transcription analysis using IRE/IRF interactional sequence for APLNG 482 this week...Through the analysis of the interaction between the students and me...I realized that I handled well for students’ answers...Although I provided the chance for other students to think of whether that example is good or not, it still became the interaction between that student (S3) who answered the question and me. Now, I would think of using that as an opportunity to encourage peer discussion. For example, let S2 to explain why a speech may or may not be the formal writing, or let students to have a short discussion with their partners and then get back together. There are different ways to encourage more student-student interaction. That can guide the students to think independently instead of doing all the thinking work for them. (Practicum Reflective Teaching Journal, 2/2017)
  


  Analyzing her own question patterns for a graduate course (APLNG 482), engaging in actual teaching during the practicum, and writing a reflective teaching journal entry about both experiences worked in consort to mediate her emerging understandings of her questioning patterns. These mediational spaces, dialogic interactions, and reflective activities also allowed her to construct a rationale for her present and future teaching activities and consciously pay attention to how she might “teach off her students” in the future.


  Overall, her narrative inquiry enabled her to trace how her conceptualization of interactive teaching emerged and to identify the mediational means that enabled her to enact questioning patterns that foster greater opportunities for student participation and engagement. In the conclusion of her narrative inquiry she wrote:


  
    Excerpt 8
  


  
    Besides my development in better controlling classroom interaction, my conceptualization of teaching became more complete and unique. Similar to what Vygotsky (1987) suggested that the internalization of academic concepts does not come easily or immediately but rather follows a “twisting path”, it took me over one year to gradually internalize the pedagogical tool “teach off your students, not at them” into a psychological tool that guided and regulated my conceptual thinking and teaching practices. Initially, I was just aware of the tool but not able to perform accordingly during my first teaching practice. Later, I became more consciously aware of this tool and gained a deeper understanding of interactive teaching which collectively formed my own conceptualization of teaching as using guiding questions to encourage students to think independently. (Narrative Inquiry, 5/2017)
  


  To echo Kong’s point, Vygotsky’s (1978) notion that the transformation from external forms of social interaction (interpsychological) to internalized psychological tools for thinking (intrapsychological) is not direct but mediated. As she became more consciously aware of this tool, she was not only able to use guiding questions to foster greater student engagement, she was also able to imagine her use of guiding questions in future instructional activities. Kong’s narrative inquiry traces what this mediated process looks and feels like for a novice teacher. It also highlights the critical role that teacher educators and interactions with students play in mediating novice teacher thinking and doing. As she concludes, she appears highly aware of this developmental process:


  
    Excerpt 9
  


  
    I found that narrative activity such as writing down my thoughts in a reflection journal and verbalizing my ideas in a stimulated recall session, are mediational tools that function as externalization that allows me to connect the actual teaching practice with scientific concepts that I learned in other contexts; on the other hand, in-class interaction with students is another type of mediational means that promotes and facilitates the transformative process of internalization and the emergence of true concepts. (Narrative Inquiry, 5/2017)
  


  From “Telling Students” to “Allowing a Better Co-construction of Language”: Revising and Annotating Lesson Plans as a Form of Narrative Inquiry


  A second example of narrative inquiry as an unbounded activity that can span over time and place is Herman’s revision of a lesson plan he had taught during his 16-week teaching internship in the Undergraduate TESL Certificate Program. This was the final assignment of the internship in which interns were asked to “revise that lesson plan according to the range of mediational means (emphasis original) you experienced: what happened in class, what was discussed in your tiny talks, what my feedback was to your tiny talk, or any other feedback I gave you/interaction you had with me” (TSL 4940 Final Assignment). Teaching interns were to document the changes made, reasons for changes, and the mediational means that fostered those changes. In Herman’s case, his narrative inquiry takes on a very different form from the traditional final written chronicle that Kong wrote. However, it still fits into our proposed re-conceptualization of narrative inquiry as professional development because in engaging in narrative activity and then reflecting on it in systematic and intentional ways while being mediated, Herman traces his development. The final product of Herman’s narrative inquiry is a series of interconnected narrative annotations he writes in the margins of his revised lesson plan, the final requirement of the internship.


  Herman was in his last semester as an undergraduate, and co-taught an advanced listening and speaking class for international Visiting Scholars. Though the lesson plan revision (future) centered on a previously taught lesson (past), the parameters of his narrative inquiry discussed in this section consist of three mediational spaces that were ongoing over the semester: “tiny talks” (Zoshak, 2016), or post-teaching de-briefing sessions, audiotaped after each class with his co-teacher; interactions with the teacher educator; and his actual teaching of the lesson. In his systematic examination, he traced the revisions he made in his lesson plan as a result of teaching it and his pedagogical reasoning for doing so. He does this by re-voicing the pedagogical tool introduced by the teacher educator of “co-constructing student understandings through goal-oriented activities” as he attempts to move away from a teacher-fronted, transmission-style of teaching. His narrative inquiry highlights the various mediational spaces, dialogic interactions, and pedagogical tools that shaped how he systematically re-examined his original lesson plan. We present two of Herman’s revisions, which are expressed as brief narrative annotations (margin comments) of re-storied pasts, his current pedagogical reasoning, and imagined futures.


  In the original version of the lesson plan, Herman’s first activity was intended to orient students to the instructional focus of the day—word-level stress—by connecting it to an instructional focus from one of his previous lessons—American English allophones of /t/. Though this seems as though it could be a constructive way to connect new with old information, the activity did not go well. He deleted this activity in his revised lesson plan and created a new one in its place:


  
    Excerpt 10
  


  
    Conversation Model
  


  
    	Co-teacher and I have a conversation about a surprising experience one of us had, ask Ss to listen for the words that we emphasize


    	Ss will have a handout of the conversation, and will circle the words that they hear that are stressed


    	Ask Ss what kind of words were stressed *verb/noun/adjective/preposition/content/function?*


    	Discuss that this is called sentence level stress


    	Ask Ss where else stress occurs *where else is emphasis important besides in a sentence?*

    (Revised Lesson Plan)

  


  In his narrative annotations (margin comments) below, Herman re-stories how his actual teaching of the lesson (non-italicized) mediated his new understandings, his imagined activity (italicized), in a brief but pointed account.


  
    Excerpt 11
  


  
    For the warm up I did, I tried leading a discussion relating the previous lesson, which was the sounds of T, to word level stress. While it has some application because the different sounds of t are affected by word level stress, it just confused Ss and made them think that we were still talking about sounds of t. I loosely tied it to stress, but I feel that they were not very responsive to this type of discussion where I was more or less telling them what was important. It completely lacked discovery and critical thinking on the Ss part. This conversation modeling hopefully would get them thinking about stress at the sentence level or just in general, with the last part directing their attention to word level stress specifically, which is the main focus of the lesson. This is also a much more pointed warm-up, as it has a clear direction that the Ss need to pay attention to and it allows them to form their own ideas of emphasis, and then going over it together allows for more co-construction. (Revised Lesson Plan - Margin Comments)
  


  Herman re-stories his lesson on word-level stress by describing how even though the allophones of /t/ (content of a previous lesson) are connected to word stress, his attempts to connect it to the new content left students “confused” and made them think the instructional focus was on the allophones of /t/. This narrative activity (margin comments on a revised lesson plan) acts as externalization, giving voice to his past, present, and imagined future, as he explains and makes sense of what happened in that lesson. Herman articulates that it was problematic that he was “telling” students why the topic was important rather than engaging them in activities in which they could construct and/or express what they understood about the topic (“It completely lacked discovery and critical thinking on the Ss part”). Herman appropriates the teacher educator’s pedagogical tool (“co-constructing understandings rather than telling”) thus, re-storying through this tool as narrative as verbalization. Herman then narrates an imagined future by explaining the pedagogical reasoning behind the revisions (“much more pointed warm-up”, “it has a clear direction”). Moreover, he articulates that the activity would allow “for more co-construction” of meaning by students of the content focus. Herman’s re-storying of his past activity as “telling” and imaging his future activity as “co-construction” indicates his taking up the teacher educator’s mediation throughout the semester.


  In the second revision we present, Herman introduces the tools he would use in an imagined future lesson: “Word Level Stress Guidelines” (WSG) and “Word Level Stress Pretest” (WSP). The WSG is a handout that conveyed information about some basic word-level stress patterns, for example, for two-syllable verbs and nouns; the second item, the WSP, is a brief diagnostic tool to ascertain students’ knowledge about word-level stress patterns. Though he had lectured about the WSG and tried to gauge their understandings as a whole class by asking questions during his lecture, he had not formally assessed their individual understanding of word-level stress. In describing what happened in that class and what he could do differently, Herman is again re-storying the past (non-italicized) while detailing an imagined future (italicized) in his narrative annotations.


  
    Excerpt 12
  


  
    I did these in class together, but should have done them much like my ED Endings LP. Going over them in class was an interactive way to lead and construct their ideas of stress, but did not allow for them to construct their ideas for themselves. For the Pretest, instead of going over them in class together, a pretest activity would have allowed them to make the decisions on their own, showing me how they thought about word level stress, then I could have gone over their answers, allowing a better co-construction of language. For the guideline, I spent a lot of time telling them about these “rules” to follow, rather than just giving them a handout to look at later. If I had done this, I could have spent more time honing in on the main focus of the lesson, which was word level stress on words that serve as both nouns and verbs. In all, both the pretest and the guidelines portion was just me leading the group, making them do listen and repeat and asking them if they understood or like having them guess what the stress pattern was. If I had spent more time just doing a diagnostic, I could have honed in more on the specific features I wanted them to pay attention to, rather than have them play this guessing game throughout class which was ultimately a waste and did not actually show any assessment of their comprehension. (Revised Lesson Plan - Margin Comments)
  


  In his comments in the margin of his revised lesson plan, Herman re-stories how he could have used the WSG differently and implemented the WSP as his first activity, describing what happened in that class (I did these in class together) juxtaposed with what he would do differently (but should have done them much like my ED Endings LP). In reimaging this lesson, he references his use of a diagnostic tool that he had used in a previous lesson on the phonetic realization of -ed endings, which serves as a kind of model for what he could do in the future. The use of assessment (or diagnostic) tools was a requirement whose purpose was explained on the internship syllabus: “This [the assessment tool you devise] will guide you as you create lesson plans based on what you perceive student understandings/needs to be” (TSL 4940 Syllabus, Spring 2017). Thus, from the beginning of the internship, the teacher educator had intentionally inserted the notion that interns should assess student understanding of instructional content before they taught it, so they could make their lesson content and activities more responsive to students.


  In Excerpt 12, Herman also describes what he and the students did in class, as well as evaluates it, which supports how he revises the lesson. While the going over of the guidelines as a whole-class activity was “interactive”, it did not enable students “to construct their ideas for themselves” because he was “telling them the ‘rules’ to follow”, doing listen and repeat drills, doing comprehension checks, and having students guess stress patterns. In re-storying this experience, he imagines what he could have done differently and identifies the pedagogical reasoning behind the changed activity. That is, giving them the pre-test activity ahead of time would have allowed Herman to hone in on students’ understandings because it would show him how they thought about word level stress, and he could target their understandings: then I could have gone over their answers, allowing a better co-construction of language. Herman’s successful use of an assessment tool in the previous -ed ending lesson and the teacher educator’s emphasis on assessing students’ pre-understandings mediate his understandings of what he did in the lesson, and what went awry, as well as what he could do and why in a future lesson to enhance his teaching of word-level stress.


  While Herman mentions the pedagogical tool in his margin comments on his revised lesson plan, Herman and his teaching partner (TP) often use the pedagogical tool in the post-teaching reflections of their“tiny talks” (Zoshak, 2016). For example, in a lesson near the end of the semester, Herman and his teaching partner evaluate his instructional activity as being more in line with students co-constructing their understandings, described as “letting them grapple with it [the material]” more and identifying why, at some points, he needed to “tell” students for instructional reasons:


  
    H: and there were some points where I like (2.0) just felt answering, (.5) the question, or telling them, (.5) in terms of time sake, t-to

    TP: hm

    H: try to keep the lesson going,

    TP: hm

    H: but I felt like I kinda like (1.) gave it to them more

    (Tiny Talk 13 00:23 - 00:34)
  


  Herman’s revised lesson plan on word-level stress exemplifies teachers’ narrative inquiry as professional development of a different form. His revising of the lesson plan is a kind of systematic self-investigation in which he assesses his enactment of the lesson, evidencing different parameters of self-examination. He re-stories the past and imagines future activity through the various mediational spaces which the teacher educator had devised as part of the internship experience, expressing narrative as externalization and verbalization. Overall, Herman’s narrative inquiry enabled him to trace how he could have shifted from “telling students” to engaging them in activities in which they “co-construct their understandings in goal-oriented activities” that foster greater opportunities for student participation and engagement.


  Summary


  Though the final form of Kong’s and Herman’s narrative inquiries vary greatly, their narratives share the qualities of being emergent and unbounded by time and place. Their narrative activity occurs over time: in Kong’s case, over two years; in Herman’s, over sixteen weeks. Their narratives function as both externalization and verbalization as they try to make sense of what they experienced in their learning-to-teach experiences through engagement with the different pedagogical tools. Their narratives connect these distinct activities and moments in time, or mediational spaces, re-storying the past and imagining the future in what was then their present time. Nonetheless, their narrative activity entailed different types of systematic examination, ultimately having different consequences for learning and development. Notably, expert mediation can be identified as harnessing the transformative power of both written and oral narrative activity in ways that promote the development of teacher/teaching expertise. Kong begins “to teach off her students” as she uses questioning patterns that foster greater opportunities for student participation and engagement. Herman imagines instruction in which students are actively co-constructing their understandings of content through activity, rather than having him tell them the answers.


  Language Teachers’ Narrative Activity Versus Narrative Inquiry


  Language teachers’ narrative inquiry as professional development takes time, envelops various people and places, takes place in particular institutional contexts and teacher education practices, and moves repeatedly between engagement in the activities of teaching and reflection on and expert-mediated reasoning about those activities. And this movement between activity and reflection/reasoning demarcates a critical feature of our re-conceptualization of teachers’ narrative inquiry as professional development. As these teachers’ narrative inquiry projects make clear, engagement in narrative activity, oral or written, with students or teacher educators, in graduate courses or reflective journals, influences how teachers come to understand themselves as teachers, their teaching, and their learning-to-teach experiences. The narrative activity that teachers engage in becomes the very entities they inquire into—for Kong, what kinds of questions do I ask? for Herman, how could I have taught this lesson differently? Engagement in narrative activity has the potential to ignite certain cognitive processes that can, with expert mediation, transform teachers’ thinking and doing. On the other hand, engagement in narrative inquiry over time and place, enables teachers to trace their own development, as it is unfolding, and to highlight the mediational spaces, dialogic interactions, and pedagogical tools that foster it. As much as we still believe these narrative inquiry projects are done for teachers by teachers, our Vygotskian sociocultural epistemological stance requires that we position them as deeply embedded in institutional contexts and teacher education practices that mold both what and how teachers learn to teach. And what happens inside these contexts and practices matters. As we saw with both Kong’s and Herman’s narrative inquiry projects, we, as teacher educators, played a critical role in creating mediational spaces for them to engage in narrative activity. Practicing a lesson, interacting during a stimulated recall session, re-envisioning a lesson plan, all constitute mediational spaces where we encouraged them to externalize their current understandings, to verbalize new ways of thinking and doing, to project what could be done in an imagined future, and to consider the consequences of their teaching practices on their students. Teachers may engage in narrative activity without engaging in narrative inquiry. However, engaging in narrative inquiry requires narrative activity, and within those spaces, we offered our expertise as teacher educators to help teachers critically analyze their teaching practices, to re-envision their future teacher selves, and to articulate theoretically and pedagogical sound reasons for their teaching practices. As Kong (2017) so aptly articulated: “it took me over one year to gradually internalize the pedagogical tool ‘teach off your students, not at them’ into a psychological tool that guided and regulated my conceptual thinking and teaching practices.” This process of gradual internalization is something that Herman also notes when he provides feedback to his co-teacher: “I think it was still a little teacher fronted and I know it’s just like something we both (laughs) have to work on” (Tiny Talk #8 00:42-00:46).


  As novice teachers, could Kong and Herman have reached these new levels of understanding without our assistance? Perhaps, but probably not. Internalizing pedagogical tools such as “teaching off your students” or “co-constructing with, rather than telling students” not only requires repeated and sustained attempts to enact them in instructional activity but mediation, such as providing alternative activities, voicing expert ways of saying things, and providing validation. Engaging with discovery learning can be a time consuming and misleading trial that reinforces a novice teacher’s feeling of incompetence; moreover, the consequences for student learning are too important. As teacher educators, we have a responsibility to push our teachers’ professional development within the brief time frame we have to work together to support the professional and emotional well-being of our teachers but also for their future students. We emphasize that narrative inquiry as professional development is a cultural practice, and as such, teachers need to be consciously aware of and immersed in the intentions, motives, and goals of this practice and the expert others’ (probably teacher educators’) mediation. And while we hope that experienced teachers continue to engage in narrative inquiry with expert others, including in collaboration with colleagues, we acutely recognize the conditions of the teaching profession that may be barriers.


  Concluding Remarks


  How then do we best support teachers’ narrative inquiry as professional development? By creating mediational spaces where teachers are supported by expert others as they engage in narrative activity. By providing systematic and intentional teacher educator mediation. By making explicit the intentions, motives, and goals of mediational spaces and offering mediation directed where individual teachers are at. By assisting teachers as they attempt to trace their own developing expertise in various ways. By recognizing that engagement in narrative inquiry is unbounded by time and place, is a fluid and emerging process, and shaped by expert mediation, the transformative power of narrative activity can help to promote teachers’ professional development over time.

  


  1Our initial concept of teachers’ narrative inquiry has typically been shorted to narrative inquiry. As a result, we are often grouped incorrectly with Clandinin and Connelly (2000) who describe narrative inquiry as a form of qualitative research that uses various tools that elicit and illustrate the storied lives of teachers and the way teachers use stories to make sense of their experiences.
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  I examine whether teaching formulaic language raises English as a foreign language learners’ awareness of pragmatic resources when expressing requests. To carry out this research I adopt a qualitative self-reflective approach which encourages students to use formulaic language when making requests. By responding to discourse completion tasks, learners were given the opportunity to reflect on whether the use of formulaic language enhances their ability to come across in acceptable and appropriate ways. Results indicate that by developing learners’ knowledge and via the use of pragmalinguistic and sociopragmatic resources, students at all levels have a much greater chance of achieving their communicative objectives and of becoming more pragmatically competent in the target language when making requests.


  Key words: English as a foreign language, formulaic language, pragmatics, requests.

  


  Examino la enseñanza de lenguaje formulaico para expresar peticiones con el objetivo de aumentar los recursos pragmáticos de los alumnos de inglés como lengua extranjera. Para llevar a cabo esta investigación adopto un enfoque cualitativo y auto-reflexivo que alienta a los estudiantes a utilizar el lenguaje formulaico para expresar peticiones. Al responder a textos con situaciones discursivas, los estudiantes tuvieron la oportunidad de examinar si el uso de lenguaje formulaico mejora su habilidad para interactuar en formas aceptables y apropiadas. Los resultados indican que al desarrollar sus conocimientos y el uso de recursos pragmalingüísticos y sociopragmáticos, los estudiantes en todos los niveles tienen una mayor probabilidad de alcanzar sus objetivos comunicativos y de ser pragmáticamente más competentes cuando expresan peticiones en la lengua meta.


  Palabras clave: inglés como lengua extranjera, lenguaje formulaico, peticiones, pragmática.

  


  Introduction


  This paper was motivated by the observation that my English as a foreign language (EFL) students’ use of the target language inside and outside the classroom in Mexico reflects, by and large, grammatical accuracy in making requests, but lacks contextual sensitivity. For instance, when wanting to talk to a teacher, students often start the conversation in the following way:


  
    	“I have a question...”


    	“I want to ask you something...”


    	“I need to talk to you...”


    	“I have a problem...”

  


  Without determining whether the addressee is available or willing to comply, students run the risk of being seen as imposing before they have even had a chance to formulate the request itself.


  In order to raise my students’ awareness of the potential problem when formulating requests and exploring possible options, I presented a class of 26 advanced language students with eight situations where they were asked to frame a request. They were not given any previous instruction on making requests and were free to answer in any way they wanted. The answers revealed that the students often failed to convey appropriate levels of consideration, indirectness, and politeness. Consequently, through classroom instruction, I presented learners with pragmatic resources for conveying requests. In a follow-up class, learners were asked to respond to the same situations with the aim of ascertaining whether they now came across in politer ways. However, rather than correcting the learners’ work, I asked them to compare their own answers before and after instruction and reflect on which answers conveyed greater sensitivity and appropriateness. I argue that this is a more effective way of raising students’ awareness than the teacher providing feedback on the correctness of learners’ answers.


  Literature Review


  In this section I define and discuss the concept of formulaic language in terms of conversational routines and I outline the importance of formulaic language in developing fluency in the target language.


  Formulaic Language


  The use of formulaic sequences are widespread in language use and covers a wide range which, following Carter (1998) and Wray (2008), includes idioms, collocations, proverbs, catchphrases, quotations, idiomatic similes, and discoursal expressions such as social formulae (e.g., How’s it going?) and structuring devices (e.g., Let’s get started!). Formulaic language is, therefore, an umbrella term that refers “to the larger units of processing—that is, lexical units that are more than one word long” (Wray, 2008, p. 3). However, such a definition reveals little about the pragmatic dimension of formulaic expressions as language users construct and convey communicative meaning.


  To embrace the pragmatic dimension in “fixed and semi-fixed multi-word phrases (or lexical chunks),” Thornbury and Slade (2006) differentiate between lexical phrases and conversational routines. They contrast lexical phrases, which are “multi-word items that constitute a single grammatical unit (such as a verb, noun, or adjective) but have no specific pragmatic function,” (pp. 62-63) with conversational routines which convey pragmatic information contained in “fillers, discourse markers, utterance launchers, tags, expletives etc.” (p. 63).


  Conversational routines reflect a socio-interactional function (Thornbury & Slade, 2006) which can be key to successfully making requests. As argued by Aijmer (1996), requests can be conveyed through a range of strategies including ability (e.g., could you...), willingness (e.g., will you...), and want (e.g., I want you...). However, request strategies cannot solely rely on grammatical functions. They also need to be tempered by politeness strategies depending on the addressee and the context. Politeness may adopt one of the following strategies:


  
    	The use of a question instead of a declarative sentence.


    	The choice of a suggestion rather than a request.


    	The choice of modal auxiliary.


    	The choice of subject.


    	Giving reasons for doing something rather than stating one’s wishes abruptly.


    	Softening the force of an impassive speech act. (Aijmer, 1996, p. 138)

  


  Formulaic language can provide foreign-language users with ready-made pre-fabricated expressions (Nattinger & DeCarrico, 1992) so that they can fluently negotiate such face-threatening acts (Brown & Levinson, 1987) as making a request since this may threaten the face (Goffman, 1967) of the addressee.


  Formulaic Language, Pragmatics, and EFL


  An essential aspect to achieving communicative competence (Bachman, 1990; Canale, 1983) in the target language is the development of pragmatic competence. LoCastro (2012) defines pragmatic competence as “the knowledge that influences and constrains speakers’ choices regarding use of language in socially appropriate ways” (p. 307). Pragmatic competence is key to formulating appropriate requests in the target language because interactants need to know what acceptable and permissible choices are in a given context.


  Giving learners formulaic expressions helps them to develop appropriate request strategies and saves them time in having to construct a request strategy every time they wish to make a request. Furthermore, Widdowson (1990) argues that formulaic expressions “figure so prominently in competence, it does not seem reasonable just to disregard their existence and leave their learning to chance” (pp. 95-96). Nattinger and DeCarrico (as cited in Widdowson, 1989) argue that


  
    communicative competence is not so much a matter of knowing rules for the composition of sentences and being able to appropriately employ such rules as it is “knowing a stock of partially preassembled patterns, formulaic frameworks, and a kit of rules, so to speak, and being able to apply the rules to make whatever adjustments are necessary according to contextual demands”. (p. 135)
  


  This argument places formulaic expressions in a strong position for helping to develop communicative competence in the target language. Carter and McCarthy (1997) argue that “fixed expressions play an important part in spoken language in particular in maintaining and establishing relationships and in reinforcing shared knowledge and social conventions, and referring to common cultural understandings” (p. 15). Furthermore, Thornbury and Slade (2006) argue that knowledge of formulaic expressions helps EFL users to save time when communicating or even to gain time when formulating their utterances.


  Developing Pragmatic Resources


  Making a request potentially threatens the face of the respondent (Brown & Levinson, 1987) as it intrudes on the addressee by potentially limiting his/her freedom of action (Cohen & Ishihara, 2010; Márquez Reiter, 1997) and exposes the requester to possible rejection. In order to maximise the possibilities of success, the requester needs to show thoughtfulness, justification for making the request, and a willingness to compensate the respondent on an appropriate occasion in the future. This can be achieved by minimising the level of intrusion by employing mitigation, avoiding imposition through the use of indirectness (Leech, 2014), and boosting the face of the respondent through rapport enhancement (Spencer-Oatey, 2008).


  Whilst the teaching of requests has largely concentrated on practising correct structures (e.g., the use of the modals can and could), EFL teachers often fail to alert learners to the basic motivations behind request strategies which stem from “neg-politeness” whose “function is mitigation, to reduce or lessen possible cause of offense” (Leech, 2014, p.11). Therefore, when formulating requests, EFL learners should be made aware of how to express consideration, give a justification, enhance the face of the respondent, and convey gratitude. This can be done in the following ways:


  
    	Demonstrating consideration. This may be direct or indirect and involves recognising that the requester is taking up the addressee’s time, asking whether he/she is available and presupposing his/her willingness to comply. Consideration can be expressed checking on availability: Can you give me a second? (direct) and Are you busy at the moment? (indirect);preparators: I need you to do me a favour (direct) and I would really like to ask you something (indirect);getting a pre-commitment: Please don’t say no (direct) and Is there any chance of you doing me a favour? (indirect); and minimising the imposition: This will only take a minute of your time (direct) and I know you are a really busy person (indirect)(Ishihara, 2010; Spencer-Oatey, 2008).


    	Focusing on the reason behind the request as the speaker aims to achieve compliance through the use of grounders: I came away from home without my wallet; downgrading the imposition: I see you are not using your calculator at the moment. Any chance of using it? (Spencer-Oatey, 2008).


    	Boosting the face of the respondent through rapport enhancement by making the addressee feel good (Lakoff, 1973). This can be done through sweeteners: if there is someone I can always count on for help; and everyone says you’re the right person to ask.


    	Showing willingness to compensate by promising to pay the respondent back: Just ask me any time, and I’ll help you with anything you need; by displaying indefinite gratitude: I will be eternally grateful; by offering actual payment: I’ll pay you for your time (Ishihara, 2010; Spencer-Oatey, 2008).

  


  The use of these pragmatic devices allows target-language users to minimise potential offence when conveying requests and this may need to be explained to EFL learners.


  Research Framework


  To understand how formulaic expressions can help EFL users construct appropriate requests, I adopt a qualitative research approach that aims to build on the pragmalinguistic resources (Leech, 1983; Thomas, 1983) that the learners already employ to convey requests. I try to raise their awareness of whether they were employing pragmalinguistic resources appropriately or not. Furthermore, Thornbury and Slade (2006) argue that an underuse of formulaic language leaves EFL users “relying on their grammatical knowledge to generate well-formed but essentially unidiomatic language” (p. 219). Therefore, my underlying research question is: Can EFL users be encouraged to use formulaic expressions to develop and reinforce the appropriate use of request strategies?


  Language of Description


  In order to construct a language of description to evaluate whether students improved their performance in making requests, I adopt Leech’s (1983) and Thomas’s (1983) use of pragmalinguistic and sociopragmatic resources. Pragmalinguistic resources reflect the different ways of carrying out a speech act. This may range from using direct or indirect language to using softeners and intensifiers (Kasper & Rose, 2001). Meanwhile, sociopragmatic resources are used to implement the appropriate use of pragmalinguistic resources in a given context, taking into consideration, for example, the interpersonal relationship, the level of closeness/distance, and degree of power (Kasper & Rose, 2001).


  The use of formulaic expressions provides pragmalinguistic resources for making requests. However, these need to be used in ways that are appropriate, sensitive to the addressee, and applicable to the context.


  Method


  To raise EFL users’ awareness of their use of request strategies, I adopt a reflective experiential research approach which encourages students to notice and develop a self-awareness of their own language use. This is especially challenging “since pragmatic language use is a very complex phenomenon with a lot of contextual factors influencing its actual performance [therefore,] it is of paramount importance to carefully design the methods that elicit learners’ production or comprehension/awareness of a particular pragmatic feature” (Martínez-Flor & Usó-Juan, 2011, p. 49). In order to collect learner response data, I used “production questionnaires” or discourse completion tasks (DCTs) “which require the informant to produce some sort of authentic language data as a response to situational prompts” (Dörnyei, 2007, p. 103). Therefore, I asked students to review their own use of requests and after instructional intervention, to reflect on any perceivable changes they could identify in their own work. I carried this out using pre-teaching, teaching, and post-teaching phases.


  In the pre-teaching phase, students were asked to respond to eight DCTs. In a follow-up activity, two weeks later, students were asked to reflect on their answers and take into account sociopragmatic aspects such as closeness/distance and level of imposition placed on the respondent.


  In the teaching phase, students were given a range of formulaic expressions that focused on the addressee’s availability (e.g., Are you busy?), softening the reasons behind the request (e.g., I know you don’t like to lend...) and cross-cultural differences (e.g., level of directness). With these expressions, students were in a position to increase their range of pragmalinguistic and sociopragmatic resources.


  In the post-treatment stage, students revisited the DCTs and wrote and developed new responses. In a follow-up stage, they compared the results from their first attempt with those of their second attempt and evaluated by themselves whether they considered that there had been an improvement in their strategies.


  This reflective approach aimed to make students themselves aware of their own progress rather than putting the teacher in the evaluative role.


  Participants


  The participants in the study comprised 26 advanced-level Mexican students, studying at a public university in Guadalajara, Mexico. They were between 20 and 24 years old, and there were 17 women and 9 men. They had had very little contact with native speakers so that they had had extremely limited exposure to “authentic L2 output” (Thornbury & Slade, 2006, p. 219). This means that they very often relied on grammatical forms and knowledge to formulate requests rather being able to reflect and reproduce actual target-language usage.


  Instrument


  DCTs or “production questionnaires” (Dörnyei, 2007, p. 103) were used because they offered students an opportunity to reflect on their response and examine different ways of requesting. However, DCTs suffer from the drawback that they lack spontaneity and project what participants might say rather than what they would actually say. However, I am trying to identify the resources that the participants want to employ and the two sets of answers give students one way to evaluate their progress.


  Initial Class: Making Requests


  Without any previous pedagogical intervention, I asked learners to respond to the eight situations. The situations invited students to request help from teachers, peers, and work colleagues and focused on borrowing computers, seeking help studying, finding places on campus, and so on (see DCTs in the Appendix). For reasons of space I will only provide six responses. They are:


  Handing in work late:


  
    Excuse me, Mr. Klemz I couldn’t finish my homework because it seems difficult for me, is there a problem if I give it to you later?

    Morning teacher, I couldn’t hand my homework on time because I couldn’t print it correctly, could you give me an extension?
  


  When requesting to hand in work late, the requesters used alerters (Spencer-Oatey, 2008) such as “Excuse me, Mr Klenz”,and “Morning teacher” but used little mitigation which may have been expected in a student-teacher relationship. However, there was indirectness e.g., “Is there a problem if I give it to you later?” and “Could you give me an extension?”


  Seeking help from another student:


  
    Hey, I really try but I haven’t understood anything these two weeks, can you help me to catch up?

    Hello, can you help me out with the class please?
  


  When seeking help from another student, there was minimum greeting and no checking as to the respondent’s availability or a willingness to help. Instead, there was the direct “Can you help me to catch up?” and “Can you help me out . . . ?” The respondents were not given the option of refusing.


  Borrowing a computer:


  
    Excuse me. I’m having problems with my laptop and I need to present. May I borrow yours, please?

    Hi, I got a serious problem here. I’m supposed to give a presentation but my laptop is totally dead. Would you be so kind to lend me use yours for the next hour?
  


  When wanting to borrow a computer, there was a minimum of greeting but some use of grounders e.g., “I’m having problems with my laptop” and “I got a serious problem here. I’m supposed to give a presentation but my laptop is totally dead.” However, there was no attempt to achieve a pre-commitment or offer a preparator. Rather, there was the direct request to borrow the computer.


  In all these six answers there was no attempt at enhancing the respondent’s face or expressing gratitude. The answers indicated that the participants had some problems regarding the use of grammatical structures and vocabulary but these did not seriously diminish communication. Whilst employing modal verbs such as can, could, may, and would, students used a limited range of pragmatic sources and they were not sensitive to showing consideration, employing mitigation, and avoiding imposition.


  I did not grade the work or comment on the appropriateness of the answers with the students.


  Second Class: Reflecting on Requests


  Two weeks later, and in order to sensitise the learners on how to make requests, I asked them to reread the DCTs individually and reflect on the contexts in terms of relationships (e.g., student-student and student-teacher), level of imposition placed on the respondent (e.g., borrowing a laptop and asking to hand in work late). I then asked the learners to look over their answers and to consider the appropriateness and acceptability of the answers. Consequently, the learners asked how their answers could sound more polite, less imposing, and more grateful.


  Third Class “Teaching” Requests


  In the following week, in a third class, the students were presented with the pragmalinguistic “structure” of making a request. Students were shown how to express consideration, mitigate the request, make the respondent feel “good”, offer repayment in the future and convey gratitude. Teacher instruction aimed to help learners to realise that the use of formulaic language can aid them in appropriately formulating requests.


  Consideration can be expressed by asking whether the addressee is available, giving him/her freedom of action to comply and acknowledging the possible inconvenience of the request. Availability can be expressed with Are you free? and Do you have a minute? Freedom of action options include I wonder if you could help me... and Can I ask you something? Acknowledging the inconvenience of the request can be formulated with I don’t want to bother you but... and I know you’re a really busy person... At the same time, and as previously mentioned, consideration can be expressed indirectly to show even more thoughtfulness towards the respondent.


  By explaining the reasons behind the request, the requester can reduce possible “burden” and “irritation” factors. Weighty requests that demand significant time and attention can be justified with expressions such as I know this is a lot to ask... and I would not normally ask you this... Requests that ask the respondent to do something that he/she is not normally prepared to do can be prefaced with I know you don’t like to lend your things... and I know you are really careful with... In doing so, the requester may try to highlight uniqueness and the fact that he/she would not in normal circumstances make this request.


  In expressing gratitude, offering repayment, and making the respondent feel good, the requester needs to consider levels of effort and inconvenience required to carry out the request. Minor requests may need to be accompanied by only a cursory display of gratitude. However, serious requests may be accompanied by more heartfelt expressions. Gratitude may be immediate, future, or indeterminate: I really appreciate your doing this for me and I am so grateful (immediate); I will show my thanks by... and I will take you out next week (oriented towards the future); and I will be ever so grateful and I will be eternally grateful (indeterminate). Repayment can also be immediate (e.g., I will obviously pay you for your trouble) focused on the future (e.g., I can pay you back next week) and be indeterminate (e.g., I will do the same for you one day). Meanwhile, making the respondent feel good can be achieved by recognising his/her knowledge, skills, and disposition: You know all about this and You have studied this (knowledge), You’re really good at this and You have a knack/flair for... (skills) and You are a person who always... and If there is someone I can rely on... (disposition).


  When making a request, the EFL user also needs to take into account possible pragmalinguistic and sociopragmatic cross-cultural differences. For instance, English tends to rely heavily on indirectness and distancing with, for example, the semi-formulaic Would you mind... and I wonder, would you be willing to...? (Leech, 2014, p. 143). By comparison, Mexican Spanish—the first language of these students—often employs imperatives to convey requests. For instance, there is a notable contrast between Would you mind lending me a pen in English and Préstame una pluma (Lend me a pen) in Spanish. EFL learners need to understand that there may be considerable differences in request strategies between their first language and the target language and teachers can play a key role in alerting students to such differences.


  Fourth Class: Re-Making Requests


  Three weeks later, the learners were again asked to respond to the eight situations. They were not given any additional instructions regarding how to respond to the DCTs. However, the underlying hope and expectation was for students to employ pragmatic strategies that had been presented and discussed in the previous class, that is, how to express consideration, to mitigate the request, to make the respondent feel “good”, to offer repayment in the future, and to convey gratitude as part of the “structure” of making a request.


  Fifth Class: Follow up Results


  In the final class the following week, students were presented with the two sets of responses that they had given to the eight situations: the pre-instruction and the post-instruction responses. The students were asked to evaluate whether they thought that there had been an improvement or a more extensive use of formulaic expressions in their post-instruction answers. For reasons of space, only a limited number of examples with much edited comments from the students can be offered.


  In the following example, the learner argued that the post-instruction request to hand in work late was an improvement:


  
    Pre: Excuse me, Mr. Klemz I couldn’t finish my homework because it seems difficult to me, is there a problem if I give it to you later?

    Post: I know you don’t like to receive homework after the date you specified. Could you give me the opportunity to give you the homework later?
  


  The student argued that the post-instruction response reduces possible annoyance factors behind the request with “I know you don’t like to receive” and through the use of the modal could.


  In the following example, also asking to hand in work late, the post-instruction response shows more consideration and indirectness:


  
    Pre: Morning teacher, I couldn’t hand my homework on time because I couldn’t print it correctly, could you give me an extension?

    Post: I know that you don’t like to receive homework late but I would like to ask you for an extension because I had some issues and I couldn’t deliver it.
  


  The post-instruction response is less imposing on the teacher with “I know that you don’t like...” and the use of the modality “I would like...” By comparison, the pre-instruction response fails to demonstrate sufficient consideration or the option to refuse.


  In both cases, the post-instruction responses appear to recognise the status of the teacher and give him/her due recognition through the use of formulaic expressions that demonstrate indirectness and tentativeness.


  When asking for help from another student, the students showed more consideration in the post-instruction responses and gave the respondents more options to comply as can be seen in the following example:


  
    Pre: Hey, I really try but I haven’t understood anything these two weeks, can you help me to catch up?

    Post: Excuse me, it is really difficult for me to understand the teacher, and I see that you are really good at it. Could you help me and explain me the most important topics so far?
  


  The post-instruction response begins with the alerter (“Excuse me”), an explanation (“It is really difficult for me...”) and an attempt to make the hearer feel good (“I see that you are really good at it”). This signals an improvement over the pre-instruction response which is more imposing, direct, and offers few options to refuse.


  The progress of some learners was more noticeable than others. I was less interested in seeing learners achieve target-language accuracy and more in expecting an improvement in their own terms. For instance, in the following example there was an overall improvement since the request showed more optionality even if the basic request stayed the same:


  
    Pre: Hello, can you help me out with the class please?

    Post: Hey, Ismael, can you help me out with the class? Whenever you have free time, I’d appreciate it.
  


  In this example, the learner did not change his request for help which may still be seen as demanding, but at least there was an attempt at consideration with “Whenever you have free time” and a display of gratitude with “I’d appreciate it”.


  Whilst the post-instruction responses may not reflect target-language requests, they do reflect an improvement over the initial attempts and, more importantly, communicatively offer more chances of success.


  Conclusion


  The learners were given the opportunity to critically examine their own answers and reach their own conclusions regarding pragmalinguistic and sociopragmatic appropriateness and acceptability. Whilst the post-instruction responses can still be improved on grammatically and pragmatically, they reflect the first step in raising EFL learners’ awareness regarding their use of the target language. As a teaching mode, it promotes and encourages learner-centred understanding and development of language use and could be applied to other speech acts, for instance, complaining, disagreeing, and making excuses where it is important to come across in appropriate and acceptable ways.


  I have answered my research question in that the teaching and learning of formulaic expressions can help EFL users come across in more appropriate and acceptable ways when making requests. This can be achieved by developing the learners’ knowledge and use of pragmalinguistic and sociopragmatic resources. Furthermore, formulaic language provides foreign-language users with ready-made pre-fabricated expressions (Nattinger & DeCarrico, 1992) so that they have a much greater chance of achieving their communicative objectives.
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  Appendix: Discourse Completion Texts


  
    	You have started studying a foreign language and you find it difficult to keep up with the rest of the class. Finally, you ask a classmate as you are desperate for some help. What would you say?


    	You have to give a PowerPoint presentation to your work colleagues and your laptop is not working for some reason. A colleague has a laptop and you urgently need to borrow it. What would you say to him/her?


    	There is an important mid-semester examination coming up. For personal reasons, you cannot take the exam that day. You need to ask the teacher, whom you do not know very well, if you can do the exam on another day. You know the teacher doesn’t usually allow this but you think this is a special case. What would you say to him/her?


    	You have to submit your homework by e-mail. You have saved it on a usb. A friend has a computer with an internet connection. What would you say to him/her?


    	At school, you have booked a lab computer for 2:00 p.m. It is now 2:10 p.m. and the user, whom you do not know, is still using it. What would you say to him/her?


    	You need to ask a teacher, whom you do not know very well, for an extension to hand in your homework late. What would you say to him/her?


    	You are new at school and you can’t find the library. You have already asked your teacher once. How would you ask him/her for directions a second time?


    	You are in a class which you are finding difficult to understand. At the end of the second week, you ask another student for help. What would you say?
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  This is a study on high school English as a foreign language Colombian teacher identity. Using an interpretive research approach, I explored the influence of the National Bilingual Programme on the reconstruction of teacher identity. This study focuses on how teachers feel about language requirements associated with a language policy. Three instruments were used to collect the data for this research: a survey to find out teachers’ familiarity with the policy and explore their views on the language policy and language requirements and other aspects of their identity; autobiographical accounts to establish teachers’ trajectories as language learners and as professional English teachers; and semi-structured interviews to delve into their feelings and views on their language policy and requirements for English teachers.


  Key words: English as a foreign language, language policy, language requirements, teacher identity, teacher emotions.

  


  Este es un estudio sobre la identidad de profesores de inglés de secundaria en Colombia. Se exploró la influencia del Programa Nacional de Bilingüismo en la construcción de la identidad profesional de los profesores de inglés usando un enfoque investigativo interpretativo. Este estudio se centra en cómo se sienten ellos con respecto a los requisitos de lengua asociados con la política de lengua. Se utilizaron tres instrumentos para recolectar información: una encuesta para averiguar la familiaridad de los profesores con las políticas y explorar otros aspectos de su identidad; narrativas autobiográficas para establecer las trayectorias de los docentes como aprendices y profesores de lengua; y entrevistas semi-estructuradas a los participantes seleccionados aleatoriamente para profundizar en sus sentimientos y perspectivas sobre la política de lengua y sus requisitos para profesores.


  Palabras clave: identidad del profesor de inglés, inglés como lengua extranjera, política de lengua, requisitos de lengua, sentimientos de los profesores.

  


  Introduction


  The present study deals with how language requirements associated with language policies affect English as a foreign language (EFL) teachers’ professional identity since teachers, as agents of both the formation of social learning and of professional identities (Wenger, 2000), are essential for the design and implementation of any educational policy. The reason for this interest has to do with the implementation of foreign language policies in Colombia with a rather unsuccessful outcome in the last decade. However, the real impact of language policies on teacher identity is yet to be established. With this purpose, it is important to recognise the different aspects that have been found to be part of professional language teachers’ identities. For instance, teachers’ intercultural competence (Duff & Uchida, 1997), their language learning experiences, their beliefs or conceptions and practices (Borg, 2006), and their trajectories or imagined futures represent essential parts of language teacher identities. Also, their status as non-native English speaker teachers (NNEST), who “can be good role models for English language learners but that they might lack knowledge about the target language and cultural norms” (Menard-Warwick, 2008, p. 617), is part of their identities. All these issues have been taken into consideration in previous studies, but little research has been conducted on how language requirements associated with a language policy can impact identities as far as emotions, perceptions, and trajectories.


  According to Day (2004), in teacher education, one important goal is to prepare teachers who are informed and flexible to manage the imposed changes in the curriculum and education policies while trying to understand issues such as teachers’ sense of educational aim, practices, teacher identity, and agency. Interestingly, as Beijaard (1995) asserts, high school (HS) teachers’ identity is essentially linked to their subject area, which is the case of the present study of HS EFL teachers who face imposed changes, requirements, and policies in Colombia. In my view, the top-down strategy implemented by the National Ministry of Education (MEN in Spanish) up to now has affected teachers’ professional identity in different ways, but in what positive or negative ways? I consider it necessary to evaluate the impact on teachers’ identity of the previous National Bilingual Programme (NBP) before embarking upon a new programme called “Colombia Very Well”, intended for the 2015-2025 period. Therefore, I would like to explore the following questions and achieve the objectives proposed in this study.


  Questions


  In what way do HS EFL teachers feel that the language requirements associated with the national bilingual policy affect their identity as language learners and as professional language teachers?


  What other aspects do EFL teachers feel have influenced the development of their identities?


  Objectives


  To explore HS EFL teachers’ perception of language requirements associated with the NBP.


  To determine participants’ trajectories as language learners and teachers.


  To find out the positive or negative effects that the language requirements cause in teacher identity as language learners and professional language teachers.


  To identify other aspects teachers perceive influence their identity besides language proficiency.


  Colombian EFL Context


  The Colombian school system is divided into two types of schools: private schools and state schools. The first group is self-funded and represents 10% of the schools in the country. The second sector is the official school group where most of the Colombian children study; it represents 90% of the schools and is funded by the state, specifically the MEN. Schools are structured into common levels of study for basic education. Basic primary education, year levels 1 to 5 and basic secondary education, year levels 6 to 9. Years 10 and 11 of secondary education are supposed to be for humanities, sciences, and technical-vocational secondary education. This study concentrates on secondary education teachers who belong to the public sector of education and teach 11- to 16-year-old children from grades 6 to 11.


  Problematic Situation


  Policies usually take into consideration teachers’ competences or more specifically subject knowledge but not their experience and their knowledge of the sociocultural or socio-political context; at least this is the case of the NBP in Colombia. In 2006, the MEN decreed that English in schools had to be strengthened and they created a “Bilingual Bogotá” programme, and afterwards, a “Bilingual Colombia” programme. Both programmes targeted the whole private- and state-school sectors, aiming at fostering the development of proficiency in “standard” varieties of English (American and/or British) in primary and secondary education.


  However, these programmes were not welcome or fully supported by scholars in Colombia (González, 2007; de Mejía, 2006). They state that the lack of attention to the linguistic complexity of the country and the limited notion of bilingualism (Spanish-English) perpetuate inequalities in terms of linguistic prestige and do not permit the construction of a more tolerant Colombian society. They also mention the inadequacy of professional development models established by NBP, the need to deconstruct the English language teaching’s (ELT) prevailing neo-colonial discourses, the construction of a local discourse of ELT, and the creation of mechanisms of dialogue between policy makers, and teacher educators and researchers.


  A foreign language policy was established in Colombia in 2006 through a national bilingual programme (Spanish-English). This language policy has not been as successful as the authorities expected due to different factors. To me, they are: first, a top-down approach of language policy without taking into account teachers’ viewpoint; second, the implications of a national policy in terms of the scope of the NBP, and a lack of English teachers’ professional development; third, the inattention to indigenous languages in the Colombian territories, presuming the nation is a monolingual and mono-cultural society and therefore denying the multicultural and multilingual nature of the nation-state (de Mejía, 2006). According to Blackledge (2002), many times, “democratic, multilingual societies that apparently tolerate or promote heterogeneity, in fact undervalue or appear to ignore the linguistic diversity of their population” (p. 69). For this scholar, “a liberal orientation to equal opportunity for all masks an ideological drive toward homogeneity, a drive that potentially marginalizes or excludes those who either refuse or are unwilling to conform” (p. 69).


  English language requirements for students and teachers have been a conflicting issue in the ELT field in Colombia due to various reasons. One reason is the neoliberal policies of recent governments; another is the promotion of only one language (English) for the purpose of globalisation and internationalisation which underlie the objectives of linguistic imperialism and native speakerism, and thirdly, the imposition of a standardised language competence for not only HS students and teachers but also university students and professors. In sum, English requirements might generate opportunities, development, and internationalisation, but they can also bring about marginalisation, lack of access, and confusion for language students and teachers in the Colombian context as well.


  In this paper, I have presented first a short introduction of the rationale and the EFL Colombian context of study. In the next sections, three important constructs for the study will be introduced: community of practice, identity, and language policy. After this, the methodology, techniques used, and the participants are presented. Finally, data analysis is explained and the findings of a three-stage case study are presented using a sequential order in order to lead the reader to a final section on discussions, conclusion, and implications for further research.


  Theoretical Framework and Literature Review


  Community of Practice (CoP)


  Learning, understood as social participation, implies not only involvement in the activities of the communities of practice one belongs to but also the construction of subjectivities and identities in relation to those communities. These identities are constructed based on shared meanings. Wenger (1998) understands the learning communities as a net of interconnected dimensions (meaning, practice, community, and identity) that define each other and characterise the learning-development relationship. In Wenger’ s conception, community is understood as a social configuration in which what one does is defined as something worth doing and one’s participation is important. In this way, one’s identity is constructed and communicated in various discourse forms, reflecting how learning changes who we are and how we become members of a determined community by creating personal histories. This process shows modes of belonging or identification: engaging, imagining, and aligning with the practices of a community (Wenger, 2000).


  According to Wenger (2010), identities are formed within a CoP, which can be regarded as a social learning system. In this sense, the Colombian ELT is a CoP which has emergent structures, complex relationships, dynamic boundaries, on-going negotiation of identity, and cultural meaning. It is also a simple social unit where learning defines who we are. Therefore, both the concepts of identity as well as of CoP are essential parts of Wenger’s theory because they are interdependent. Besides, “identity reflects a complex relationship between the social and the personal where Learning is social becoming” (Wenger, 2010, p. 183).


  In the CoP, competences and experiences lead to peripheral learning and partial participation, and the tension between them results in knowledge transformations in order to prevent stagnation and uncritical reproduction from happening. It is here where the sense of identity is constructed in the present; it also includes the past and the future in the trajectory toward the goal. However boundaries, understood by Wenger (2000) as fluid and tacit limits that define the CoP, can have positive and negative effects on the members of the community. In the ELT community in Colombia, shared practice, by its very nature, creates identity boundaries; however, imposed language policy requirements might create limitations or lack of access. The latter type of boundaries are artefacts representing language exams or requirements, which instead of bridging over boundaries in a community, can create marginalisation because they might be misinterpreted or interpreted blindly and therefore might affect learners’ and teachers’ identity.


  To sum up, “If knowing is an act of belonging, then our identities are a key structuring element of how we know” (Wenger, 2000, p. 238). In the same way, knowing, learning, and sharing knowledge are parts of belonging or identifying. Also, identity is crucial to social learning systems for three reasons according to Wenger (2000):


  
    First, our identities combine competence and experience into a way of knowing. Second, our ability to deal productively with boundaries depends on our ability to engage and suspend our identities. Third, our identities are the dynamic constructs in which communities and boundaries become realised as an experience of the world. (p. 239)
  


  Boundaries are the product of sharing learning but they might be used to exclude or marginalise others when imposed from an external authority rather than constructed in a CoP. This might be the case of the language requirements established by the MEN.


  Identity as Language Learner and as Professional Language Teacher


  Researchers have recognised the need to study learners’ identity in the last two decades i.e. the interrelationship between identity and L2 learning (Block, 2006; Day, 2004; Norton, 2000; Pavlenko & Blackledge, 2004) and teachers’ identity issues and their impact on teaching. According to Varghese, Morgan, Johnston, and Johnson (2005), it is necessary to distinguish between research on teachers’ professional identity in general and language teacher identity. In the latter, sociocultural, sociolinguistic, and ethnic considerations take centre stage. Varghese et al. summarised the most important issues in identity research as the following: First, “identity is multiple, shifting, and in conflict; second, identity is crucially related to social, cultural, and political context; and third, identity is being constructed, maintained, and negotiated primarily through discourse” (p. 35). A perspective of identity from a social psychology posture is adopted and it is articulated in the present study with the theory of CoP mentioned above. In the same way, the trajectories of HS EFL teachers as learners and as language professionals are explored.


  In social psychology, identity entails having a personal and a social identity (Liebkind, 2010). Social identity is based on an individual’s membership in social groups. Therefore, language teachers’ personal identity is based on their personal biography, interests, likes/dislikes, and knowledge—including beliefs, personal theories, and personal practical knowledge—whereas their social identity is defined through multiple memberships: a member of a collectivity of teachers; the membership of a certain social class with certain restricted access to power, a certain income group, and educational level; and their membership in a cultural or national entity (Norton, 1997). For example, “a teacher might identify strongly with a disadvantaged school community, or a teacher might include him or herself in the collectivity of all English teachers of a nation as opposed to policy makers or students in general” (Glass, 2012, p. 138). He/she might feel like a non-native speaker of English as opposed to a native speaker, he/she might or might not feel proficient in English, and he/she might be encouraged or threatened by educational policies vis-a-vis advancing professionally.


  Interest in teacher identity in the ELT field is fairly recent (Liu & Xu, 2011; Norton & Early, 2011; Tsui, 2007). A review of the literature shows that three main themes have been widely discussed. The first is “the relationship between teachers’ linguistic positions and professional identity” (Liu & Xu, 2011, p. 590). These studies explore how the dichotomy of native-speakers (NS) / non-native-speakers (NNS) has troubled NNS teachers, making them feel inferior and incompetent as legitimate language education professionals (Jenkins, 2005; Park, 2012; Pavlenko, 2003). The second theme explores conflicts between social and professional identities (Varghese et al., 2005) and suggests that there is an undeniable relation between teachers’ professional identities and their socially constructed identities (e.g., gender, race, and ethnicity). These previously mentioned studies defend a holistic, dynamic view of understanding how the negotiations between teachers and the wider socio-cultural contexts have shaped their professional identity. The third theme explores how teacher identity is mediated in educational reforms (Liu & Xu, 2011; Tsui, 2007), the mediating role of power relationships in the process of identity formation. Making use of the CoP theory (Wenger, 1998), one sees that these studies situate identity in a central focus and highlight “the need for teachers to reconstruct their identity to cope with new challenges” (Liu & Xu, 2011, p. 590), such as healthy NNS identities, socio-political identities, teaching methodologies, and top-down policies.


  Language Policy


  At the national level, Colombia has implemented a language policy within a specific geopolitical context where the major business partners have been the USA and Canada, through the exploitation of mineral resources carried out by multinational companies, the implementation of unbalanced free trade agreements, and the monopolisation of the provision of English (English teacher training and consultancy service for the MEN of other multinationals like The British Council). According to Valencia (2013), this language policy, which intended to make Colombian citizens legitimate participants of the globalised world through the democratization of the use of the English language, has turned into a policy that generates processes of exclusion and stratification through the standardisation and marketing of English. Such an impact on society has directly affected English learners’ and teachers’ identity constructions by setting “asymmetrical power relationships and uneven conditions in English language education” (Escobar, 2013, p. 45). This has also imposed identity shaping discourses. Escobar (2013), in a critical discourse study, analyses the Colombian language policy documents and concurs that the use of discourse strategies has positioned the Colombian ELT CoP in a disadvantageous and vulnerable place.


  At an international level, Caihong (2011) has evidenced other identity shaping factors related to language policy. For example, in a university in China, he highlights the powerful influence of policy upon teachers’ identity changes. They are basically concerned with their sense of competence and satisfaction in terms of knowledge, ability to do research, and horizons. The disciplinary nature of college English teaching became a critical factor that affects university EFL teachers’ identity and career development. He states that without the disciplinary nature of college English teaching being recognised, the construction of professionalism in the college English teaching faculty will just be unexplainable. Caihong concluded that “their professional identities are shaped and reshaped in the process of negotiation and balance between personal beliefs and rules at institutional, disciplinary, and public levels” (p. 18).


  According to Sharkey (2009) “learning and teaching are always affected by institutional contexts and their policies, ranging from the classroom policies that teachers establish or enact tacitly or explicitly, to the larger rings of policy set by schools, organizations, districts, states, and/or country” (p. 48). In Colombia, for example, the national agenda, Colombia Bilingüe, is the subject of much discussion and debate, raising issues such as: how bilingualism is defined, who is included/excluded in this definition, and how English language proficiency will be determined (González, 2007).


  To sum up, the most relevant points highlighted in this section are: the concept of identity as a process of identification with one or several cops; the aspects of identity of members of ELT CoP that are multiple, shifting, and conflicting; and the social nature of the construction or reconstruction of EFL professional identities, which are shaped by economic, cultural, and political factors, especially language policies. All studies reported here have commonalities in the sense that they share a postmodern perspective of identity; they are interested in the processes of EFL teacher identity construction, and they also share the use of qualitative methods to discover, explore, or understand professional identity. In most of the studies, researchers are engaged in investigating through the use of different forms of narratives like autobiographies, diaries, interviews, and reflective journals. The present study followed similar perspectives, constructs, and methodologies.


  Method


  Interpretative Perspective


  The methodological focus of this study is framed within an interpretative perspective of enquiry, particularly the constructivist tradition where reality is constructed, analysed, and regarded critically by the researcher with the help of the participants.


  Within the qualitative approach to research, a case study could be defined as a naturalistic inquiry in ontological (a holistic or systemic perspective of the “self” in terms of their experiential understanding, and multiple realities); epistemological (a constructivist orientation to knowledge); methodological (a centrality on interpretation); and axiological (a shared value system of a CoP) terms. This study on teachers’ experiences and beliefs is both qualitative and subjective because it is a shared construction between my participants and me through dialogues and reflections. Creswell (1994) argues that people


  
    seek understanding of the world in which they live and work. They develop subjective meanings of their experience. These meanings are varied and multiple, leading the researcher to look for complexity of views rather than narrowing meanings into a few categories or ideas. (p. 8)
  


  The narrative used either as an autobiographical account or an interview was analysed in broad thematic structures and used details provided by the informants.


  Techniques


  As mentioned in the literature review, most of the studies (Liu & Xu, 2011; Norton & Early, 2011; Park, 2012; Pavlenko, 2003; Tsui, 2007) used interviews and biographic narratives as data to research teacher identity. Narratives can be defined as “personal and human dimensions of experience over time, and take into account the relationship between individual experience and cultural context” (Clandinin & Connelly, 2000, p. 20). Riessman (2008) says that a narrative is a way of conducting case-centred research. It can be taken from interviews, observation, and documents. “As a general field narrative enquiry is grounded in the study of the particular” (p. 5).


  Pavlenko (2007) states that narratives are now widely used to present people’s complex lives, experiences and identities in complex scenarios of multilingual and multicultural communities. Therefore, I also utilised narratives to unveil the human experience, the particular and the sociocultural aspects related to the construction of teacher identities. Since “storytelling happens relationally, collaboratively between speakers and listeners” (Andrews, Squire, & Tamboukou, 2013, p. 201), I reconstructed teachers’ narratives to present them in a holistic manner by selecting, organising, connecting, and evaluating events, experiences, and feelings as meaningful for a particular audience: the teachers themselves.


  I carried out a three-stage case study and an instrument was used for each stage of the process. At the beginning, 14 out of 20 experienced HS EFL teachers completed a survey designed with some closed questions and a few open questions. It was developed to gather data in the first stage of this study. Its objective was to explore HS EFL teachers’ perceptions of language requirements associated with the NBP.


  In thesecond stage, which consisted of writing a narrative or autobiographical account of their language learning process, only four teachers agreed to continue in the study. These four teachers were sent a request to write their language learning biographies as learners and as teachers within the last eight or nine years of the implementation of the NBP. Its purpose was to determine participants’ trajectories as language learners and teachers.


  In the third stage, three teachers agreed to participate in an interview to go deep into their perception of the language requirement and how this language policy influenced their identities as learners and as professional language teachers in the past, at present, and in the future.


  Participants


  I will describe the four participants that remained in the second and third stages. Gloria, who did not participate in the third stage of the study, is an experienced English teacher at a state school. She has had a hard time trying to comply with the requirements of the NBP but has been able to succeed in achieving her goals in spite of her socio-economic background.


  Linda is an experienced English teacher at a state school who has struggled to comply with the requirements of the NBP as both learner and practitioner. Although she wanted to study medicine before starting her studies in education, she has developed her identity as a persistent, devoted teacher who slightly disagrees with the language policy but wants to belong to the ELT community.


  Mike studied engineering before he decided to become a teacher. He is now an experienced English teacher at a state school. He is a committed practitioner. He has developed his identity as a confident professional who wants to comply with the NBP requirements and trusts educational authorities.


  Finally, Stella, who first started studying law, is an experienced English teacher. She strives for professional development and high performance for the benefit of her students. She is critical not only of the language policies but also of the conditions she has to work in, besides being a research conscious practitioner. All of them share the aim of improving ELT education in Colombia.


  Data Analysis


  The collected data were analysed in a way that the findings obtained in one stage informed the next in order to present the “subject reality” (Pavlenko, 2007, p. 166). The analysis and findings helped to relate the information and to match themes. In this section, the first stage depicts the informants’ contexts, participation in and familiarity with the NBP, their perception of proficiency and determining factors in the identity, and language policy. The second and third stages render the findings that merged out of the thematic analysis, using data from both sources, the autobiographical accounts and the interviews. Figure 1 shows the process followed.


  [image: ]


  The survey result analysis was based on descriptive statistics that, basically, display the percentages and frequencies through graphs. The analysis of biographical accounts was made based on pre-determined narrative structure: present, past, and future of teachers’ language and professional learning processes. I partially used the phases of thematic analysis suggested by Braun and Clarke (2006) and Saldaña (2013). First, I made myself familiar with the data and generated initial codes across the entire data by using colour coding and side comments. Next, I coded all data so that I was able to find patterns or themes. I followed Saldaña’s (2013) suggestion to use analytic memos to start refining the codes and the themes.


  Then, I started searching and reviewing codes that might become prevalent themes in each stage of the study. After that, I defined and named similar themes and selected relevant extracts so that I could produce a report at the end. Final themes, filtered by the researcher’s view and interpretations, are related to the main aims of this study which is framed in the theory of CoP and how shared beliefs reflect the kinship and boundaries of a group. I focused my attention on emerged trends or significant insights that could provide me with evidence of feelings, perceptions, and views of the influence of language policy in teacher identity.


  Following the same procedure as with the autobiographies, the interview analysis was made taking into consideration the themes that emerged in the interaction that took place in a semi-structured mode with a few guiding questions. I merged the significant insights gained in the data collection process at my convenience in the findings. Additionally, I presented them in a sequential and meaningful order to re-present, reconstruct, and express informants’ reported experiences, as Andrews et al. (2013) suggest presenting narratives, which go from experience-centred to sociocultural oriented approaches.


  Findings


  First Stage


  Survey


  HS teachers were surveyed to characterise the population and to find out about their perception of language requirements associated with the NBP, their own perception of their English level and other aspects of their professional identity.


  I sent the survey to 20 ELT master’s candidates who were in their second year at a university in Bogota. I used survey monkey to design, administer, and get the results of the survey. Out of the 20 students, 14 responded, showing a 70% return rate. Based on the answers for Questions 1 to 3, I was able to find out that the informants were all experienced HS teachers who had been teaching English from 9 (nine teachers) to 15 (five teachers) years. Nine female teachers and five male teachers participated in the survey. Out of the 14 teachers, 13 worked at public schools and one worked at a private institution.


  The results of Questions 4 and 5 showed there is some familiarity with the NBP and the levels of proficiency established in it, because eight participants said that they were familiar with the language policy, whereas five were not familiar and one did not answer. However, they all managed to rank themselves in the levels of proficiency in English established in the policy and therefore in the NBP. Eleven classified themselves at the B2 level, two at the C1 level, and one at the B1 level, according to the Common European Framework. This might imply that they all are, to a certain extent, familiar with the levels of reference used and required by the language policy and therefore by the NBP.


  Question 8 aimed at establishing teachers’ perceptions as legitimate participants in the ELT community in Colombia. Out of 14 teachers, 12 answered they felt they were legitimate users of English based on a screening process they had to go through to become English teachers, their achievements on the International English Language Testing System (IELTS), their knowledge of pedagogy, and the use of a standard variety of English. However, two teachers expressed their feelings of exclusion by saying that “the government says that Colombian teachers are not well prepared in English” (Stella, Survey). This might be because English teachers were questioned about whether their knowledge was at the level needed to carry out the established language policy. Thus, with the legitimacy of their knowledge being questioned, and their promotion and status being affected, these teachers faced a sense of confusion about their professional identity and career development from the very beginning of the implementation of the NBP. Almost ten years later, two teachers still felt that they neither belonged to a community of practice nor were recognised:


  
    I also teach in primary school and I do not have the opportunity to practice my English and as a consequence few people know I am an English teacher. (Linda, Interview)
  


  In Question 9, teachers were asked about their perception of the language requirement. The results showed three positions mainly: one group (five teachers) said that the requirements do not respond to the context and reality of the Colombian society. Another group (five teachers) said that if the government wanted them not only to achieve the required level of English but also to improve their methodology, the MEN should make sure that all teachers get the proper training. The last group (four teachers) expressed their unfamiliarity with the policy and its requirements.


  The results of Questions 10 and 11 lend themselves to determine that there was a difference in participants’ self-image as language learners and as professionals because they prioritised language proficiency as learners (eleven teachers), whereas intercultural competence was preponderant in their identity as professionals, even though they regarded language proficiency as an important aspect of their identity. It is interesting how being a non-native speaker was ranked in the lowest position, showing that this condition might not have impacted their identities as language users as much as the other two aspects: language proficiency and intercultural competence.


  The last question aimed at identifying other aspects of their identities they considered important as learners and as professionals. They highlighted the following four aspects: professional ethics, personal experiences, previous knowledge, and reflective teaching practice.


  To find out more about the results of stage one, second and third stages were set to delve into their personal histories and establish if the language requirement actually had been significant in their trajectories as professional language teachers.


  Second Stage


  Reported Trajectories


  Out of the 14 teachers who completed the survey, I chose four teachers keeping in mindthe following criteria: they all were HS teachers, they had more than ten years’ experience, they answered all the survey questions and they were familiar with the NBP. They were asked to write a language autobiography and to sign a consent form. In the autobiographies, three pre-categories were set up from the beginning, indicating one trajectory as a language learner, another trajectory as a language teacher, and the other future trajectory or imagined future within a new language policy in Colombia. It is necessary to mention that only four teachers handed in their autobiographical accounts.


  Trajectories as language learners. Language requirement might have affected teachers’ language learning experience because the four participants did different things to improve their level of English while studying for their undergraduate degree. However, not one mentioned the international language test results as a proof of their proficiency level in English in their autobiographies or interviews, although they were aware of their existence. One reason could be that the access to international tests is very limited for the EFL teachers and their cost is too high for the EFL community in Colombia. They all mentioned they wanted to improve their level of English proficiency to work abroad, pursue their studies at a master’s level, or improve their teaching practice. They seemed to be more concerned about their own qualification and their students’ improvement than they were about international standards, globalisation, or internationalisation. This might indicate that either the language policy had not reached the target population or the HS EFL community of teachers had not appropriated it thoroughly.


  Consequently, this might indicate that the language requirement established by the external authorities does not coincide with the boundaries established by the internal CoP (Colombian ELT community). The participants can assign a different value to these language requirements, which do not relate to their proximate context. Teachers perceived them as alien elements that did not determine their belonging to the EFL CoP. They would rather take the chance to learn from others (partners and teachers) to improve their level of English proficiency and receive feedback from colleagues or more knowledgeable people. However, in the first stage, the role of language proficiency was seen as highly determining in their identity.


  Participants’ current professional learning. Reporting on their present state, teachers were aware of the complex realities of their EFL classrooms. They were positioned in their role and responsibility as English language teachers. Moreover, they had become critical of educational policies and were willing to participate in their implementation, despite their hard teaching conditions, students’ lives in their communities and limitations implicated in the context. They worked towards a higher educational status by studying for a graduate degree at the same university to provide their students with a better quality of education as evidenced in Stella’s and Gloria’s written account.


  At this stage, although they all also showed willingness to reach the objectives established by the different programmes or policies established by the MEN, their professional identity started shifting from the fixed conception of language proficiency to other defining aspects of their professional identity such as: awareness of context and limitation of working conditions, as Mike and Linda stated in their narratives.


  Participants’ imagined future. The participants looked forward to completing their graduate studies to become better practitioners by “changing paradigms in English language teaching and using new methodologies to bring better opportunities to learners” (Gloria, Autobiography). They knew that their professional development was a social responsibility besides being a personal goal. One of them wanted to become a professor at the university level even though she knew that this would require a lot of investment and effort to achieve (Linda, Interview). Another teacher wanted to continue her professional development as far as English improvement and methodology were concerned (Stella, Autobiography). The other teacher would like to continue contributing to the consolidation of foreign language policy to the best of his abilities (Mike, Interview).


  As we can see, professional identity has evolved throughout their trajectories but, consciously or unconsciously, teachers have been affected by the language policy in the last ten years of its implementation. What is more, the theme of achieving a high level of language proficiency is pervasive in their narratives.


  Third Stage


  Only three of my initial participants (Stella, Linda, and Mike) were willing to get to this stage where they were interview by me. I used the information collected throughout the study focusing on viewpoints regarding language requirement associated with the NBP and positive and negative feelings the teachers had about the impact of the language requirements of the NBP.


  Challenge, achievement, hope, and expectancy are some of the positive feelings teachers had about the NBP and its requirement for teachers.


  
    I think it [the C1 in the IELTS] is the confirmation that I know and that gives me kind of security of what I am doing in the classroom, and actually my students feel secure with me in the classroom. (Stella, Interview)
  


  However, they also held negative feelings such as limitations, frustrations, scepticism, and disappointment towards the foreign language policy defined by the MEN and its pertinence. They express these views in their interviews and autobiographies as follows:


  
    Students do not have food to prepare their breakfast, lunch, or dinner. They do not have money to buy a notebook or a pencil, and they suffer family violence, among others. And I as a teacher should face those situations, trying to engage students in the class, telling [them] they have to know that English is important for them. (Linda, Autobiography)
  


  
    I know C1 is kind of difficult to find in public schools in English teachers, the problem is that when we learned, . . . English, we wanted to travel, we wanted to go out, we wanted to do so many things instead of ending up in a public (state) institution . . . So many good teachers, in terms of English level proficiency, travel or work in different private institutions that are demanding good teachers and the payment is much better, so public institutions lack of good teaching because of that reason. (Mike, Interview)
  


  As we can see, there are different opinions and feelings about the language policy. They depend on the context in which teachers work, their views on language education, and their awareness of students’ environment in relation to the policy. In these extracts identity is reflected in a dynamic and conflicting way since teachers feel satisfied when complying with the language requirement but at the same time, they know the circumstances are not ideal for them or their students to achieve the desired standards.


  Regarding teachers’ views of language policy and therefore NBP, Mike seemed to have internalised the mainstream discourses and made them part of his identity:


  
    They [policies] should have affected in my life, in my teaching practice because I follow them, I’ve read some of them, I’m not a really good reader unfortunately, and sometimes I avoid getting into politics and things, I feel that it is a kind of a pressure, . . . their policies, and I read what they want us to do and they want the students to achieve, and I think that they are good...everything that the government does is supposed to be good for people, and this is not an exception. This is supposed to be good. (Mike, Interview)
  


  Whereas, the others were very critical of the language requirements and the pertinence of the foreign language policy, as presented by the informants:


  
    Bilingualism programs presented by the government with any name or in period of time, are so far from the realities that exist in our schools and aim to eventually submit annual statistics which in my opinion are far from the education of our learners. (Gloria, Autobiography)
  


  
    Up today, sixth, seventh, and eighth graders have three hour of class per week, and ninth to eleventh graders have four. The policies and governmental projects look for bilingualism process in Colombia by 2025; nevertheless, I do not see how it can be a reality with such a reduced exposure to the foreign language. (Stella, Autobiography)
  


  Due to paper extension constraints, I used only Linda because I found her narratives to be representative of most HS EFL teachers’ “life realities” (Pavlenko, 2007). I selected, organised, and put together the narratives of autobiographies and interviews and briefly narrated Linda’s construction and reconstruction of her professional identity within the historical, social, and political complexities of her context (see Appendix).


  Reflection and Conclusion


  This study has offered a critical interpretive account of mainly threeteachers that engaged in the whole process. It has been concerned with a critical perspective of a language policy from the people that bear its implementation. It has also contributed new aspects to the understanding of the construction of teacher identity in a particular socioeconomic context in five ways.


  First, being an English teacher was not the first choice of the informants who are now committed educators, showing that identity is dynamic. This agrees with Varghese et al.’s (2005) view of identity.


  Second, teachers knew about the language policies and language requirements but most of them didnot feel that they had access to opportunities for development, demonstrating that power relations shape identity, which concurs with the views of Liu and Xu (2011) in their study of inclusion and exclusion of language teachers.


  Third, feelings towards the English language requirements demonstrated to be conflicting factors influencing teachers’ construction and reconstruction of their identities. The subject matter (English) is an essential part of their identities, but their identity is not limited to their subject matter. There were many other external and internal factors that influenced teachers’ professional identity as members of the EFL CoP, confirming that identity is multifaceted. This agrees with the viewpoint of Norton and Early (2011) and Glass (2012).


  Fourth, teachers’ trajectories have changed their identities throughout their lives but this change, to my view, has been exerted by the language policy, rendering how external circulating discourses percolate local identities. This view is also expressed by Valencia (2013) when he refers to the discourses of bilingualism in Colombia. Finally, foreign language policy in Colombia does not only have a negative side as regarded by the local ELT experts, but it also contributes positively to the teachers’ development and achievement, even though it has been implemented in a managerial perspective of professionalism.


  In addition, the implementation of a top-down foreign language policy in Colombia through the NBP has entailed, for teachers, a change or a reconstruction in identity as language learners as well as professional language teachers. Based on the gathered data and my interaction with the teachers and their narratives, the policy has also encouraged them to become better language users and reflective practitioners and therefore better language teachers with or without the help of the authorities. They have evolved from being a below average language learner to becoming well prepared, well-informed, and critical professional language teachers.


  Linda, Gloria, Stella, and Mike might represent the majority of English teachers in urban areas in Colombia. They have struggled to get an education, strived for improvement and succeededin becoming professional English teachers in spite of many barriers, lack of access and social recognition, and discriminatory policies. They have walked us through their identity construction as a life-long learning experience.
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  Appendix: Linda’s Narrative


  Linda defines herself as an experienced English teacher at a state school who has struggled to comply with the requirement of the NBP and evolves from a weak language learner to a responsible and informed EFL practitioner. She has developed her identity as a persistent, devoted teacher/guide who slightly disagrees with the language policy but wants to belong to the Colombian ELT community.


  Tracing Linda’s answers from the beginning of this study from the survey and autobiography to the stage of interviewing, I found that she did not want to become an English teacher; instead, she wanted to study medicine, but due to financial reasons she ended up enrolling in a professional teaching programme at a state university in Bogota. She said she was not cut out for English but after sorting out health and family problems, investing long hours in studying with the help of more knowledgeable partners, she was able to reach an acceptable communicative competence that allowed her to graduate as an English teacher.


  At this moment, she identifies herself as an English teacher although she still feels unrecognised as a legitimate participant in her community because her work has been not only in high school but also in primary school. Primary school teachers in this context are teachers who have to teach English without being specialists even though this is not Linda’s case now because she holds a BA in Education majoring in English. She did not feel very confident with her language proficiency and since she started to study for her degree, she had always been looking for opportunities to improve her level of English.


  After finishing her undergraduate studies, she started to work in the private sector; however, only after more than 8 years working there did she manage to pass the screening process to work in the public or state sector. She has been working in a government-funded school for 4 years, even though she had already worked for a long time in the private sector. Currently she is pursuing her graduate studies at a private university in the area of English didactics.
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  This research study examined how a group of ninth graders enhanced the speaking skill in an English as a foreign language classroom through project-based learning. Data about the experience were collected through field notes, transcripts of learners’ oral performance, and one interview. Grounded theory was implemented for data analysis, out of which three main findings emerged: (1) project-based learning encouraged students to increase oral production through lexical competence development, (2) helped them to overcome fears of speaking in L2, and (3), increased their interest in learning about their school life and community.


  Key words: Communicative competence, English as a foreign language learning, project-based learning, speaking skill.

  


  Esta investigación analizó cómo un grupo de grado noveno afianzó su producción oral en inglés mediante el aprendizaje basado en proyectos. Se recogieron datos sobre la experiencia en notas de campo, trascripciones de las producciones orales de los estudiantes y una entrevista. El análisis de los datos generó tres hallazgos principales: el aprendizaje basado en proyectos motivó a los estudiantes a aumentar su producción oral mediante el desarrollo de la competencia léxica, les ayudó a superar el temor de hablar en la lengua extranjera e incrementó su interés por aprender sobre su vida escolar y su comunidad.


  Palabras clave: aprendizaje del inglés, aprendizaje basado en proyectos, competencia comunicativa, habilidad de habla.

  


  Introduction


  One of the major limitations that English as a foreign language (EFL) learners encounter in their language learning process is that they do not have many opportunities to practice speaking other than in the classroom. As they live in countries where the first language is not English (e.g., China, Spain, and Latin American countries), opportunities to improve their oral communicative skills are reduced. EFL learners can find ways to practice reading, listening, and writing as they have easier access to aural and written materials outside the classroom with the support of textbooks, short stories, and the Internet (news, songs, movies, digital books, magazines, and online courses). However, aside from the teacher, they can hardly find conversation partners to practice speaking their L2. Moreover, in EFL classrooms, where large groups of students exceed the ideal number to practice speaking and the hours allotted per week to study English are reduced (Urrutia León & Vega Cely, 2010), learners’ speaking production is scarce and problematic. Therefore, many times learners confront negative feelings about speaking English due to the fact that they are not often stimulated to adopt active speech roles, and have few contexts in which to speak it for communicative purposes (Khan, 2010; Sava&scedil;çi, 2014).


  That is why this action research study looked into how a group of Colombian EFL learners at a public school could have more opportunities to develop their speaking skills through project-based learning (PBL). The emphasis on speaking skills represented an initial attempt for the learners to improve their communicative ability, as they were encouraged to complete class projects related to real life situations in which speaking became a communicative need. It is important to clarify that the four communicative skills (reading, listening, speaking, and writing) should be equally practiced in the communicative classroom. However, because of the particular needs of the learners involved in this study, the research focus was to solve their speaking limitations.


  Statement of the Problem


  In a 2015 diagnostic survey, a group of thirty students from a public school in Bogotá reported that in their English courses speaking was limited to practicing pronunciation and answering the teachers’ questions to verify reading and listening comprehension. During classes, it was also observed that while students were more receptive to grammar activities, reading, listening, and writing, speaking was the least practiced language skill as learners recognized that they were shy and afraid of participating orally in class because they did not master enough structures and fluency to express basic ideas.


  Another problem detected in the classroom was that learners were reluctant to speak in English and did not invest much in fostering it. Since they preferred to complete the language tasks with their closest friends, they ended up speaking in Spanish as they were used to doing it in other subjects and in their daily lives. Moreover, they often mocked each other when they made pronunciation and grammar mistakes the few times they participated in class. Therefore, learners were scared of being ridiculed by their classmates. This unpleasant environment increased students’ negative attitudes towards learning, since they neither helped each other nor liked speaking tasks.


  EFL students’ sense of individuality and fears of speaking English were also increased by the language teaching methods adopted by some teachers at this school. It was found in the diagnostic survey that teaching in previous English courses was mainly based on grammar activities in which drilling and filling in blanks were the main purpose. All these trials obviously reduced learners’ interest in speaking English. Thus, there was a need to find other ways to promote more communicative activities to enhance speaking and the negotiation of meaning. Therefore, we considered that one possible way that could foster these learners’ speaking skill was PBL.


  Theoretical Framework


  Project-Based Learning


  PBL is a constructivist instructional method that supports students’ learning process through group work and social interaction in order to solve problems. Students are not only encouraged to complete the steps of class projects related to their personal interests and needs, but also to develop the ability to think critically and use content knowledge (Kapp, 2009; Tamin & Grant, 2013). PBL also generates collaboration as students help and learn from each other and feel responsible for completing projects that involve the classroom, the school, the community in which they live, and wider real-world problems (Kolodner et al., 2003; Markham, 2011). In this sense, PBL implies learning by doing through which students act as problem solvers and have to develop collaborative skills to tackle challenges and conduct research on significant issues for them (S. Bell, 2010; Blumenfeld et al., 2011).


  PBL is a broad instructional model adjustable to all areas of knowledge and different types of learners (S. Bell, 2010; Habók & Nagy, 2016). Although there is a fair amount of publication on the use of PBL in many areas of knowledge such as science, social studies, and math, published research on its implementation in EFL education is still scarce (Beckett, 2005; 2006) as is the case in Colombia. Some of the main influential Colombian researchers who have implemented PBL are Bello Vargas (2012), Pinzón Castañeda (2014), and Díaz Ramirez (2014), among others. However, more research needs to be conducted. That is why this research study argues that PBL should be considered as a possible motivating factor to help EFL learners enhance foreign language competence, including speaking skills, in particular. Pinzón Castañeda (2014) states that EFL learners do not only construct knowledge, but also use the foreign language when they engage in solving real-world problems. Similarly, Dooly (2013) and Dooly and Sadler (2016) affirm that, since PBL requires teamwork, learners inevitably have to produce oral communicative forms in the target language. Learners have to make decisions, negotiate, and arrive at a consensus as they complete the steps that projects demand. This collaborative learning process is inherent in PBL and can help language learners reach better levels of language proficiency.


  According to Tamin and Grant (2013), when using PBL in any school subject, several challenges need to be overcome: First, the classroom is no longer dominated by a teacher-centered approach. Thus, in the case of the EFL classroom, the teacher cannot totally control the production of language forms/functions in a sequential and orderly fashion. Language rather stems from the communication needs and the topics addressed during the development of the projects. Learning is constructed from a student-centered pedagogy in which learners’ needs to negotiate meaning are more authentic but less predictable. Second, the teacher needs to be tolerant and flexible as to the dynamics of the classroom. Third, classes are based on content or subject matter that might not be familiar to teachers’ area of knowledge or expertise (Grant, 2011; Tamin & Grant, 2013). In this regard, this research study points out that EFL teachers need to be careful with the selection of topics so that they are neither difficult for learners nor unmanageable for teachers. Despite these challenges, PBL can lead EFL students to learn the foreign language by focusing more on content than on form, as they have a communicative purpose to construct knowledge, rather than just directing their full attention on grammar use. The teacher can introduce new topics that can “motivate, focus, and initiate student learning,” breaking traditional models of education (Duch as cited in Larsson, 2001, p. 2).


  Speaking Skill Development in EFL


  The vision of speaking in this study was framed within communicative language teaching (CLT), an approach that aims at helping learners develop communicative competence: the ability of “classroom language learners to participate in the negotiation of meaning” and “the need for learners to have the experience of communication . . . as distinct from their ability to recite dialogs or perform on discreet-point tests of grammatical knowledge” (Savignon, 2001, p. 16). That is to say, instead of studying grammar structures, as happens in many EFL settings, learners are encouraged to negotiate meaning orally through communicative language regardless their proficiency level. Consequently, CLT highlights language learning under certain conditions: Learners use language for authentic and meaningful communication as classroom tasks have a communicative purpose, oral and written fluency is an important aspect of communication, and learning is a process of construction involving trial and error (Littlewood, 1981; Richards & Rodgers, 2014; Savignon, 2001). In other words, learners have the right to make pronunciation and grammar mistakes during social interaction in the target language as it is a normal part of the learning process.


  Speaking in EFL should aim to achieve communicative goals. It requires understanding how the language works, its components and functions; and how and when to speak adequately according to circumstances of real life. For Bygate (1987) speaking involves “making decisions rapidly, implementing them smoothly, and adjusting our conversation as unexpected problems appear in our path” during communicative experiences (p. 3). Thus, adjusting oral production implies facilitation and compensation processes. Facilitation entails features that learners use to make their oral productions clearer according to their language level, including simplification (connecting sentences with conjunctions and, but, or avoiding using complex sentences) and time creating devices (strategies that give the speaker more time in order to form sentences such as fillers, hesitation, repetitions, e.g., erm, you see, I mean, kind of, etc.) (Bygate, 1987; Díaz Larenas, 2011). By contrast, compensation is related to the ability of repairing failures in oral communication by modifying what the speaker has already said in order to clarify misunderstanding or restate an idea that has been difficult to express. Compensation devices include “conversational adjustments” such as self-correction, substitution, rephrasing, and repetition, making sure that the other has understood (Bygate, 1987; Díaz-Larenas, 2001; Lázaro-Ibarrola & Azpilicueta-Martínez, 2014). These two features were important for the researchers who knew that the student participants of this study were going to struggle to communicate and construct meaning, since this was the first time that they were going to be involved in oral communicative activities through solving projects.


  Additionally, Bygate (1987) explains that learners need to develop skills of interaction and skills of negotiation. Interaction skills involve the social norms of when and how to speak with appropriate words, correct grammar, and organized discourse during a conversation, while negotiation of meaning refers to the skills of reaching a full level of clear understanding. It involves repeating, rephrasing, and restructuring phrases between two or more learners to understand the meaning of the messages they are communicating (Rees, 1998). These insights about speaking development in EFL constituted the key elements to help learners improve oral production and communicative competence through PBL.


  Research Design


  Research Question


  The research question leading this study was: How could project-based learning influence a group of ninth EFL graders’ speaking skill development?


  Research Type


  This was an action research study. Action research embraces the actions needed to solve a given problem in the classroom (J. Bell, 2005). It consists of several self-reflective cycles in which teacher-researchers complete four steps: plan to initiate a change, act and observe the process of implementation, and reflect on possible results (Kemmis, McTaggart, & Nixon, 2014). In particular, the researchers of this study (1) planned three cycles to solve the problem by encouraging EFL learners to develop speaking skills, (2) acted by designing and implementing a pedagogical intervention supported by one project for each cycle (see Table 1), (3) observed through data collection instruments how learners responded to the projects’ development and completion, and (4) reflected on the experience by analyzing the data collected in order to make decisions and generate more effective classroom strategies (Parsons & Brown, 2002).


  [image: ]


  Setting and Participants


  This research study was conducted at a public school in a Northwest neighborhood of Bogotá, Colombia. Students came from families whose parents made a great effort to raise them properly. In this context, where Spanish is the official language, learners did not have any contact with the English language and much less any practice speaking other than in the English class which was scheduled three hours a week only. Thirty EFL ninth graders were involved in the study, 19 girls and 11 boys, whose ages ranged from 13 to 15 years old. They had a basic English language level and, as explained in the statement of the problem, they were shy and did not feel confident when they had to do speaking activities. Most of them were afraid of oral production in English.


  Pedagogical Intervention


  Table 1 shows that students developed three projects through which they were encouraged to speak English to achieve communicative needs. The projects were related to their personal lives and environment in such a way that they had the opportunity to speak about meaningful information from their own reality. From a constructivist perspective, the projects aimed at generating collaboration as students were expected (1) to help and learn from each other, (2) work at their own pace, and (3) feel responsible for completing projects that involved the classroom, the school, the community in which they lived, and wider real-world problems. In the first project, “Discovering who my classmates are: Sharing common ideals and respecting differences,” students had the opportunity to interview a classmate they did not hang around with that much, or never spoke to. The purpose was to help learners create friendly bonds since, as explained in the statement of the problem, there were attitudes of selfishness and learners ridiculed each other’s pronunciation. Also, the purpose of this project was to recognize the human side of their partners, despite the possible differences that could exist among them. The second project, “Is everything fine at school? Making proposals to improve our school problems,” encouraged learners to investigate through a survey the perceptions of the school community in regard to serious problems at this institution. So, they conducted a survey involving students from other courses, teachers, and school administrators. The third project, “Getting involved in my neighborhood,” attempted to make students become aware of their neighborhood’s needs and problems and to become friendlier with the community, since part of the community sometimes complained about the impolite behavior of several students that bothered some neighbors after the school day.


  So, authorization from the school board of directors was needed to take the children out of the school and visit their neighborhood to complete the project. It is important to clarify that the people in their community did not speak English at all. One interesting strategy that students proposed to overcome this difficulty was that they shared responsibilities. So, it was observed that in each group one student interviewed the neighbors in English, another student translated the questions into Spanish, the neighbors answered the questions in Spanish, and all the students in the group took notes by translating into English the neighbors’ answers. Translation was only accepted on this rare occasion because learners were encouraged to use the foreign language all the time during the completion of the projects. So, this communicative interaction resulted in a fun, interesting, and safe activity as students were trying to overcome barriers in communication when actually doing the field work.


  The completion of the projects was difficult and time-consuming because it was not easy for learners to use the English language right away. It was a slow process, especially because these learners had never practiced speaking that often and because they had never done projects in the target language before. Speaking production was emphasized in all the projects since oral communication was needed when the groups had to work together to prepare the questions for the interviews and surveys, to conduct the actual interviews or do field work, and when they planned and organized the ideas and findings for the oral presentations and oral reports (see Table 1). Thus, speaking became the central means to communicate most of the time, and it was supported by writing when students took notes related to the information collected during the interviews and surveys.


  Data Collection Instruments


  Three instruments were implemented to collect data about the conditions, the language level, and the way class projects influenced students’ oral production. Following Johnson and Christensen’s (2012) advice, field notes were taken in every single session and right after class with the support of video recordings while participants interacted during each project completion. Extended notes were also written right after each class session by paraphrasing or entering verbatim transcripts of students’ conversations. These field notes were accompanied by the teacher-researchers’ analytical comments about the experience.


  The second instrument was the transcription of students’ oral productions during the development of the projects which represented verbatim oral language in written form (Bailey, 2008). Transcripts allowed the researchers to analyze learners’ oral production during the communicative situations. They showed the speaking act in a real time (Yin, 2011). Although transcribing oral language was a time-consuming technique, specific aspects of students’ oral production to complete the tasks were more effectively detected such as the vocabulary and language level they had, the difficulties with language production, and the interactions and roles established during the projects development.


  Interviews constituted the third instrument that helped the researchers obtain relevant information from participants’ personal opinions about the experience. They were useful to collect further data that were not palpable or visible (Patton, 2002; Seidman, 2006) such as participants’ thoughts, feelings, and perceptions of the topic under investigation. The interviews were held in Spanish and conducted in small groups at the end of the experience. The information gathered through transcripts of students’ oral productions, field notes, and interviews were saved in folders, and systematized by using AtlasTi 6.2 software.


  Data Analysis


  Field notes were analyzed by following the grounded approach method which embraces an in-depth inductive discovery of patterns in the collected data, aiming at answering the research question (Charmaz, 2012). Patterns lead to establishing logical relationships in the data that, once being grouped, are given a name (initial categories or themes) representing all the patterns. In this experience, data analysis involved the identification of initial patterns related to how learners produced oral language through project development. Then, through a process of triangulation (Freeman, 1998), patterns identified in the field notes were compared to the transcripts of students’ oral performance and their comments in the interviews to set initial pre-categories that represented all the data collected in the instruments. Finally, definitive categories were stated as a result of the whole triangulation analysis and these are presented as findings later on. For example, field notes showed that students always needed to learn vocabulary in order to form sentences orally. This pattern was also found in the transcripts and in the interviews because learners said that they needed to learn vocabulary all the time to complete the steps of the projects. Therefore, this pattern was classified under the initial category: “vocabulary learning.” At the end, this category became a formal statement/finding called: “PBL Incited Learners to Increase Oral Production through Vocabulary Learning”, representing the importance of vocabulary learning to construct meaning when completing the projects. These findings in the form of statements will be analyzed later in detail.


  Findings


  PBL Incited Learners to Increase Oral Production Through Vocabulary Learning


  Data revealed that PBL played an important role in inciting learners to increase their language competence as they had a strong need to learn and use vocabulary in order to express ideas and to complete the tasks required in the projects (see Table 1). From the beginning of the experience, students started to change their negative perceptions on speaking English despite their basic English language level. Learners’ oral language competence was determined by their urgent need to improve their vocabulary through two social strategies:


  The first strategy was peer support by asking for and providing vocabulary and expressions, which was used during the development of the three projects, including, for instance, (1) the preparations of the questions to interview other people, (2) the rehearsal to practice the questions appropriately during the different projects, (3) the actual interviews and field work, and (4) the oral reports in front of the class once students had completed the field work. Peer support by asking for and providing vocabulary during the communication process can be recognized as a constructivist feature, since PBL allowed students to share their knowledge about the foreign language and about the discussion topics when more advanced language learners offered support to those learners having difficulty with communication and with the tasks. Peer support was observed, for instance, when learners worked on Project 1 and needed to prepare the questions to interview one of their classmates:


  
    Karen: How do you ask si tiene mascotas? (if you have any pets?)

    Tatiana: No sé, sólo sé que mascotas es pet. (I don’t know; I only know that mascotas are pets)

    Karen: Entonces debe ser como “you have pet?” (Then, you might ask something like “you have pet?)

    Tatiana: Pues sí. (I think so)

    Karen: La última pregunta podría ser sobre el tiempo libre. (We could ask a last question about free time activities). “What you...” How do you say hacer?

    Tatiana: (The student looked up the word in the dictionary) Mire la palabra “hacer” es make. (Look, the meaning of “hacer” is “make.”)

    Karen: Sería “What you make...” ¿Qué seguiría? (Then it would be “What you make...What is the next word?)

    Tatiana: Tiempo libre es free time.

    Karen: Ah ya sé, (Wait, I know) “What you make free time?” (Transcript, 11-05-2015)
  


  This example indicates that students had serious limitations with vocabulary and grammar to ask orally basic personal information questions. For instance, Tatiana helped her classmate with a word she knew, “pet.” Then, she looked up the word “hacer” in her bilingual dictionary to complete the question “What do you do in your free time?” Although she picked up the wrong verb, make instead of do, and although both learners mostly used L1 to communicate in the first project, it was observed that they not only made a great effort to produce English language to the best of their abilities, but were mutually supportive through scaffolding. They progressively learned the foreign language in their urgent need for vocabulary and sentence formation due to the fact that there was a communicative purpose to be accomplished, an important aspect for building communicative competence. Peer support for vocabulary building was a constant factor among all participants during the development of the three projects despite the many grammar mistakes they made and the use of L1. That is to say, learners struggled to negotiate meaning orally through communicative language regardless of their limited language level, a fact that resonates with Savignon’s (2001) view of communicative language learning in that learners are challenged to use the foreign language through a process of trial and error, a strategic investment for their language progress. Thus, since the projects requested learners to conduct interviews of different people, they slowly enhanced their lexical competence and language oral skill, an aspect found in all the field notes because speaking was practiced to achieve communicative goals as suggested by Bygate (1987).


  The second social strategy that students implemented to satisfy their urgent need to communicate orally was asking the teacher for unknown vocabulary and expressions. In many traditional English classrooms, the teacher is the one that mostly asks questions to verify students’ language knowledge or comprehension. By contrast, through PBL it was observed that learners continuously took the initiative to ask the teachers questions as they were conscious of their lack of vocabulary, a limitation that restrained them from building complete questions and sentences orally. In fact, at the beginning of the experience they ended up using L1 most of the time because their competence was limited. Therefore, they started to get direct support from the teachers to enhance their oral production. In this example, a group of students prepared the questions for an opinion survey on bullying, one topic of the second project about school problems.


  
    Sara: Teacher, how do you ask, “You know any student bullying other?”

    Teacher: You should say “Do you know any student bullying another.” It is “another.”

    Miguel: OK. Vamos con la question number five. How do you say “si busca ayuda?”

    Teacher: “Seek any help” (Miguel was trying to ask the question: “Do you seek any help from teachers to report bullying?). (Transcript, 25-05-2015)
  


  This piece of data reveals that even though students were motivated to work together to provide each other with vocabulary, they also confirmed with the teacher if the words where actually correct, as happened with one of the teacher’s explanations about the correct use of “another” and “other” and “seek for help.” As students had limitations making complete sentences and they knew isolated words, they expected the teachers’ approval and support because they were worried about asking the questions in correct English when conducting the survey of the school community.


  Data analysis also indicated that speaking productions, inherited within PBL, led learners to assume the role of problem solvers as they participated actively to complete the steps of each project rather than waiting for the teacher to tell them exactly what to do. In fact, it was confirmed by Grant’s (2011) statement that project-based learning is an ideal teaching approach through which learners collaborate with others and with the teacher through scaffolding, problem resolutions, and opportunities for reflection on the topic worked and on the language needed to communicate. Also, PBL involved these students in real life situations (getting ready with questions to interview other people), as they started to develop the need for meaning construction through social support and interactional functions of oral discourse.


  PBL Helped Learners to Overcome Fears of Speaking in L2


  Throughout the whole experience learners were afraid of speaking in L2, and they were never able to leave their fears behind. For instance, when working on the first project (see Table 1), it was observed that learners did not produce complete sentences in English, did not pronounce correctly, and mostly spoke in Spanish. They were not only embarrassed and hesitant to use L2, but were afraid of being mocked by classmates and concerned about what the teacher could think of their oral production. Learners said that they were nervous every class, a situation detected in all the field notes, and later corroborated in the interview at the end of the pedagogical experience, as evidenced in this example:


  
    Teacher: Darcy, ¿Cómo te sentiste durante el primer proyecto? (How did you feel doing the first project?).

    Darcy: En mi cabeza pasó que iba a hacer “el oso” (I thought I was going to look ridiculous).

    Teacher: ¿Por qué? (Why?)

    Darcy: Porque es que la pronunciación es muy fea, es muy rara, es difícil (because pronunciation is ugly, odd, and difficult).

    Teacher: ¿Lograbas entender las preguntas que se te hacían? (Did you understand your classmates’ questions?).

    Darcy: Sí, más o menos (Yes, more or less). (Interview, 13-08-2015)
  


  When Darcy said: “hacer el oso,” which is a colloquial Spanish expression in Colombia that stands for “to look ridiculous,” she was nervous about speaking English because she thought she did not have good English pronunciation. Thus, she self-criticized severely because she thought that her classmates would make fun of the way she spoke English. In fact, feelings of fear and anxiety were detected when students smiled nervously, covered their mouths with their hands, and spoke in whispers because they did not want to be heard and felt embarrassed in front of their classmates. However, through PBL students found peer support strategies to help each other with the construction of meaning in the target language, and this support stimulated them to overcome fears of speaking by adopting two strategies.


  The first strategy was preparing/rehearsing their oral productions. Although learners showed that they were nervous and insecure, they found it useful to prepare/rehearse their oral productions with the possible language they expected to use during the interviews and surveys that the three class projects demanded. Sometimes they practiced the questions that they had prepared for the surveys/interviews before actually doing field work. Other times, they rehearsed the interviews with their closest friend before actually interviewing the school community or the people in the neighborhood. Moreover, writing was used as part of the rehearsals of the oral productions because students wrote and reviewed the questions they were planning to ask in the interviews and rehearsed target answers that they predicted interviewed people would answer. This practice gave them more security to practice speaking and reduce negative feelings. The teacher-researchers were always there helping them with the language being rehearsed. One interesting example to point out as regards how learners overcame their fear of speaking was that they not only wrote the questions to do the field work, but also had the initiative to design PowerPoint presentations for the oral reports, containing the information they had collected during the survey. Such was the case of the learners who reported on students’ perceptions of fights at school, a problem they researched to complete Project 2. For example, one student started the presentation by saying, “Our survey was about school fights.” Then he said, “It seemed to us an important issue.” One of his co-workers added “all persons see one.1” Then, they reported that many students had seen or participated in a fight at school, implying that violence and intolerance among learners were “a big problem in general” (Field notes, 19-06-2015). When giving this report, learners supported their speaking production with the use of PowerPoint presentations to remember and produce orally key ideas related to that topic. Prior to this formal report, they rehearsed their oral production, and this preliminary preparation reduced significantly their fears and negative attitudes towards speaking in English in front of the classroom. The important achievement with this preparation/rehearsal and these oral presentations is that learners were actually producing oral language in the foreign language despite their language limitations and fears. These communicative constructions involved trial and error as explained by Littlewood (1981) and Savignon (2001), since learners made pronunciation and grammar mistakes during social interaction, but struggled to negotiate meaning orally in order to meet communicative purposes thanks to the demands of PBL.


  The second strategy that diminished fears of speaking in L2 was code-switching and translation. It was observed that due to their low English level, students constantly moved back and forth between English and Spanish when doing the steps of the projects because it not only helped them control their feelings of anxiety, but provided them with security to put up with the speaking projects as can be seen in this example when one learner was conducting the actual interview of a classmate to complete Project 1:


  
    Nazly: What’s your personality?

    Ana: Shy and...friend...friendly.

    Nazly: What are your goals in life?

    Ana: Study in the university, (laughing) ¿Así?, ¿Esa es la respuesta?

    Nazly: Sí. Vamos bien . . . What are your plans para el futuro?

    Ana: To travel, viajar, ¿cierto?

    Nazly: Pero diga dónde ¿Cuál país?

    Ana: Paris.

    Nazly: (laughing) Paris no es un país.

    Ana: ¡ahhh!! (Transcript, 20-05-2015)
  


  This sample shows that students moved back and forth between English and Spanish because they tried to compensate for failures in communication and deal with fluency problems. Nazly’s sentences in Spanish such as “Vamos bien” and “pero diga dónde ¿Cuál país?” indicate that she, as has happened to other learners, felt the necessity to use their native language in order to verify if they were doing the activity correctly and were being understood in the foreign language. This verification diminished their fears of communication failure in oral production. Indeed, code-switching seemed to occur due to the fact that these learners were using simultaneously the native and the foreign language grammars, trying to figure out how to speak appropriately in the communicative process. One reason why these participants had the tendency to code-switch was to reduce their feelings of frustration in regard to issues of facilitation and compensation in oral production, a phenomenon that took place during the whole pedagogical intervention.


  In the previous example, we can observe that while Nazly was more fluent and more confident to speak L2; Ana’s answers were simple, brief, and almost monosyllabic as she did not want to put herself at risk. “Shy and friendly,” “To travel,” and “Paris” indicate that Ana used facilitation strategies to make her oral performance easier, avoiding the use of complex sentences according to her language level. Similarly, Ana used translation as a compensation strategy for making sure she did not fail in oral communication such as when she translated all her answers into Spanish to be ready for possible corrections and make sure that her partner understood, these being key strategies discussed by Bygate (1987) and Lázaro-Ibarrola and Azpilicueta-Martínez (2014). Therefore, code-switching and translation, accompanied by compensation and facilitation strategies were implemented by all the participants in this experience in order to achieve the communicative purposes in L2 that the projects requested. The important contribution of PBL in this EFL setting was that learners were exposed to speaking English regardless of their accuracy and fluency levels. Hence, more authentic communication took place through the development of the three projects.


  PBL Raised Students’ Interest in Talking About Their Own Experiences and the Community


  With PBL, learners necessarily did investigative work in their real-world context. In doing so, they not only used the foreign language more often and with a communicative purpose, but raised interest in talking about their classmates’ personal lives, their school problems, and their community. Therefore, their inquiry contained a social and humanitarian emphasis, since the goal of the projects was to help students show concern for their own individuality and human qualities as well as to value and respect other human beings around them such as other students, teachers, and neighbors.


  During the first project students learned to see their classmates with different eyes because through their investigations, they discovered a different side of their classmates’ personal and family levels, and had the opportunity to interact with a classmate they did not speak much to. This close interaction created feelings of empathy and respect for their partners. The following is a sample of the oral reports students gave in front of the class once they had finished the investigative work on one of their classmate’s life.


  
    Laura: Santiago has 15 years old. He is a student in vgp school. He likes hamburger and pasta. He has a sister and another sister, she is in seventh grade. He live with mother, his father is in Cali. He [Santiago’s father] not lives with the family. He [Santiago] loves the mother and . . . he like to cuidar his sisters [sic]. (Field notes, 25-05-2015)
  


  Although the oral production in this sample may seem basic, it actually represented a great speaking achievement for the learners during the experience, taking into account that they were totally reluctant to speak in L2 before. The projects motivated students to actually use L2 orally despite grammar mistakes and limitations because they were interested in their partners’ life experiences. Moreover, this sample evidenced how learners were able to report new knowledge about one person they rarely talked to in class, and learned to see their classmates as human beings similar to them, having other roles and life stories apart from their academic life. In this case, for example, Laura discovered that Santiago’s parents were divorced and lived in different cities, and that he was very caring with his sisters and mother, providing emotional support for his family as he had become the man of the house. Thus, learners developed sympathy, respect, and admiration for their classmates’ life stories and sometimes difficult experiences as noticed through the tone of voice in their oral reports. This can be corroborated with students’ opinions in the interview:


  
    Teacher: I’d like to know how you felt doing the third project.

    Salcedo: Es bueno porque uno conoce más a los compañeros, sobre su familia, sus gustos, lo que quiere hacer en la vida. Tambien se aprende de nuestro propio colegio (It’s good because one can learn about our partners, about their families, likes, and plans for the future lives. We can also learn about our own school.) (Interview, 13-08-2015)
  


  A similar case happened when learners did the third project and discovered that the people living in their neighborhood suffered from delinquency and injustice as there were many thieves that threatened and robbed people walking in the street or vendors in their own shops. In this sense, learners recognized how the projects not only facilitated language knowledge, but content knowledge as they became aware of personal and collective issues in their own context, empowering themselves with a more humanistic, tolerant, and friendly attitude towards valuing others’ individuality, personal life, and social conflicts at school and in the community.


  Conclusions


  Based on this research experience, it can be concluded that the incorporation of PBL in EFL learning incited learners to enhance their communicative competence with a major emphasis on the speaking skill. Learners needed to negotiate meaning orally in order to meet communicative purposes, a learning process which was mainly determined by their need to build up their lexical and grammar competences. Data showed that they were concerned about learning language to communicate messages related to their personal interests and academic needs, rather than just learning words in isolation as traditionally done in many EFL classes. Moreover, despite their language limitations, such as grammar mistakes, incorrect pronunciation, and poor fluency and accuracy, learners made a great effort to speak English and get involved in conversations in order to communicate and negotiate meaning.


  One of the salient conclusions of this research project was that through PBL students gradually, although not that easily and totally, left their fears of speaking aside. They reduced significantly high levels of insecurity, anxiety, and tension through peer support as they asked for and provided each other with vocabulary and expressions, and asked the teacher to help them construct sentences in oral form. Other strategies that diminished their fears of speaking were code-switching and translating, as they felt better when they confirmed in the native language that their oral productions were right and understood. It is important to emphasize that these participants never stopped speaking Spanish, their native language, during the completion of the projects, precisely because this was the first time they were working with projects, and sometimes they found it difficult to express orally their thoughts and ideas. However, they started to use the target language more often and freely in comparison to their unwillingness and inhibition to speak it in previous English courses.


  When working with projects, learners became more responsible and autonomous, and assumed the roles of investigators and problem solvers because they had to make decisions, negotiate meaning, and reach agreements related to the steps that projects requested. Although it was time-consuming and demanded meticulous preparation on the part of the students and the teachers, students were more motivated to learn because they were both busy and learning by doing.


  This study also concludes that PBL should be implemented in different EFL settings, more specifically, in public schools in Colombia where students have limited hours to practice English and where speaking is the least practiced skill. With PBL, learners can be involved in speaking activities through which they use the language as a communication means and for acquiring information and knowledge, rather than just focusing on grammar practice.

  


  1The student meant "all people at school have seen one (one fight)."
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  In a Colombian private English institution, a qualitative evaluation system has been incorporated. This type of evaluation poses challenges to students who have never been evaluated through a system that eliminates exams or quizzes and, as a consequence, these students have to start making sense of it. This study explores the way students face the new qualitative evaluation system and their views on alternative assessment as a way to help them make headway with their English learning process.
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  En una institución educativa privada dedicada a la lengua y la cultura inglesas en Colombia, se incorporó un sistema de evaluación cualitativo para ayudar al estudiante a alcanzar sus metas de aprendizaje. Este sistema plantea desafíos a los estudiantes que nunca han sido evaluados con un modelo sin exámenes escritos y, como consecuencia, tienen que desarrollar una serie de habilidades para entenderlo. Este estudio explora la manera como los estudiantes se enfrentan al nuevo sistema de evaluación y su opinión sobre este respecto a su proceso de aprendizaje.


  Palabras clave: evaluación cualitativa, evaluación cuantitativa, métodos alternativos de valoración.

  


  Introduction


  One of the main difficulties of a qualitative evaluation system, like the one adopted by the Adult English Program in the Centro Colombo Americano - Bogota, is facing a student who fails a course or who passes with some difficulties and still does not totally accept that he or she needs to keep improving. Convincing a failing student as to why he or she must repeat a course is a hard task because in a qualitative approach to evaluation, sometimes clear evidence is not recorded, stored, or managed, and evaluation ends up looking like just the teacher’s gut feelings on paper. The same happens with students who pass with the minimum performance required and, as they pass, do not feel they need to keep working hard in certain areas. On many occasions, they might even feel that they did not deserve to pass, contrary to what his/her teacher decided. Most of these concerns usually come from students who have always been evaluated by specific numbers or through products like final outcomes, exams, or quizzes and would rather see this type of evaluation in the Colombo as well.


  However, this end-of-the-cycle dilemma need not be a nightmare provided that students who are not familiar with the qualitative evaluation system understand how it works and what practices are behind the teacher’s decision to fail or pass a student. This research project intends to understand how students make sense of and try to adapt to a qualitative evaluation system, which would eventually avoid traumatic experiences on the side of the teacher as well as of students themselves in light of the different assessment tools offered by the program.


  Even though this type of dilemmas may not apply to most English teaching departments and institutions, in the sense that most places continue approaching evaluation from a quantitative system which offers less controversy and more practicality at the moment of grading students, at the Centro Colombo Americano - Bogota, the qualitative system of evaluation is being constantly revisited and discussed in order to help the faculty and the students get a grip on it. The fact that most students and teachers in the program come from quantitative backgrounds—from our schools and majors to our latest work experience—poses specific challenges and threats that make this type evaluation difficult to follow because it regards attitude, culture, task accomplishment, and the whole process and does not consider quizzes and exams.


  After having undergone several feedback sessions with students, the same questions keep on popping up. As a matter of fact, these questions have eventually become the research questions leading this study:


  
    	How do students coming from a quantitative evaluation background respond to a qualitative evaluation system?


    	How do students make sense of the alternative assessment activities that teachers plan in order to draw conclusions about their own performance?

  


  At first glance, these objectives lead us to think that possible research constructs are the quantitative evaluation system most students are familiar with, the new qualitative evaluation system used by the Colombo, and the students’ reflection, analysis, and final reaction towards the new system.


  Literature Review


  Quantitative and Qualitative Approaches to Evaluation


  In spite of the fact that this issue may seem new or even restricted to the Centro Colombo Americano scenario, a lot of related literature and theory have been spread and dealt with for some years now in the education field.


  Teachers at the Centro Colombo Americano have gradually become more and more confident evaluating students through a qualitative system, but it is also true that for many of us at the beginning, it was a real challenge to get used to it. In fact, it is still hard in some cases to make up one’s mind as to who is passing or failing a course, given the fact that there is still an inner struggle between the teacher’s quantitative background and the current qualitative practice. This inner struggle may come from the benefits we see in both systems that are summarized by Brown (2004), who points out that while traditional-quantitative evaluation provides higher practicality and reliability, alternative-qualitative systems provide better washback and authenticity.


  Nevertheless, an aspect that may add up to the difficulties in implementing a qualitative approach to evaluation is explained by Cohen (1994), who suggests that “people have reached a spoken or unspoken agreement that traditional methods look like the right way to assess. In fact, teachers may choose methods that reflect the way they were assessed as students (p. 29).”


  This situation, however, has not only been faced by the Centro Colombo Americano. Brown (2004) argues that approaches to evaluation in different institutions worldwide have shifted focus onto a more alternative view of evaluation and have become distanced from traditional evaluation systems because alternative ways of evaluation foster assessment tools that can be extended to real life, are more meaningful, and regard the products as well as the process. In addition, non-traditional assessment that might not look like testing (with all the stress and anxiety that it carries), provides space for students to develop their creativity, increases critical thinking skills, and enables more multicultural connections (Brown, 2004). This view is evident when we regard the products, tasks, and projects that students carry out in our institution. However, the same author insists that non-traditional and qualitative assessment requires considerable time and effort on the part of teachers and might look less convincing to students.


  Another aspect to consider when defining traditional-quantitative and alternative-qualitative approaches to evaluation has to do with what is done with the information obtained. The discussion, then, as proposed by Areiza Restrepo (2013), focuses on formative as opposed to summative assessment if we consider the purpose of it. Traditional evaluation tends to render summative assessment in the sense that the information collected is used to decide who passes or fails and based on the quizzes or exam results, the student should draw conclusions about what language aspect to review and reinforce. A qualitative assessment system, on the other hand, goes beyond and, additionally, produces feedback that will help students identify strengths or weaknesses through a conference with the teacher in which all aspects of the learning process are discussed; apart from the use of language, these aspects also include the areas that cannot be covered in an exam and are connected to the ability to implement learning strategies throughout the process, team work abilities, use of resources, punctuality, and so on. This type of assessment is therefore more realistic and authentic in the sense that to be successful in real life the mere knowledge of a language is not enough, but that a wider set of social and organizational skills is needed along with it.


  Table 1, taken from Brown (2001), summarizes the most important characteristics of the quantitative and qualitative approaches.
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  Students’ Awareness and Reflection on Alternative Assessment


  I have mentioned that the formative and summative assessment discussion is at the core of the analysis of quantitative and qualitative evaluation approaches. Areiza Restrepo (2013) points out that whereas summative assessment is designed to determine whether students have achieved the goals of the program by the end of a cycle or the course, formative assessment is, conversely, designed to be diagnostic, remedial, regulatory, and ongoing. Therefore, at a first glance, we may infer that summative assessment provides a kind of reflection in which students, instead of planning actions to improve, may end up just showing regrets about the things they did wrong or did not do at all, whereas formative assessment gives students the opportunity to come up with action plans to keep their strengths and to tackle their weaknesses timely. This conclusion was actually drawn from his study in which participants, after being exposed to formative assessment actions, showed their abilities to identify and understand their strengths and weaknesses. This situation eventually led students to enhance their learning and have a sense of success.


  Similarly, a study carried out by Baleghizadeh and Zarghami (2012), in which Iranian students were introduced to conferencing as a formative assessment tool, showed how these students got better results on a grammar test than the ones who were not exposed to teacher-student conferences during their process. It is explained by the researchers that the differing results between the two groups of students have to do with the fact that the students who were involved in conferencing as an alternative way of assessment were encouraged to take more responsibility for their process by self-assessing, reflecting, monitoring, and setting goals to improve their learning.


  However, in spite of the deep understanding of formative assessment and practices shown by the aforementioned authors, the programs in which their studies are framed still evaluate students through final exams that are the ultimate tools that teachers use to let students pass a course, no matter how much reflection, awareness, and action planning the formative practices that they implemented rendered.


  When eliminating exams and quizzes, as is the case of the program in which the present study takes place, teachers and students have to rely entirely on formative assessment tools, and this is what makes this paper singular and novel and what gives relevance to the research questions that this study proposes.


  Research Context


  The program in which this study was carried out is made up of 18 levels from basic to advanced English. Each level lasts one month approximately and covers between three and four content units. At the end of each unit, students develop a task in which they show their understanding and mastery of the vocabulary, grammar, and strategies learned throughout the unit; they are designed to establish connections between what has been learned and students’ reality. These tasks are usually filed in a portfolio or uploaded to an online group together with reflections, peer-assessment, and self-assessment notes. Every unit or two, teachers usually have conferences with students to brief them about their progress in the course in aspects as varied as communication, teamwork, punctuality, use of strategies, class performance, and homework development. At the end of each cycle, a final student-teacher conference takes place in which the student’s progress is discussed. With this evaluation system, more often than not, students know if they are passing or failing before this final conference and this moment becomes a way to offer students suggestions and advice on what to focus on and how to keep improving. However, sometimes, students also object to the teacher’s decisions because, from their viewpoint, they made good progress and deserve to pass, and a quantitative evaluation tool has not been used to end such controversy with a clear number or letter and mistakes highlighted on an exam or quiz.


  Research Framework


  This research project may be connected to what scholars have called case study. Even though it would have been desirable to have carried out changes and innovations in pedagogical activities, which is the ultimate goal of action research, in our particular case it was also important to understand the problem in depth before moving on to an intervention.


  Case study, as defined by Stake (1999), allows the study of the “peculiarity and complexity of a singular case in order to figure out its activity in important circumstances” (p. 15). This way, the peculiarity and complexity of a restricted group of students from a restricted number of courses may provide us with important data to understand how a bigger number of students from a wider range of course would react in the face of a different evaluation system from the one they are used to.


  Methodological Design


  For the sake of this research study, seven people were selected as participants and were asked to fill out the corresponding consent form. This selection was made taking into consideration the level of students, and their being newcomers to the Colombo. It was considered that students in intermediate and high intermediate levels could offer more elaborated insights since they may have more academic experience than others and some of them may have even studied abroad. Most participants were studying in either undergraduate or graduate programs by the time of this research and just a few had already graduated. Thus, participants had enough experience with quantitative evaluation that may contrast with the type of evaluation carried out at the Centro Colombo Americano- Bogota.


  On the other hand, participants needed to be newcomers in the institution, since the study intended to find out how these students, coming from a quantitative evaluation tradition, adapt to and assimilate a qualitative evaluation system.


  Participants were coded as follows: Two intermediate students = Sk1 and Sk2. Five high intermediate students = Ch1, Ch2, Ch3, Ch4, and Ch5.


  To avoid confusion, readers just need to know that a code with Sk belongs to an intermediate level (between A2 and B1 in the Common European Framework [CEF]) and a code with Ch belongs to a high intermediate level (about to get a B2 in the CEF).


  Data Gathering Techniques


  The matrix in Table 2 represents the different data gathering techniques and the areas and questions of this research that were addressed with each of them.


  [image: ]


  In order to account for these research variables and to eventually tackle the research questions, four different data gathering techniques were implemented in three different groups and applied to the aforementioned population.


  Data gathering technique 1: The survey. The survey1 intended to explore students’ beliefs and opinions about quantitative and qualitative types of evaluation and with which ones students were more comfortable, taking into consideration their academic life experience. These are the survey questions that were answered by two low intermediate and five high intermediate English students:


  
    	Taking into consideration your academic process during your life (High School, College), what type of evaluation are you more familiar with?


    	Do you think that having a specific grade (Letter or Number) reflects clearly the knowledge you have acquired in any course?


    	Apart from having a specific grade (number of letter), what other type of evidence of your progress can be shown?


    	Would you feel more comfortable if the Colombo evaluated all levels with a final exam, or if homework, activities, and projects were assessed every single class?


    	For your own academic progress, which type of evaluation would you consider the most beneficial one?


    	After having finished a level in the Colombo, do you consider that you understand the evaluation system in this institution?

  


  Data gathering technique 2: Teacher’s journal. A journal in which assessment and evaluation moments were recorded for every class was kept. From day 1 to day 19 (the length of a level in the Colombo), assessment moments that were planned in every single lesson were recorded daily in this journal in order to compare these notes with the assessment moments that students identified and recorded in the self-reflection form that was given to the participating students for them to keep track of these classroom activities.


  Data gathering technique 3: Artifact (self-reflection form). The participating students were asked to complete a format in which, on a daily basis, they had to write down moments of evaluation that they were able to identify. At the end of the class, students stayed for five more minutes in class to complete the entry of the day, in which they had to identify the nature of the assessment moment, the type of assessment tool, and the skills or areas of English that were assessed through that activity. Table 3 is an example of what students had to do with the format.
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  Data gathering technique 4: The interview. The final data gathering technique implemented in this study was a questionnaire. At the end of the second level with each group, participants were asked to answer a questionnaire in which they expanded on their opinion about the evaluation process and its results on their learning process. The questions posed were:


  
    	You have already finished two courses of English in the Colombo. Have you been able to identify evaluation moments during the class that were guided by the teacher? What moments, in which you have been encouraged to reflect upon your own performance, can you mention?


    	Which of these activities have helped you understand your performance in class?


    	Have you missed the numbers or letters to have an idea of what you need to improve and what you are doing ok? Why?


    	Without taking into consideration the establishment of partial or final exams, what kind of evidence could be used to improve the type of evaluation in the Colombo?

  


  Validity and Reliability


  The validity and reliability of the study are assured by the synergy among the different data gathering techniques. They account for both the participants and the teacher-researcher’s views, and were also designed in such a way that one technique is backed up by another when considering the different variables or constructs of the study, as shown in the Data Gathering Techniques Matrix (Table 2). This provides this study with reliability. In addition, validity is also present because the techniques that were selected and designed tackled the concerns that arose from the questions and variables of the study.


  Data Analysis and Results


  After the analysis of the information collected through the different gathering techniques used, three salient aspects emerged. These categories are directly connected to the research variables that were identified at the beginning of this study: Qualitative evaluation, quantitative evaluation, and the students’ reflections on alternative assessment.


  Category 1: Generalities


  In the Colombian context, it is thought that the quantitative approach is the one by which most academic institutions are driven when evaluating students, and this view is actually supported by Areiza Restrepo (2013). In his study, he found research that unveiled the lack of knowledge and instruction on formative assessment of Colombian teachers who did not regard assessment as a way to enhance learning but just as a way to decide who passes or fails a course. Among other reasons, he found out that it might be happening because, in general, only a few universities actually offered instruction in this type of evaluation to language teachers. This perception was confirmed through the answers the participants in this study gave in the survey. It was noticed in the survey that all participants were given grades, be it with numbers or letters, that provided a concept of a final product, and that just a few of them recognized that their process was also taken into consideration in previous academic experiences.


  Also, in students’ previous experience, important learning aspects such as attitude, punctuality, commitment, leadership skills, and group work abilities were more often than not disregarded or not seen as important as a final product, even though getting to a product involves a good performance in the areas mentioned above. It is mentioned by one student who wrote on the survey that in his previous learning experiences, before getting to the Centro Colombo Americano, “many things are left aside such as participation, the learning process, and the attitude in class” (Ch3).


  In some other cases, students recalled having received feedback about their commitment in the activities, but it was not as specific as they found it in their Colombo course:


  
    In the school, our commitment was evaluated, but it was not as specific as it is here...I mean, here, we are reminded of how many times we came to class, how many absences, how our performance in class was, if I could handle the grammar, If I got the listening, and many other things that add up to a more comprehensive evaluation...at school, we were evaluated mostly through exams. (Ch3)
  


  Figure 1 is a summary of the generalities that were identified through the analysis of the data collected during the research process.
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  Category 2: Positive Views on Alternative Assessment


  After being exposed to the qualitative evaluation carried out at the institution through the use of alternative assessment procedures, most students could identify some benefits and positive aspects that this type of evaluation has on students’ performance. For example, Ch3 said in the survey that she had not missed exams in the Colombo because “instead of a number, a cold, dry number,” she is getting feedback about what aspects to improve in a more specific and meaningful way.


  The new evaluation system places new students in a new setting that they had to make sense of. Despite this, students seem to adapt and get alternative assessment in a good way. At the end of the day, students liked the fact that they could identify their strengths and weaknesses without having to take an exam, and that actually, they could identify issues that go beyond grammar and vocabulary. In this sense, the tasks and presentations were regarded as the most important activities to help students with their assessment.


  In the interview, Ch3 says, for instance, that:


  
    I feel that the activities that made me understand the most, or the ones that helped me the most were the presentations because they were the most complete way to have look at everything, the grammar, the vocabulary, as well as the expressions, using everyday language, and seeing every single thing...also, the feedback from our partners was really nice.
  


  Ch4 and Sk1 had a similar impression in the interview:


  
    The presentations...for me, it was really difficult to stand in front of different people to present a specific topic, especially in English, but it helped me know how much I really learned. (Ch4)
  


  
    Something that was very important for my evaluation, was the presentation because it was OK and I got important feedback about it from my teacher and classmates. (Sk1)
  


  In the survey, some students acknowledged some of the strategies they have gradually developed in order to look for ways to improve. To come to this point, class routines and assessment-based activities played an important role. When asked what evidence of progress they had, most participants highlighted the fact that they paid special attention to their teachers’ feedback, carried out self-assessment and self-monitoring, and compared themselves to other members of the class without being necessarily given direct information about their performance from the teacher but also from other students and from self-reflection.


  Students also thought that qualitative assessment frees students from anxiety and pressure and that is why traditional exams do not provide them with real information about their performance, as Sk1 put it:


  
    I think that exams generate pressure in the student and, actually, they do not render good evidence about the real class performance. (Sk1)
  


  One of the most common benefits students acknowledge as regards the qualitative approach to evaluation is the opportunity to reflect upon one’s own process; this reflection was encouraged by the practices and routines that teachers following a qualitative approach have.


  Through the interview, students identified some of those practices and activities that helped them self-reflect:


  
    Well, during the class we would always do some periodic reviews as the units and lessons went by...also, the tasks we had to do, the presentations...all in all, it helped me reflect upon my own performance. (Ch3)
  


  
    For instance, activities were as simple as a couple of questions; however, in those two questions, one—not even the teacher—knew how much one learned, how well one could handle the grammar, and express it naturally. (Ch4)
  


  
    I think that in all activities we did, we assessed ourselves and did not simply went on with the next activity, but we shared results, evaluated the results, and each student was perfectly capable to identify which his/her mistakes had been and how to improve them. (Ch1)
  


  Finally, most of the participating students (5 out of 7 in the survey) agreed that they would prefer a type of evaluation in which everything they do is taken into consideration rather than having only exams and quizzes.


  Figure 2 puts together the positive views students showed through the data gathered in this study.
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  Category 3: Negative Views on Alternative Assessment


  A disadvantage some students mentioned about a qualitative approach to evaluation is that in some cases students with mixed language levels may end up in the same class. It might be due to the fact that when you assess the process and the product, as a teacher following a qualitative approach, you have to consider the effort students put into it, the commitment they showed, and the time they devoted, and not only the quality of the product. On the other hand, if a student who did not follow any process or show evidence of ongoing work displays a great product, he might eventually fail the task because of not following the steps to complete the activity, even if the final product is really good. This situation was perceived by a student who said in the interview:


  
    I think that the students that have had very good teachers have learned a lot, and if they had to take an exam from which their passing or failing depended on they would have passed anyways and it would be a waste of time. But also, there are people that, in spite of being very responsible, have some language flaws and for them it would have been good to repeat at least one course for them to identify those flaws and work on them, since those gaps in their knowledge may make them confused for the rest of the process (Ch1)
  


  Through the analysis of the information obtained, there seems to be an agreement that numbers or letters do not quite represent accurately how much and how well a student is learning. However, some of them still miss having exams and quizzes to have a more “accurate” report on their performance. Some students brought up in the survey that a qualitative approach to evaluation may be too flexible and lenient and it might not offer concrete evidence to students. Some of the participants thought that giving exams may expose students to more academic challenges, as this student put it in the survey:


  
    I feel that something clearer is necessary to get my process assessed in a more concrete way and to put students in front of a more academic challenge. (Ch2)
  


  In the interview, Ch1 also acknowledged that:


  
    I’m not a friend of exams, being a teacher myself, and I’m not a friend of giving exams all the time as well to determine if a student is passing o[r] failing, but I think that every now and then it is necessary to give an exam from which evidence is taken to decide whether a student is passing or not...in the two levels I’ve studied in the Colombo, people have different levels of English.
  


  This situation, of course, makes some students feel suspicious about some other alternative assessment practices such as peer-assessment, in which students have to assess other students’ performance, because, in their view, it makes no sense to get feedback from a student who may have even more language difficulties than the ones they have.


  Figure 3 shows a summary of the negative views on alternative assessment that some of the students involved in this study identified.
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  Pedagogical Implications


  Every time a new course starts, students are explained what the evaluation is going to be like. They are told that there will not be exams or quizzes and that all they do day by day will be taken into consideration in order to decide whether they are passing the course or not. Some of them show a big smile when they hear about the exams policies and think that the course is going to be a piece of cake. However, when they realize that they not only have to demonstrate understanding of grammar and vocabulary every now and then on a piece of paper but in every single activity, every single day, and that they also have to show communication skills, punctuality, acquisition of daily learning habits, and social and teamwork skills, some of those smiles start to fade away. Some students adapt to the new system easily and naturally, but others have some trouble assimilating it. As Tedick and Klee (1998) put it, students need extensive training and preparation to adapt to alternative assessment. Lots of guidance is required for students to start reflecting upon their own process from a critical standpoint, to be able to think of a clear action plan, and to offer feedback to others as well. However, when students are constantly trained, they are capable of identifying moments of assessment and making the most of them, as was evident in the forms they had to fill out after each class to identify moments of evaluation throughout the lesson.


  In this study, we intended to explore these students’ beliefs and feelings towards the qualitative approach to evaluation and to understand how well they adapt to it. From the analysis of the data collected in this research study, these ideas can be drawn:


  Students appreciate being given specific feedback about their performance in different areas of the learning process in an ongoing fashion.


  Some students do not miss the quantitative grades they used to get in other academic programs. A few of them, however, believe that sometimes a traditional way to assess students’ performance is still necessary, particularly to bridge the gaps of grammar and vocabulary among students who are in the same course but show some differences in their English proficiency.


  After proper and ongoing training, students are able to identify and use assessment moments to spot their own strengths and weaknesses.


  Sometimes students’ assimilation of alternative assessment depends on their cognitive style. Students who have an analytical learning type, who are more independent, autonomous, and logical may feel more comfortable with the new system because they can use their classmates’ and teacher’s feedback to create action plans and strategies to solve problems as they go through the learning process. On the contrary, students with an authority-oriented learning type tend to be more structured and traditional. Therefore, they may feel more comfortable being assessed through more formal tools and being told exactly what to do to increase their numbers.


  On the teacher’s side, a qualitative approach to assessment and evaluation poses more challenges than a quantitative one. According to Brown (2001), quantitative approaches are meant to be highly practical and time-saving, offering standardized kinds of assessment to every student in a class or a school at the end of each term. On the other hand, the same author explains that qualitative assessment and evaluation demand a continuous effort from teachers to assess, evaluate, and give feedback to students on a more regular basis, which is time-consuming and not practical at all, although it turns out to be more beneficial to students, who can take actions to tackle learning issues on the go and not when there is not much to do. Moreover, teachers need to learn to be more organized and responsible in order to be able to give prompt and comprehensive feedback, especially to those students who are struggling to meet the course goals. As teachers—not grades—have to talk to students, they are to be assertive and straightforward, but, at the same time, supportive and polite. The adaptation to a qualitative system is then not only a student but a teacher matter as well.


  Figure 4 summarizes the pedagogical implications that emerged out of the data gathered throughout the research process.
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  Further Research


  This study has focused on understanding students’ beliefs and adaptation processes to the qualitative approach to evaluation and has not considered the actions taken in order to make such an adaptation easier. Given this fact, it would be interesting to explore some of those actions and the artifacts teachers create in order to facilitate the assimilation of this approach by newcomers. This way, we could have a closer view on qualitative assessment tools and their effectiveness, the actions taken by teachers before, during, and after the feedback conferences with students in order to make sure they help students improve troublesome areas, or the use of self and peer assessment moments and how to make them more effective. In other words, it is hoped that this reflection and descriptive paper can render a number of action research projects in which senior and junior teachers facilitate the transition of new students from a traditional to an alternative system of evaluation and assessment.


  Conclusion


  No educational endeavor can be understood without the evaluation process that measures its results. In fact, the evaluation approach has to mirror the curriculum in which it is used. Language learning has undergone great changes throughout the years (from the grammar-translation method to the more communicative approaches) but, apparently, evaluation and testing still rely on exams and quizzes to get an idea of students’ progress. Nowadays, language learning demands a wider range of skills that surpass grammar, vocabulary, and communication, and also cover the ability to learn autonomously, to use technology, to select and apply learning strategies, to collaborate with others, and to establish social and cultural bonds, which are areas that cannot be measured and observed by means of traditional evaluation tools. It is hoped that this paper reached its goal to show what students think and how they react when confronting an alternative evaluation system that is entirely different from what they heretofore had known in their academic life but that is thought to be more coherent with the areas that new language teachers need to observe and assess.

  


  1Survey and interview questions and answers have been translated from Spanish for publication purposes.
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  This paper reports on a study about the rhetoric, metacognitive, and cognitive strategies pre-service teachers use before and after a process-based writing intervention when completing an argumentative essay. The data were collected through two think-aloud protocols while 21 Chilean English as a foreign language pre-service teachers completed an essay task. The findings show that strategies such as summarizing, reaffirming, and selecting ideas were only evidenced during the post intervention essay, without the use of communication and socio-affective strategies in either of the two essays. All in all, a process-based writing intervention does not only influence the number of times a strategy is used, but also the number of students who employs strategies when writing an essay—two key considerations for the devising of any writing program.


  Key words: Argumentative essay, pre-service teachers, think-aloud protocol, writing strategies.

  


  Este artículo informa sobre un estudio relacionado con la identificación de estrategias retóricas, metacognitivas y cognitivas utilizadas por profesores en formación antes y después de una intervención centrada en la escritura en proceso de realizar un ensayo argumentativo. Los datos se recolectaron mediante dos protocolos en voz alta, mientras veintiún futuros profesores de inglés chilenos escribían un ensayo. Los resultados muestran que estrategias como resumen, reafirmación y selección de ideas se evidenciaron solo durante el segundo ensayo, sin ejemplos de estrategias de comunicación y socio-afectivas en ninguno de los dos escritos. En suma, una intervención de escritura en proceso no solo influye en la cantidad de estrategias empleadas, sino también en el número de estudiantes que las usan cuando escriben un ensayo argumentativo; dos consideraciones clave para la creación de cualquier programa de escritura.


  Palabras clave: ensayo argumentativo, estrategias de escritura, estudiantes de un programa de formación de profesores de inglés, protocolo de pensamiento en voz alta.

  


  Introduction


  The research focus of this paper is essay writing because over our years of teaching experience as teacher educators, we have seen, read, and heard that essay writing is one of the skills on which English as a foreign language (EFL) pre-service teachers score the lowest. It is the skill they very often complain about not knowing how to approach. Learning to write means making the appropriate choices to convey meaning, responding to a communicative purpose and considering the audience who will read the written piece. Writing involves a different kind of mental process: thinking, reflecting, preparing, rehearsing, making mistakes, and finding alternative solutions.


  In this research project, the writing skill is approached from a process-oriented perspective, which involves different stages: prewriting, planning, drafting, reflection, feedback from peers or the tutor, proofreading, and editing (Hedge, 2005; Krashen, 1984; Kroll, 2003; White & Arndt, 1991).


  
    The process approach treats all writing as a creative act which requires time and positive feedback to be done well. In process writing, the teacher moves away from being someone who sets students a writing topic and receives the finished product for correction without any intervention in the writing process itself. (Stanley, 2003, p. 1)
  


  Writing is perceived as a recursive process because the writer needs to spend time revisiting and reflecting on his/her work (Tarnopolsky, 2000). Recursive writing allows the rethinking of all stages of one’s writing. Coffin et al.’s (2003) model evidences that the sociocultural aspect is relevant during the writing process. Under a sociocultural perspective, writing is not just a cognitive activity, but becomes a skill in which complex and interacting social, cultural, cognitive, and linguistic processes are involved. A process-based approach constitutes a paradigm shift that views writing as a procedure of developing organization, involving strategies, multiple drafts, and formative feedback.


  Studies in process writing have shed light on different ways of teaching writing and developing methods and materials to help learners overcome the difficulties they experience when they write. These findings certainly change the teaching focus from what we write to how we write (Bayat, 2014; Johnson, 2008). Investigating writing problems is therefore challenging and hard work that should be handled carefully. This paper aims at identifying university students’ writing strategies during an essay-like situation before and after being exposed to a pedagogical intervention that consisted of 16 sessions in which students practiced writing essays following a process-based approach. This paper will only focus on unpacking participants’ use of writing strategies through a think-aloud protocol conducted before and after the intervention. The study’s research aims are:


  
    	To identify teacher candidates’ use of writing strategies when completing an argumentative essay.


    	To determine the extent to which following a process approach to writing enhances the use of writing strategies by pre-service teachers.

  


  Literature Review


  Writing Strategies


  Nowadays learning to write is conceived as a task that follows a process that contains different stages as Figure 1 shows.
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  As Figure 1 shows these stages usually involve planning a written draft and writing a text, besides revising and modifying this text (Hyland, 2004). This process is recursive, which means there is always a shift back for revision and editing. According to Mu (2005), in order to write successfully, learners articulate their prior knowledge concerning linguistic contents (conceptual knowledge) and the application of specific actions to solve writing problems (procedural knowledge). These two types of knowledge are transferred into the use of different writing strategies.


  Another important aspect analyzed in this study is the use of writing strategies employed by students. A strategy is any tool, specific action, or behavior someone uses to solve a problem (Coffin et al., 2003; Shapira & Hertz-Lazarowitz, 2005); in other words, when writers write we assume they use strategies to accomplish their task. For Mu (2005) effective writers use rhetorical, metacognitive, cognitive, communicative, and social-affective strategies when they write: (a) Rhetorical strategies deal with types of texts and their structures; (b) metacognitive strategies are related to writers’ self-regulation concerning cognitive procedures when producing a text; (c) cognitive strategies allow users to process, store, and transform different types of knowledge; (d) communicative strategies focus on conveying a message effectively; and (e) social/affective strategies are those which writers employ when interacting with other people. In this present study, students used communicative and social strategies neither before nor after the intervention so the analysis will be limited to the rhetorical, metacognitive, and cognitive strategies.


  Rhetorical Strategies


  Rhetorical strategies are defined by Mu (2005) as “the strategies the writer organizes to present his ideas in a way that is acceptable” (p. 3). According to the author, rhetorical strategies include: the organization of an essay, the use of the mother tongue to organize paragraphs and sentences, and the presentation of ideas in writing conventions acceptable to native speakers of that language.


  Metacognitive Strategies


  Metacognitive strategies refer to students’ global skills and knowledge about cognition for helping them raise their self-awareness, direct their own learning, and monitor their own progress. Schmidt (2001) considers them as a conscious process used by learners to control their language learning. According to Wiles (1997), metacognition is defined in terms of “self-management . . . the ability . . . to plan, monitor and revise, or . . . control . . . learning” (p. 17). Such strategies are classified by Ehrman, Leaver, and Oxford (2003) as including


  
    planning on writing, goal setting, preparing for action, focusing, using schemata, activity monitoring, assessing its success, and looking for practice opportunities by writers to help them plan, generate, process, and present information. It also refers to the strategies that enable students to overcome writing difficulties and anxiety. (p. 317)
  


  Some researchers attribute success in writing to metacognition (Mata, 2005; Oxford, 1996, 2011; Parodi, 2003). Authors like Parodi (2003), for example, declare that “metacognitive ability is seen as an essential component in a good writer” (p. 119). This implies that the writer should be aware of his/her learning process in order to be an effective writer.


  Cognitive Strategies


  Cognitive strategies, on the other hand, enable students to process, transform, and create information in order to assist them in performing complex tasks, using the language effectively and engaging actively “in the knowledge acquisition process” (McCrindle & Christensen, 1995, p. 170). According to Oxford (2011), cognitive strategies refer to organizing information, reading out loud, analyzing, and summarizing, and can also include the use of a dictionary (which can also appear as a social strategy). According to Díaz Rodríguez (2014), “cognitive and metacognitive strategies work together” (p. 19). The difference between both strategies is that the former is used to support development in learning and the latter to monitor and control learning. In fact, cognitive and metacognitive strategies are not independent from one another; they work together while the subject is performing a task (Cook, 2008; Cook & Singleton, 2014).


  Method


  This is a qualitative and descriptive research study that focuses on eliciting participants’ writing strategies at two specific moments: before and after a process-based writing intervention. The focus of this study relies on identifying what strategies teacher candidates use when they are actually writing the essay through the think-aloud protocol.


  The research participants comprised 21 pre-service teachers in their third year of university training in an EFL teacher education program. The average ages are 22 and 23 years old and their English proficiency is at level B2.1 The participants consisted of 16 women and 5 men. In Chile, EFL teacher training programs last about five years and the curriculum targets the development of English language skills, pedagogical knowledge, practicum, and general competencies that allow future teachers to become teachers in all school levels in a public, semi-public, or private school (the three educational realities in Chile). This paper does not approach the impact of the intervention in participants’ essay writing skills as this is beyond the scope of this research project; on the contrary, the interest of this paper is on identifying teacher candidates’ strategy repertoire before and after an intervention consisting of developing writing as a process.


  Research Technique


  In order to study students’ writing strategies while writing an essay-like text, a think-aloud protocol was used. Ericsson and Simon (1993) proposed the think-aloud protocol as a technique to record the cognitive processes experienced by subjects during the completion of a task. This technique (see Appendix) requires the subjects to express their thoughts aloud during the production of a text without the researcher’s intervention. This technique has been used in the area of cognitive psychology in order to analyze problem-solving tasks and its use has been extended to analyze the processes that occur during text production. According to Ericsson and Simon (1993), this technique may be more effective than others, due to the fact that through verbalization during the completion of a task, important cognitive processes can be revealed. Orality, as Samway (2006) states, is an element that always comes out during text production as writers often talk while writing and arranging words to fit into sentences and sentences to fit into paragraphs and texts.


  Procedure


  In the context of an academic writing course that is part of the EFL teacher education curriculum, students were exposed to sixteen sessions, taking a process-based approach to essay writing in which they wrote four essays and multiple drafts. The topics covered in the essays were university life, technology, jobs, and sports. Before session one, that is to say, before the intervention, students wrote an essay which was audiotaped through the think-aloud protocol. After session 16, immediately after the end of the intervention, students wrote another essay. The participants’ use of writing strategies was also analyzed through the use of the same think-aloud protocol. The two argumentative essays dealt with different topics, but they kept the traditional organization of such types of writing: introduction, body, and conclusion. Researchers compared pre and post intervention think-aloud protocols in terms of the number of writing strategies that became evidenced.


  Researchers instructed participants in both the purpose of the study and the think-aloud protocol procedure. The allocated time for writing each essay was 20 minutes. Both think-aloud protocols were conducted at the lab, using microphones and headphones to record students’ thoughts and participants could use either English or Spanish during the verbalization of their thoughts. The same procedure was followed before and after the intervention. Table 1 exemplifies the sequence followed in the research procedure:
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  From the two think aloud protocols, the participants’ writing strategies were extracted through the content analysis technique.


  Data Analysis


  The data collected from the pre and post think-aloud protocols were interpreted using the content analysis technique. Mu’s (2005) categories of English as a second language (ESL) writing strategies (see Appendix) were used as a framework to identify and classify rhetorical, cognitive, and metacognitive strategies. There were no signs of communicative and socio-affective strategies in either of the think-aloud protocols administered to participants.


  The data analysis allowed identifying what strategies participants were using and the number of times they were using them when completing their essays. This means, for example, that one single student could have used the same strategy several times during the completion of his/her essay. In this sense, the research interest relies on, firstly, identifying the strategy type and, secondly, examining the number of times one strategy was used during the essay writing. Table 2 shows the main rhetorical, metacognitive, and cognitive writing strategies used by the participants. It can be observed from Table 2 that the participants used different types of writing during the completion of their essays.
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  Table 3 shows fragments of participants’ thoughts while writing an argumentative essay. These fragments reveal the use of different types of writing strategies.
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  Figure 2 shows the number of times each writing strategy was used by participants before and after the intervention, that is, in their writing of the first and second essay after the 16 process-based writing sessions had been completed. As can be seen in Figure 2, the writing strategy reasoning appeared 44 times in the pre think-aloud protocol and 12 times in the post think-aloud protocol. Organizing ideas was used 54 times in the first essay and went down to 20 in the second essay. Elaborating ideas was almost used 60 times before the intervention and participants only used it 21 times after the intervention. Code-switching reached being used 50 times in the first essay to decrease to 17 occasions in the second essay. As for revising, this strategy almost reached 40 occurrences in the first think-aloud and decreased almost 50% in the second think-aloud. It might be that after the 16 sessions of a process-writing approach, participants internalized these strategies to the point that they did not need to verbalize them any longer during the writing of the post-intervention argumentative essay. Interestingly, strategies such as summarizing, reaffirming, selecting ideas and translating did not appear in the first essay and started to be used just after the intervention. It might also be that participants’ background knowledge of the essay topic may trigger their use of certain strategies when completing the task considering that in both think-aloud protocols students had to write an academic argumentative essay.
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  Figure 2 shows the type of writing strategy students used before and after the intervention. It can be noticed that before the intervention the writing strategies most frequently used by most of the participants were: reasoning, organizing, elaborating ideas, revising, and code-switching. It can also be observed that the use of these strategies decreased in the writing of the essay in the post intervention phase because students widened their repertoire of strategies; in other words, other strategies started to be used after having been exposed to the process-based writing intervention, such as re-reading and rewriting. This is quite logical in the context of the multiple drafts they had to write during the intervention. Strategies such as summarizing, reaffirming, selecting ideas, and translating were declared to be used by students as a result of all the editing they had to do in the process-based writing intervention. Figure 2 also shows that other most frequently used strategies after the intervention were: contrasting, rereading, expressing opinion, connecting ideas, and rewriting. The writing of multiple drafts and the editing work conducted by participants during the process-based writing intervention might clearly have an influence on stimulating the use of different and varied writing strategies as students became more skillful at writing argumentative essays.


  A further analysis can be done by looking at Table 4, which details the number of students who used each strategy type before and after the intervention.
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  Interestingly, during the post-intervention essay more students started to use each one of the strategies. In 14 out of 17 strategies presented in Table 4, there was an increase in the number of students who used them. The strategies of organizing and elaborating ideas, for example, remained equal in terms of the number of students who employed them before and after the intervention. Only in the strategy of reasoning was there a decrease in the number of students using it after the intervention. Both cognitive and metacognitive types of strategies had a meaningful increase in number during the post intervention essay.


  All in all, while some writing strategies appeared less frequently (explained above) during the post intervention essay, there was a clear increase in the number of students who started to employ each strategy in their essays after the intervention.


  Discussion


  From the findings it could be observed that the writing strategies most frequently used before the intervention were not the most frequently used after the intervention. In other words, while the use of some writing strategies decreased in frequency after the intervention, others increased. Sadi and Othman (2012) argue that good writers devote more time to planning, organizing, and revising their ideas. On the other hand, less skillful writers spend less time on planning and revising. Their revision is at a surface level. In this research study, pre-intervention writing strategies tended to focus on planning the argumentative essay; however, after participants had gone through the process writing oriented intervention, they focused on the writing of the argumentative essay itself; in other words, they connected ideas, reread and rewrote them while completing the essay. After the intervention on process writing, learners invested more time in the process of finishing their essay by making use of a more varied repertoire of strategies such as connecting and contrasting their ideas to produce a sound piece of writing.


  Some participants used strategies that were not observed before the intervention such as: summarizing, translating, and reaffirming. This might show that students’ cognitive activity during the process of writing the essay became much more productive and oriented towards finishing a high quality piece of work. The use of these new strategies implies that students are probably more aware of the need of using those strategies when writing an essay or an academic text. Besides, it can be inferred that the practice of writing four consecutive essays, taking a process-based approach, favored the use of other strategies which had not been used before the intervention. Thus this 16-session intervention triggered the use of a more varied repertoire of writing strategies, as shown in the data analysis section above with the strategies of selecting ideas, summarizing, and reaffirming which only started to be used by participants in the post-intervention argumentative essay. This might have been due to the fact that participants had to work on multiple drafts and did a great deal of editing. It might be that drafting and editing are two stages in the writing process which require a number of strategies that activate the participants’ use of other strategies as a chain-like effect.


  One of these writing strategies, not used before the intervention, was selecting ideas. Selecting ideas is a complex strategy because students need to learn how to ignore information that is irrelevant, no matter what language they use. Indeed, selecting ideas can be challenging in both the mother tongue and in the second language. When students become proficient in the use of the selecting ideas strategy, they are able to integrate ideas that are meaningful for the text. Therefore, teachers should devote time to teach this type of strategies explicitly in order to help students become effective strategy users and effective writers in the end whoever their audience may be.


  The strategy of translation from the mother tongue to the foreign language appeared to be used after the intervention. The use of this strategy has been a topic of discussion in EFL training programs, since most teaching methods have not granted the mother tongue an important role. Translating is supposed to be a characteristic of less skilled writers, who usually focus on single words (Sadi & Othman, 2012). Therefore, many of the techniques and strategies used in the classroom do not involve the use of the mother tongue (Martín, 2001). In this regard, it can be inferred that students, and especially those with advanced English proficiency, did not use this strategy, or at least not very often. This result is opposed to the studies that suggest that “mother tongue is the main resource when students write in L2” (Alhaisoni, 2012, p. 152). For these research participants, the intervention did trigger their use of translating when they were completing their essays so this strategy became a tool learners turned to when being involved in L2 writing.


  On the other hand, the use or non-use of a strategy may have different explanations. First, when there is limited time to produce a piece of text, some strategies may appear more easily to be applied than others. This might explain, for example, the fact that only rhetorical, cognitive, and metacognitive strategies were found during the administration of the two think-aloud protocols. There were no signs of communication and socio-affective strategies because the time the participants had to complete the task (pre and post intervention) was brief and this timing issue (30 minutes only) might have had an effect on the fact that participants did not use these two types of strategies. The participants’ use of some writing strategies might demand a higher cognitive load when being used on the part of students, which might finally result in students’ being reluctant to use some of them. For example, connecting ideas when writing an essay clearly demands a higher cognitive load than self-questioning about what is being written (Novak, 1998). One important factor to take into consideration is that participants had to express their thoughts aloud, so they were exposed to a situation they were not used to. Furthermore, the fact of having to verbalize what you are thinking about is a determining factor because not everyone can block out distractions to perform the task. Students may make an effective use of writing strategies, but may not have the same ability to express their use of such strategies. The situation itself is not natural, not spontaneous, but imposed rather, which adds another variable.


  As Warschauer (2010) declares, it is crucial to keep in mind those strategies students really need to write effectively whichever audience they may be addressing. In this sense, the participants’ use of strategies is a personal and subjective endeavour, which does not allow stating that students must be exposed to fixed didactic sequences of writing strategies. It is then the teacher’s role to design language activities that can contribute to enhance students’ metacognitive, cognitive, and socio-affective processes during writing and can promote the use of a wide variety of strategies to resort to when there are communication breakdowns. When learners develop a repertoire of writing strategies, they can try out different ones when they experience a communication breakdown so as to become strategic writers of English.


  Conclusion


  This study is a contribution to research on writing strategies in an EFL context at the university level. In this respect, it can be concluded that the think-aloud protocol allowed the observation of different processes that occur in the writer’s mind when writing a text in an exam situation. Therefore, it can be stated that if these processes are more frequently observed, it can be possible to identify how our students face a writing task, especially when they feel under pressure. Based on that knowledge, teachers should be able to support students’ writing process by using different techniques and teaching the appropriate strategies during the development of an academic text. Besides, this study also enabled us to observe what types of writing strategies students use before and after an intervention.


  As a final thought, the findings from this research should be considered by EFL teaching programs in Chile and elsewhere. Teaching EFL requires a lot of practice, even more in pre-service teachers. Thus, it is essential that future teachers of English can develop an understanding of how the teaching and learning of writing are developed and which are the cognitive, metacognitive, and socio-affective processes involved in it in order for teachers to come to see writing as a process involving different stages which lead to the use of varied writing strategies to become effective.

  


  1B2 level, according to the Common European Framework of Reference for Languages (CEF or CEFR) and the Council of Europe. Level B2-Upper intermediate is defined as follows: A person who can understand the main ideas of complex texts and can produce clear detailed text. S/he can spontaneously enter into a conversation (https://www.eur.nl/english/ltc/cefr_levels/).
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  Appendix: Think-Aloud Protocol (Mackey & Gass, 2005; Nunan & Bailey, 2009)


  Protocol to collect information about students’ cognitive process while developing a writing task through the use of the Think Aloud Protocol


  Instructions


  
    	Directions: For this task, you will write an essay in response to a question that asks you to state, explain, and support your opinion on an issue.


    	The essay might contain a minimum of 300 words. Your essay will be judged on the quality of your writing. This includes the development of your ideas, the organization of your essay, and the quality and accuracy of the language you use to express your ideas.


    	You have 30 minutes to plan and complete the essay.


    	Write your essay in the space provided.


    	Essay topic: Some people believe that university students should be required to attend classes. Others believe that going to classes should be optional for students. Which point of view do you agree with? Use specific reasons and examples to support your answer.

  


  1. Setting


  The researcher has to prepare the setting for students to feel relaxed and comfortable.


  2. Instruction


  The researcher has to give students the instructions clearly.


  
    	Here is a task similar to the ones you have done in class. Remember the steps you need to follow to write an argumentative essay and see if you can successfully complete this task. As you write the essay on Google Docs, try to speak your thoughts aloud into the microphone while you perform the task and not after the task. Speak in a clear voice.


    	The essay is on the following topic: Some people believe that university students should be required to attend classes. Others believe that going to classes should be optional for students. Which point of view do you agree with? Use specific reasons and examples to support your answer.


    	You have 30 minutes to write this essay. When you are ready, tell the researcher to start the recording.

  


  3. Researcher intervention and prompting during the activity


  The researcher is not supposed to interfere in the process. Maybe only when s/he realizes that the student(s) has(have) stopped speaking out loud can the researcher prompt the subject by telling him/her: “Go on”, “Keep on talking”.


  Avoid using phrases like “Are you sure?” and “That’s good”. Instead, use only phrases like “What makes you say that?” “What made you do that?” “What are you thinking about at this moment?”, and “Please keep talking”.


  4. Recording


  The session will be videotaped by the researcher. It would be advisable to try any device you are using beforehand to make sure the recording will be fine.


  5. Transcription of the protocol


  Once the recording session is finished, the researcher has to transcribe what the student/subject recorded. The transcription must be as accurate as possible to get the information needed for the research being carried out.

  


  http://dx.doi.org/10.15446/profile.v19n2.57581


  Improving Language Learning Strategies and Performance of Pre-Service Language Teachers Through a CALLA-TBLT Model


  Mejoramiento de las estrategias de aprendizaje y desempeño en inglés de profesores en formación en idiomas a través del modelo académico-cognitivo y basado en tareas para el aprendizaje de lenguas


  Maria Eugenia Guapacha Chamorro*

  Luis Humberto Benavidez Paz**

  Universidad del Valle, Cali, Colombia


  *maria.guapacha@correounivalle.edu.co

  **luis.benavidez@correounivalle.edu.co


  This article was received on May 21, 2016, and accepted on December 2, 2016.


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

  Guapacha Chamorro, M. E., & Benavidez Paz, L. H. (2017). Improving language learning strategies and performance of pre-service language teachers through a CALLA-TBLT model. PROFILE Issues in Teachers’ Professional Development, 19(2), 101-120. http://dx.doi.org/10.15446/profile.v19n2.57581.


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

  


  This paper reports an action-research study on language learning strategies in tertiary education at a Colombian university. The study aimed at improving the English language performance and language learning strategies use of 33 first-year pre-service language teachers by combining elements from two models: the cognitive academic language learning approach and task-based language teaching. Data were gathered through surveys, a focus group, students’ and teachers’ journals, language tests, and documentary analysis. Results evidenced that the students improved in speaking, writing, grammar, vocabulary and in their language learning strategies repertoire. As a conclusion, explicit strategy instruction in the proposed model resulted in a proper combination to improve learners’ language learning strategies and performance.
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  Este artículo versa sobre una investigación-acción en estrategias de aprendizaje en educación terciaria en una universidad colombiana. El estudio buscaba mejorar el desempeño en inglés y el uso de estrategias de aprendizaje de 33 profesores en formación en idiomas de primer año al combinar elementos de dos modelos: enfoque cognitivo y académico para el aprendizaje de lenguas y aprendizaje basado en tareas. Los datos se recolectaron a través encuestas, un grupo focal, diarios de los profesores y estudiantes, pruebas de inglés y análisis documental. Los resultados revelaron el mejoramiento de los estudiantes en la oralidad, escritura, gramática, vocabulario y en el desarrollo de estrategias de aprendizaje. Como conclusión, la instrucción explícita en estrategias dentro del modelo propuesto resultó ser una adecuada combinación para mejorar el desempeño en lengua y en estrategias de aprendizaje de los estudiantes.
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  Introduction


  Language learning strategies (LLS) have played an influential role in language learners’ learning process (Chamot, 2009; Cohen, 2014; Cohen & Macaro, 2007; Oxford, 1990, 2013; Rubin, 1975); also, explicit LLS instruction enhances learners’ academic success (Ehrman & Oxford, 1995; Oxford & Nyikos, 1989). Furthermore, language instructors interested in inquiring into their students’ learning preferences, in fostering the use of LLS, and in orienting an effective foreign language learning (L2) instruction might contribute to their students’ academic success (Oxford, 1990). Language tasks have also shown to be effective in the teaching of languages and in fostering LLS (Chamot, 2009).


  Based on these premises, as language instructors in a Bachelor of Arts in Foreign Languages programme, we embarked on this study to provide our first-year pre-service language teachers with tools that will enhance their learning process and future teaching practices. The study also derives from the scarce LLS research in our language programme. This was reflected in the lack of systematisation of data obtained from questionnaires administered to freshmen, inquiring into their LLS use, study habits, learning styles, and language skills. It was also observed that freshmen’s LLS repertoire was low, and that there was need for explicit LLS instruction in the initial English language courses of the language programme.


  This action-research inquiry, therefore, aimed to improve the LLS use and English language performance of 33 first-year pre-service language teachers through the cognitive academic language learning approach (CALLA) and task-based language teaching (TBLT) methodology. The findings from this research serve as a diagnosis for the students involved in this study and for the language programme; therefore, curriculum improvements are suggested. Pedagogical implications on how to integrate LLS instruction with language tasks to enhance language teaching and learning are offered. These research questions were posed:


  Main research question: To what extent do first-year pre-service teachers improve their LLS repertoire and language skills through the CALLA-TBLT models?


  Specific research questions:


  
    	What are the students’ most and least used LLS?


    	What are the students’ strengths and weaknesses in language skills?


    	What types of tasks and learning resources will help these students improve their language performance and LLS use?

  


  Literature Review


  For over 40 years, extensive research has shown the key role of LLS in L2 instruction (Cohen, 2014; Cohen & Macaro, 2007; Griffiths, 2003, 2015; O’Malley & Chamot, 1990; Oxford, 2013; Oxford & Schramm, 2007; Rubin & Thompson, 1994). However, there is still need for further research (Cohen & Griffiths, 2015; Griffiths, 2015; Oxford, 2013), more qualitative studies (Griffiths & Oxford, 2014), and more implementation of TBLT with LLS (Macaro, 2014) informing the field with new findings.


  Language Learning Strategies


  There have been significant attempts to define LLS. We strived, however, to condense the concept as a set of specific, systematic, and deliberate actions and thoughts that enhance learners’ performance and make their learning more effective through varied language learning tasks (Chamot, 2009; Griffiths, 2013; O’Malley & Chamot, 1990; Oxford, 1990, 2013). Self-management (Rubin, 2001), learner strategies (Cohen & Macaro, 2007; Wenden & Rubin, 1987), and self-regulation (Dörnyei, 2005; Zimmerman, 2002) are alternative terms to learning strategies, being specific actions that learners take on their own to enhance their learning. For Macaro (2006), self-regulation is a more versatile term. Self-regulation entails learners’ autonomy (Allwright, 1990; Holec, 1981), which in turn includes motivation (Zimmerman, 2002), decision making, and control of their own learning experience.


  For this study, we stick to our working definition on LLS since strategy is a useful concept referring to how learners address their learning (Griffiths, 2015). Moreover, we consider that explicit instruction develops students’ greater metacognition and understanding of their own learning process when they establish connections between the strategies they use with their effectiveness (Chamot, 2009). We also believe that learners self-regulate and develop autonomy once they have gained certain maturation and experience with LLS.


  Taxonomies of Language Learning Strategies


  LLS have originated several taxonomies (O’Malley & Chamot, 1990; Oxford, 1990, 2013; Wenden & Rubin, 1987). The differences are determined by the selected number of strategies, sub classifications, and distinct research methods used to group them more comprehensibly and accurately. Although a broad number of LLS have been proposed, language learners choose the strategies that fit their age, gender, cultural background, personality, proficiency, language learning needs and interests, and learning styles (Chamot, 2009; Cohen, 2014; Oxford, 2013). We adopted Oxford’s (1990) LLS taxonomy since it has been widely used in LLS research, making this classification valid and reliable. The model offers a detailed classification of direct and indirect strategies that can be intertwined with language tasks. Oxford’s set of strategies leads to specific outcomes. Although the author proposes a new LLS classification in her updated strategic self-regulated (S2R) language learning model (Oxford, 2013), she still suggests that learning strategies are teachable and that learners select the ones that address their learning purposes. Further research might explore this new taxonomy.


  Oxford’s (1990) taxonomy integrates LLS with language skills (reading, writing, speaking, listening, grammar, and vocabulary). The author classifies 62 LLS into two types: direct and indirect strategies. Direct strategies (DS), subdivided into memory, cognitive, and compensation strategies, involve the learners’ mental processing of the target language. Indirect strategies (IS), subdivided into metacognitive, affective, and social strategies, foster learners’ language learning without directly involving the target language. Table 1 presents Oxford’s (1990) LLS taxonomy.
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  The Combined Model: Cognitive Academic Language Learning Approach and Task-Based Language Teaching


  A proper combination of LLS instruction and language teaching methodology is essential to ensuring that effective instruction impact learners’ language performance. Furthermore, strategy instruction should be tailored to the students’ needs and contexts in order to be effective (Richards & Lockhart, 1994; Wenden, 1991). Although diverse LLS instruction models have been proposed (Chamot, 2009; Grenfell & Harris, 1999; O’Malley & Chamot, 1990; Oxford, 1990), all of them emphasise a continuous cycle introducing or modelling the strategy, generating contextualised practice, self-monitoring and evaluating the learners’ progress, and expanding the strategies to new areas or tasks.


  Language tasks have been useful to integrate both strategies and language instruction (Chamot, 2009; Oxford, 1990). For this study, the CALLA strategy model (Chamot, 2009) was implemented due to its flexibility and sequential cycles, allowing learners to select their preferred strategy and practise it within contextualised activities. tbtl methodology was selected since it is a holistic and interactional language teaching and learning approach, favouring learner-centred instruction (Ellis, 2009; Willis, 1996). Within TBLT, tasks, through sequential cycles and elaborated sequences of tasks, based on real-world language, allow learners to use the target language for a communicative purpose in order to achieve an outcome (Van den Branden, 2006; Willis, 1996). Tasks also involve students’ awareness of how to learn and what strategies to select while doing a learning task (Nunan, 2004). Thus, both CALLA and TBLT are compatible in their principles, leading learners to improve language and their LLS repertoire through contextualised activities.


  Chamot (2009) states that “CALLA is an instructional model designed to meet the academic needs of English language learners” (p. 1) through five cycles: preparation, presentation, practice, self-evaluation, and expansion. CALLA incorporates task-based learning strategies for learners to accomplish learning tasks. Willis’ (1996) TBLT framework was adopted. Its three cycles, pre-task, task, and language focus, coincide with the five CALLA cycles. Willis’ (1996) task typology (listing, ordering and sorting, comparing, problem-solving, sharing personal information, and creative tasks) were implemented in this design. Figure 1 illustrates the combined CALLA-TBLT model.
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  The pre-task cycle in TBLT andthe preparation and presentation cycles in CALLA identify students’ prior knowledge which is linked to the new topic. Teachers introduce the learning goals (tasks and strategies) and provide models of both task and strategy. Techniques such as brainstorming are used to recall and elicit information. The task cycle in TBLT and practice in CALLA involve students’ practice of the target language and learning strategy through cooperative learning activities. The task cycle is subdivided into three stages (task, planning, and report) in which students complete the task (individually, with peers, or in groups). Students plan, organise, practise, and report the task to the class and receive feedback (from peers and/or teacher). Practice in CALLA involves students practicing the strategy.


  The last cycles, language focus in TBLT and self-evaluation and expansion in CALLA, encompass assessment of the students’ learning progress and independent work. Language focus is subdivided into analysis and practice. The former leads students to examine specific features of the target language derived from the task; the latter encourages students to practise using the language in other contexts. In CALLA self-evaluation makes students reflect upon their learning process, and expansion invites them to apply their new knowledge into other contexts.


  Empirical Studies


  There has been extensive research on LLS worldwide. For instance, Tuckman and Kennedy (2011) reported the effectiveness of eight LLS in the freshmen’s performance of a Midwestern university after explicit LLS instruction in a psychology course. Del Ángel Castillo and Sessarego Espeleta (2013) explored the LLS most frequently used by successful English language learners at a Chilean University. The results revealed that cognitive strategies were more frequently used than metacognitive strategies by successful learners. In Colombia, Orrego and Díaz Monsalve (2010) explored the concept of learning held by language instructors and first-year pre-service language teachers of a B.A. in foreign languages programme, and the frequency of LLS used by these students. Findings yielded that the concept of learning differs from learners and instructors, and that similar LLS were used by the students in English and French language courses.


  In our workplace, Hernández Gaviria (2008) explored the LLS that first-year students in an English language course used naturalistically. The findings yielded that the students understood the importance of LLS in their learning process; however, students’ autonomy development needed to be fostered. Although strategies such as goal setting, planning, compensation, and transferring were not considered by the students, they were able to identify their strengths and weaknesses, particularly those related to their linguistic knowledge. They also monitored and assessed their learning and generated, mainly, oral practice opportunities while the writing skill required more guidance.


  Ramírez Espinosa (2015) designed an English language course syllabus to foster students’ autonomy. The author suggests ten steps that contribute to an effective language course design impacting language teaching and learning. The steps include a context diagnosis, students’ autonomy profile identification, learner-training workshops, self-access materials design, needs analysis, a course syllabus plan, students’ interests and goals inclusion, an assessment plan, TBLT approach implementation, students’ class involvement and contribution, feedback and peer-evaluation inclusion, and journals use. Although all these studies contribute to the field of LLS with valuable findings, our study makes a difference in its research design, provides explicit LLS instruction covering a good number of strategies, and adopts CALLA for strategy instruction and TBLT for language teaching.


  Method


  Setting and Participants


  The study was conducted with 33 first-year pre-service teachers from two classes (16 and 17 students respectively) during two academic semesters in English language course I and II in a B.A. in Foreign Languages (English-French) programme at Universidad del Valle, Colombia. These sequential language courses followed an integrated skills syllabus approach and were each scheduled three times a week with a two-hour class session. The subjects’ ages ranged from 16 to 26. A great percentage had studied in public schools. Only a few students had initiated a major before. They manifested different language learning interests and evidenced an A1 English language level, according to the Common European Framework of Reference (Council of Europe, 2001) and to the English language course II. These students were selected since they were freshmen who needed support in their LLS development from the outset and because they were teachers-to-be for whom this knowledge is essential.


  Research Design


  Unlike extensive quantitative large-scale research conducted worldwide, this study reports an action research (Creswell, 2012) by gathering quantitative and qualitative data. Cardona, Fandiño, and Galindo’s (2014) design was adopted. This design consists of two cycles:


  Cycle 1:


  
    	Observation: Students’ profile, language level, and LLS use and needs identification in diagnostic stage.


    	Planning: LLS selection and tasks and learning resources design based on the students’ needs.


    	Intervention: CALLA-TBLT implementation.


    	Reflection and evaluation: on-going assessment of the students’ improvement.

  


  Cycle 2:


  
    	Planning: new LLS, tasks and learning resources design and integration.


    	Intervention: new LLS, tasks and learning resources implementation.


    	Reflection and evaluation: evaluation and analysis of LLS, tasks and learning resources impact.

  


  Data Collection Instruments and Analysis


  Data were gathered through surveys, a focus group, students’ and teachers’ journals, language tests, and documentary analysis, which are instruments used to document the students’ LLS use and improvement (Chamot, 2005; Oxford, 1990). Table 2 presents the research stages, objectives, and data collection instruments.
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  Data were analysed both quantitatively and qualitatively. Colour coding was used to categorise data in all the instruments, using Oxford’s (1990) LLS taxonomy. Language tests provided numeric scores.


  Results and Discussion


  Diagnostic Stage


  What are the students’ most and least used LLS? A focus group, surveys, and documentary analysis answered this research question reported in Table 3. Shaded boxes represent the least used.
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  Table 3 shows that 68% of the 62 specific strategies were not used by the students. It is understandable that these freshmen were not familiar with many strategies that would benefit their overall learning. However, an adequate number (32%) between DS and IS were found as the most used, meaning that they were possibly taught before or used naturistically by these students based on their learning styles and purposes. The students used more IS than DS. This suggests a certain level of awareness and reflection on their learning process. Within the metacognitive group (IS), centring your learning was the most used strategy, revealing that the students made connections between prior and new information, paid attention to their process, and focused on listening. Songs comprised the learning resources most used by the students, as reported in the focus group and surveys. Songs were used to practice pronunciation and increase vocabulary and linguistic structures. It is usual that beginners centre their learning on songs and on the listening skill, diverting their attention from other academic resources and language skills that may enrich their linguistic knowledge.


  Although listening provides input and practice opportunities, it is necessary to make students notice that “language cannot be approached mechanically and in isolation” (Rubin & Thompson, 1994, p. 40). The least used strategies, within this metacognitive group, were the learners’ arrangement and the planning and assessment of their learning process, which reflects the students’ inexperience in directing their learning. The common use of affective (encourage yourself) and social strategies (cooperating and empathising with others) reflected the students’ enthusiasm for their process, interacting with others, taking risks, working collaboratively and cooperatively, and tolerating differences. All which are overriding factors that might help them cope with the challenges that language learning entails. The focus group and surveys indicated that learners required strategies that help them lower their anxiety and feel confident when taking language tests or giving presentations.


  The most used DS, cognitive strategies (practising, receiving and sending messages,and creating structure for input and output) provide learners with opportunities to develop receptive and productive skills. Since memory and compensation strategies were the least used, it might explain the students’ anxiety and low confidence level. These strategies facilitate the students’ recall and organisation of information easily, enrich their vocabulary, and help them overcome limitations when speaking. All in all, the fact that these students did not use all the LLS at all times does not necessarily mean that they were not good learners (Rubin & Thompson, 1994) or that their learning was not effective (Chamot, 2009; Oxford, 2013); nevertheless, if they had implemented more specific and systematic strategies, their academic process could have been more effective.


  What are the students’ strengths and weaknesses in language skills? The focus group, surveys, and diagnostic language test answered this research question. The students’ self-perception informed that while listening was their main strength, reading, speaking, grammar, and vocabulary represented their weaknesses. The language test, however, indicated that speaking was the students’ strength (Figure 2). This was an accumulative test which evaluated the students’ four language skills plus grammar and vocabulary in a separate component. It was administered to the 321 students at the end of the first semester. The results served as a diagnosis of their language level. The test results are presented as high scores (4-5) and low scores (0-3.9) of a grading scale from 0 to 5.
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  According to Figure 2, the students performed better in speaking, contrary to what they reported in the surveys and focus group. Although the students manifested a low confidence level in speaking, the researchers’ observations reported their good language command during the speaking tasks. Moreover, the oral production emphasis in the syllabus and the extensive practice during the course may have influenced the students’ positive results. Listening was considered the students’ strength; however, the language test showed that only 45% of the students achieved good scores in this skill. It might be that listening to songs does not guarantee high achievement in listening tasks.


  Throughout the English language Course I, the students were exposed to audios different from songs, such as long conversations and interviews by native speakers. These tasks might have been different from the students’ purposes and more challenging since they were required to identify explicit and implicit information and specific patterns and discourse. Thus, more practice, use of thought-provoking resources, and awareness of varied functions and contexts of listening were necessary. Reading, grammar-vocabulary, writing, and listening represented the students’ weaknesses. The first three skills were also confirmed by the students. It could be that reading, grammar-vocabulary, writing, and listening are complex skills, demanding the students’ use of specific strategies to achieve better results, or they might not represent the students’ interests. From these results, we could interpret that the students’ perceptions of their own strengths and weaknesses are distant from their actions and outcomes.


  Intervention and Evaluation Stages


  After having diagnosed the students’ strengths and weaknesses in LLS use and language skills, we designed tasks and resources that addressed both strategies and language. In the intervention stage, 33 out of 62 strategies were selected based on (a) the diagnostic stage yielding the least used LLS by the students, (b) their relevance to our students’ learning foundations, and (c) their applicability to the course contents and language tasks. Cognitive, affective (only encourage yourself),and social strategies were included despite the students’ common use in order to give them a more academic purpose. Lowering your anxiety and taking your emotional temperature were not included since the language programme offers students psychological support. Table 4 illustrates the selection and integration of the LLS with language skills and three instruments (notebook, journal, and portfolio) used by the students to document their learning process. The students followed the instructors’ guidelines to organise their notes, record their process, and arrange hand-outs.
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  Three workshops were designed integrating CALLA and TBLT (see the Appendix for a workshop sample). Eleven strategies were introduced in three four-week workshops based on the three syllabus topics: childhood and teenage stages, turning points in life, and the neighbourhood. The selected tasks and resources were crucial in the LLS instruction and the students’ LLS adoption and learning improvement. The following section presents the findings of the students’ tasks and learning resources preferences.


  What types of tasks and learning resources will help these students improve their language performance and LLS use? The researchers’ and the students’ journals and the final survey answered this third research question, summarised in Table 5.
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  It is evident that the students preferred oral tasks to literacy tasks. This preference might be related to the students’ desire of getting input through conversations and interviews and to practising the language. The preferred listening tasks and audio-visual materials engaged the students in identifying general and specific information, summarising, classifying, and reporting descriptions, interviews, narratives, and documentaries. The images and videos supported the students’ listening comprehension. As to speaking, class discussion on different topics, presentations, and projects helped them improve their fluency, pronunciation, and self-confidence.


  Although there was balance in all language skills instruction, reading and writing were the least preferred. We might interpret that tasks involving the students’ experiences are more engaging than reading and writing tasks that may be more challenging for them, this being a probable cause to avoid them. Grammar and vocabulary, through dynamic classroom activities using techniques such as miming, total physical response, and visual aids at the beginning and end of each workshop, were well received by the students. These activities and materials activated the students’ memory, grouping, and association of words, and reinforced their prior learning. Grammar worksheets were preferred to online grammar activities. This might be explained for the hand-outs features designed by the instructors, which provided clear explanations and contextualised examples. These materials are generally different and more challenging than the ones students usually consult on their own. Their choice might reflect that the students raised awareness and established criteria to select appropriate resources. Online thesaurus dictionaries were disregarded; instead, Google translator was consulted more. The students might have chosen this resource for its practicality and accessibility, ignoring the usefulness of thesaurus dictionaries as an academic tool in expanding their lexicon.


  The students preferred activities and materials that increased their language knowledge to reflective and introspective tools that could contribute to their self-assessment. In five journals and surveys students affirmed that portfolios did not contribute to their learning and did not reflect any outcome. The fact that the students did not deem journal and portfolios as their favourite tools probably means that they were not used to reflecting on their own process, writing in journals, organising materials, and adopting new and challenging tasks. It might be that previous school practices failed to train students in the use of reflective strategies. This is a matter of raising awareness gradually through explicit LLS instruction in further courses.


  The researchers’ observations, however, reported the value of the portfolio and its contribution to the students’ organisation, fulfilment of assignments, autonomy when consulting extra sources, and transference of strategies to other areas. This result may have been influenced by the fact that the portfolio was graded, so the students met the requirement.


  To what extent do first-year pre-service teachers improve their LLS repertoire and language skills through the CALLA-TBLT models? The researchers’ and the students’ journals, final survey, documentary analysis, and language tests yielded the students’ areas of improvement in LLS and language skills. The final survey indicated that 79% of the students found LLS useful for their academic process, 3% found them redundant, and 18% did not answer. The reasons for using them were paraphrased:


  
    	To study, take notes, recall info and clarify doubts.


    	To be organised at home and in class.


    	To acquire info and classify vocabulary easily.


    	To improve the learning process.


    	They fit the learning style and study habits.


    	To develop critical thinking.


    	To be more reflective towards learning.


    	They motivate to review their lessons.


    	Classes are more enjoyable

  


  And the reasons for not considering them useful were:


  
    	They generate pressure.


    	They are not practical.


    	They require time and effort.


    	They do not fit their learning style

  


  Sixty-six percent of the students stated that they transferred the strategies to other subjects (French, Spanish composition, English pronunciation, and morphology classes); this was corroborated in eight notebooks and six portfolios in which the students attached evidence voluntarily. Table 6 summarises the findings of all instruments of the second stage. The shaded boxes indicate the LLS used systematically by the students.


  Table 6. LLS Used Systematically by the Students (Instruments, Second Stage)


  To summarise, the students increased their LLS repertoire and it seems that the explicit instruction influenced this result. Both DS and IS increased in a balanced way: DS = 63.2% (12 out of 19 instructed strategies) and IS = 61.54% (8 out of 13). As to DS, the students incorporated memory strategies (43.74%, 325/743 occurrences) and continued using cognitive strategies (53.2%, 395/743 occurrences). This means that the students gained experience in using strategies that helped them organise and recall information easily as well as analysing the language more consciously. However, compensation strategies were not widely adopted by the students, similar to Hernández Gaviria’s (2008) finding. A possible cause was their low language level (beginners) and low oral interactions. Students also incorporated IS (249/361 = 69%), predominantly metacognitive strategies which are useful for planning, reflecting, and evaluating their learning. The least used strategies were self-monitoring and self-evaluating, which require students’ introspection and appraisal of their own learning. It could be that the students rely more on the teachers’ assessment than on their self-assessment.


  Concerning the students’ language level, the two language tests administered to the students in the second semester, which corresponded to the midterm and final term tests, were used to measure the students’ improvements. The three tests (diagnostic, mid, and final term) were comparable in the sense that they assessed the students’ four language skills and grammar and vocabulary in a separate component, using communicative tasks. However, their level of complexity was adjusted to the course and students’ levels. Figure 3 compares the results of the three tests.
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  Figure 3 illustrates that speaking remained as the students’ main strength, and that writing improved, followed, to a lesser extent, by grammar-vocabulary. Our interpretation is that the course emphasis on oral interaction and the students’ motivation to speak in English might have influenced this result. Moreover, the students’ preferred tasks (sharing experiences, problem solving, creative tasks, listing, and comparing) and strategies (practicing naturalistically, setting goals, planning for a language task, and cooperating with peers and proficient users) might have enhanced this language skill. The students’ writing skill might have been enhanced by the academic emphasis and purposes of the language course, even when writing tasks were not highly preferred by them. Strategies such as semantic mapping and planning for a language task helped them structure their writing and oral presentations.


  The students’ grammar and vocabulary improvement might be associated with memory games, vocabulary slides, and grammar worksheets as their preferred learning resources. Also semantic mapping, using keywords, grouping, associating, structured reviewing,and using physical response strategies might have influenced this result. It could also be that the grammar-vocabulary component was more difficult in the final test; that is why a low percentage of students achieved higher results. On the other hand, listening and reading decreased. The students’ low improvement could offer varied interpretations. It might be that these language skills still represent more of a challenge for the students, they might not represent their interests, or the final test language tasks were more difficult. It might be also associated with the fact that reading tasks and resources were not the most preferred by the majority of the students.


  Conclusions


  This study attempted to improve the LLS use and language level of 33 first-year pre-service language teachers. The overall results showed that our learners increased their LLS repertoire and language production level as a result of explicit instruction. Before the intervention, students used more IS, and after the instruction both DS and IS use were balanced. The students incorporated strategies that involved their language knowledge and their capacity to organise, select, plan, self-reflect, and self-manage their learning. The latter two were not fully developed. Speaking remained the students’ strength and writing and grammar-vocabulary improved. Listening was the students’ main weakness found in the language tests as opposed to their self-perceptions.


  Communication and interaction tasks such as sharing experiences, problem-solving, creative tasks, and listing showed to be effective in improving the students’ productive skills. Grammar worksheets, vocabulary slides, audio-visual materials, and portfolios (the latter from the teachers’ perspectives) resulted as having been useful resources contributing to the students’ language learning, particularly when designed by language instructors who base their designs on the students’ academic needs. Additionally, structured notes (dates, titles, use of colours and columns, use of sticky notes) seem to contribute to learners’ organisation and information recall. Concrete strategies also lead to reachable learning goals and outcomes.


  The CALLA-TBLT model seemed to be effective in explicit LLS instruction, leading to students’ improvement of speaking, writing and grammar, and vocabulary. These approaches follow similar principles and, when intertwined, facilitate LLS and language tasks instruction. Despite its short-term implementation, it was effective for these students; nevertheless, the CALLA-TBLT model efficacy requires further confirmatory research. Language learners, especially pre-service language teachers, need explicit LLS instruction from initial levels so that they can build their own scaffolding system for learning languages and have that experience useful for their future teaching practices. Thus, LLS should be incorporated into the curriculum and the language courses syllabi, as well as tailored to the students’ needs. LLS are teachable and transferable to other subjects but students may require some time to internalize and use them on their own.


  Overall, a careful selection of LSS, language tasks, learning resources, and appropriate strategy and language instruction results in being effective in improving students’ LLS use and language performance. This instruction is effective when considering the students’ needs. Our findings confirm the effectiveness of LLS to help learners succeed academically, as demonstrated by theoretical and empirical research. The findings also confirm Tuckman and Kennedy’s (2011) findings of the effectiveness of LLS and their explicit instruction to improve freshmen’s performance. Ramírez Espinosa’s (2015) suggestions on the features that make English language courses effective to foster learners’ academic success were also corroborated.


  Limitations and Recommendations


  The limitations of our study bring about recommendations for further research. Fewer strategies should be selected and worked over a longer period of time to corroborate their effectiveness and learners’ language improvement. This is also to not overwhelm learners. Combining checklists with free journal entries might help students self-monitor and evaluate more closely their own progress thus allowing instructors to keep track of and measure the students’ achievements more accurately. Task complexity in language tests should be comparable so as not to affect the students’ test results (in our study, the final language test was probably more complex than the midterm test). Oxford’s (1990) taxonomy is ambiguous at some points since some activities can fit into various strategies. We suggest, therefore, establishing specific criteria and sticking to them.

  


  1One student was absent.
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  Appendix: Workshop Sample


  Childhood Memories


  [image: ]


  Retrieved from Google Images


  Pre-task ↔ Preparation and Presentation (4 hours)


  LLS: grouping, taking notes, using key words, semantic mapping, placing new words, using a circumlocution, developing cultural understanding.


  Task: Students will share childhood anecdotes by using audio visual aids (slides, photos, objects, etc.)


  Vocabulary


  Learning strategy: grouping


  Warm-up and Pre-listening activity


  Teachers’ instructions: Divide the class into two groups and play hangman using the words from the box. Have students use them in situations related to the topic.
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  Pre-listening activity


  1. Do you remember how you spent your summer holidays when you were a child?


  2. Did you use to travel to visit some relatives or stay at home? What activities did you use to do?


  3. What are the most unforgettable moments you remember from that time of your life?


  While-listening


  Learning strategies: taking notes - using key words - grouping


  4. Listen to the conversation between Vella and Daniel and take notes by identifying key words and ideas.


  Example: Key words: Grow up in Chile


  Idea: Daniel grew up in Chile.


  5. Listen again and complete the following diagram with aspects related to childhood and detailed information given in the conversation.


  [image: ]


  6. Based on your notes and diagram, what can you report about the conversation? How did they spend their childhood holidays?


  Post-listening


  Learning Strategy: placing new words - using a circumlocution


  7. Try to define the key words and expressions from the conversation. You can use a thesaurus dictionary to help you with synonyms.


  a. Fond memories: _______________________________________________________


  Expression in context: ______________________________________________________


  Speaking


  Learning Strategy:developing cultural understanding


  8. After listening to the conversation, what do you notice about the relationship between seasons and holidays? Discuss with your classmates.


  9. Compare the school break that Daniel used to experience with yours when you were a child.


  10. Establish similarities and differences between the school breaks in Colombia and in other countries (consider break length, type of leisure activities, food, outfits, celebrations, etc.).


  Homework


  1. Find out about others’ childhood memories (use internet, talk to the language assistant, ask a native English speaker, a friend, etc.).


  2. Interview or have an informal talk with your parents or relatives about their childhood. Take notes to share in class.
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  Drawing on the concept of policy appropriation, this study investigates how different education stakeholders in a rural region of Colombia perceive foreign language education policies, and how these perceptions shape the way they recreate these reforms at the ground level. Contributing to the field of language policy analysis in Colombia and abroad, findings in this study not only provide knowledge on foreign language policymaking processes in rural areas in Colombia, but also shed light on the active role played by different stakeholders in the continuous recreation and appropriation of language education reforms.
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  Con base en el concepto de apropiación política, en el presente estudio se investiga cómo los distintos actores de la educación en una región rural de Colombia perciben las políticas lingüísticas y cómo esto determina la forma en que ellos reconstruyen estas reformas a nivel local. Como una contribución al análisis de la política lingüística en Colombia y en el extranjero, las conclusiones de este estudio no solo proporcionan conocimientos sobre los procesos de formulación de la política lingüística en las zonas rurales de Colombia, sino que arrojan luces sobre el papel activo que los distintos agentes de la educación juegan en la continua recreación y apropiación de las reformas educativas lingüísticas.
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  Introduction


  Foreign language education policies1 in Colombia have flourished in unprecedented ways with the formulation of the National Bilingual Program 2004-2019, the National Program for the Strengthening of Foreign Languages 2010-2014, the National Law of Bilingualism in 2013, the National English Program 2015-2025, and more recently, Bilingual Colombia 2014-2018. All these different programs and policies have made evident the special interest of the central government to promote, improve, and regulate foreign language teaching, learning, and certification processes in the country, and thus look more attractive to foreign investment at times of economic globalization, transnational policymaking, and international competitiveness (Usma, 2015). As the national officials have stated, the main purpose of these different policies and programs have been to educate good and competitive citizens who will be able to interact with the world through the use of a foreign language (Ministerio de Educación Nacional, 2014).


  A number of publications continue to examine the multiple dimensions of these plans. Some researchers point out that these reforms mainly respond to the transnational political and economic agendas that our country has undertaken in the last decades (Usma, 2009); which have generally imported monolithic and homogeneous discourses of reform (Guerrero, 2008), thus excluding local knowledge (González, 2007). Other scholars recognize these limitations, but also the multiple possibilities that these new trends may represent for teachers and students in the country (de Mejía, 2011). More recently, some papers describe the limitations of urban and rural communities in the implementation of these policies, (S. X. Bonilla & Cruz-Arcila, 2014; Correa, Usma, & Montoya, 2014; Usma, 2015), while others emphasize the multiple challenges of imposed policies that do not recognize the active role that different educational actors should play for a more successful introduction of these reforms in the country (Correa & Usma, 2013; Guerrero, 2010).


  Studies carried out at the national level (Sánchez, 2012, 2013), as well as in places such as Pasto (Bastidas & Muñoz, 2011), Antioquia (Correa et al., 2014), Medellín (Maturana, 2011; Usma, 2015), Bogotá (Dávila Pérez, 2012; Parra, 2009; Quintero & Guerrero, 2013), and Cali (Cárdenas & Chaves, 2013; Cárdenas & Hernández, 2012; Miranda & Echeverry, 2010, 2011), demonstrate that the acquisition of a communicative competence in English continues to be the privilege of a few and a challenge, not only for the National Ministry of Education, but for all school stakeholders in general. These studies show that, on top of a wide range of school and social factors that affects teachers and students, part of the failure in getting good results has to do with the lack of connection between the policies and programs being formulated, and the reality being experienced by educational communities in the different regions of the country (C. A. Bonilla & Tejada-Sanchez, 2016).


  In order to contribute to this ongoing analysis, and hopefully to provide further insights to the formulation and reformulation of future policies and programs, this article examines the crucial role played by school stakeholders in the “appropriation” of foreign language education policy. We argue that even if we have some studies on the formulation and implementation of these reforms in the country, we have not necessarily examined the connection between local actors’ perceptions of these reforms and the role they play in policy “appropriation”, as a key concept in critical socio-cultural language education policy studies. Additionally, most of these reports have been produced in the large cities in Colombia and have not incorporated the views coming from rural areas. In the following sections we present the key concepts that illuminate this study, the method used, and the findings and implications for the field.


  A Critical Socio-Cultural View of Policymaking


  Drawing on previous analyses (Usma, 2015), this study embraces a comparative, critical, and sociocultural approach for the study of policy. This perspective recognizes that language education policy texts in Colombia respond to transnational policy agendas, which are then “appropriated” (Levinson, 2004; Levinson, Sutton, & Winstead, 2009; Sutton & Levinson, 2001) and reconfigured (Hart, 2002) at the ground level according to the actual conditions, needs, and interests of the local communities and school actors (Steiner-Khamsi, 2004). Drawing on Ricento and Hornberger (Hornberger & Johnson, 2007; Ricento & Hornberger, 1996), this perspective acknowledges the multiple layers of governance and agents that interplay in policymaking processes, and looks at how different educational actors inside and outside schools play an active role in the final enactment of initial stated policies. From this standpoint, the entire policymaking process is conceptualized as social and situated practice (Levinson et al., 2009) and a highly political, dynamic, and unpredictable process in which initial policy texts interact with the individual and collective agency of the school actors, moving from processes of international policy transfer, and local policy formulation and reformulation, to processes of policy appropriation, reading, translation, transformation, and even resistance at the local community, school, and classroom level (Bray & Thomas, 1995; Levinson & Sutton, 2001; Ricento & Hornberger, 1996; Steiner-Khamsi, 2004).


  This is how the concept of policy appropriation becomes central in this study. As explained by Levinson and Sutton (2001), and has been elaborated upon in a recent publication (Usma, 2015), this concept responds to the limitations of rational and critical approaches that usually minimize the power of the different stakeholders in the recreation of policy discourses and texts. As Levinson and Sutton (2001) emphasize, the concept of appropriation “highlights other moments of the policy process, when the formulated charter, temporarily reified as text, is circulated across the various institutional contexts, where it may be applied, interpreted, and/or contested by a multiplicity of local actors” (p. 2). In this sense, not only education and language policymaking become dynamic processes and social practices, but, more importantly, teachers and educational actors are conceived as policymakers (Brown, 2010; Menken & García, 2010), beyond passive implementers of policy texts or even “victims” of policy agendas (Davis, 2014; Heineke, Ryan, & Tocci, 2015; Pease-Alvarez & Schecter, 2005; Shohamy, 2009; Varghese & Stritikus, 2005).


  Method, Setting and Participants


  This study adopted a qualitative case study approach and incorporated a variety of research procedures and types of data. Following Yin (2003), this research focused on an in-depth analysis of the selected case within a specific context surrounded by political, economic, social, and cultural interrelations. For this purpose, we selected a rural municipality where, according to a previous study carried out by one of the authors, some educational stakeholders were interested in the improvement of foreign language teaching and learning, but little improvement was actually perceived according to students’ results in the national exams.


  This municipality is located in the Northern region of Antioquia and 120 kilometers away from the department capital. It has 27 neighborhoods, around 52 small villages called “corregimientos” and “veredas”, and a population of around 46,800 inhabitants, 12,000 living in the rural areas (DANE, 2016). As mentioned in the Municipal Educational Plan, 90% of the population lives under low-income conditions, and are classified in the lowest socio-economic status according to the National System of Identification and Classification of Potential Beneficiaries of Social Programs (SISBEN). The town is located in a strategic place in the department, leading to a population growth in the last years.


  Data collected for this study included policy documents at the national and municipal level, and a series of interviews with key political, educational, and economic actors. Participants were carefully selected in an attempt to cover different fields of the town. Interviews were carried out in Spanish and pieces of evidence included in this report were translated by the authors. We used pseudonyms to protect participants’ identities. Since this study was focused on the role played by educational actors in the local appropriation of language policies, we found it relevant to interview local administration leaders such as the mayor of the municipality, school actors such as the principal of the main school, the English teacher coordinator in that school, an active student recommended by this teacher, and some key commercial actors, including some in the local bank and financial cooperative managers.


  Stakeholders were individually interviewed and their voices were recorded and then transcribed for a better analysis. Data collected were analyzed using NVivo 10. We carried out thematic analysis moving from the identification of general patterns to the systematization of emerging categories and themes which became the basis for the findings and interpretations. In these interviews, we asked participants about their general knowledge of recent education and language policies in the country, how they perceived these reforms, and how they were appropriating these policy texts in connection to their understandings and perceptions.


  This study observed the ethical principles and standards for educational research, especially those related to consent, harm, and privacy. In this sense, we were committed to respect participants’ and their organizations’ rights, dignity, and welfare and to avoid bias in findings and interpretations, always respecting and valuing participants’ voices and points of view, even if they were unexpected and/or controversial for the researchers. At the same time, confidentiality was maintained as data were collected, handled, communicated, and stored before, during, and after the study. In the same manner, participants were informed about their rights and voluntarily participation. All these ethical standards were incorporated into a written consent form that was discussed with and signed by every single participant before they provided any information for this study.


  Findings


  Findings in this research study account for the way administrative, school, and commercial stakeholders in this municipality appropriate current language education policies according to their expectations, needs, and understandings. As will be exemplified in this section, every actor and group perceive these policies from a different angle, and thus appropriate the initial discourses and plans differently, thereby highlighting the active role played by the community members in the policymaking process and confirming the importance of embracing the critical sociocultural perspective described above. In this section, we elaborate on these findings: administrative, school, and commercial stakeholders.


  Administrative Stakeholders


  Local administrative educational actors in this region showed a general understanding of the language reforms being studied, which is a very enlightening initial finding. This is the case of Pedro, the mayor in the municipality; Alvaro, the general coordinator of the local branch of SENA, the national technical college; and Sergio, the school principal from the main school. As we could confirm in each of the individual interviews, they all are familiar with the existence of the reforms and the general goals behind them. They might be doubtful about some particularities such as dates or specific actions, but in general, they knew about the existence of these plans, and their focus towards the promotion of English along the educational system. As Sergio, the principal in the main school in town expressed:


  
    The program is a regulation that is established at the national level to mandate the teaching of a foreign language and it is a general policy established for the years 2006-2019, so people or students at a general level develop some level of communicative competence.
  


  However, even if administrative educational actors in this municipality knew about these reforms, they conceived these plans as abstract discourses with little impact on this type of rural municipalities. Pedro, the mayor, for example, considered that the policy is a governmental declaration from the central state that lacks specific actions or tools to allow for proper implementation in this rural town. As he stated, these language policies can be described as:


  
    Political statements of benevolence that even if they are well structured, they just remain as a discourse, as an ambition, or as a possibility conceived inside a Development Plan of a specific political leader in a specific time, but sometimes do not go beyond that.
  


  Additionally, even if local officials in this rural municipality showed awareness of the policies, they were not optimistic in terms of reaching the objectives proposed in the political statements. As the mayor stated, “it will be difficult to achieve the proposed goals due to the ambitious and unrealistic nature of the discourse, lack of resources, and lack of well trained teachers” (interview with Pedro). Likewise, from this perspective, the implementation of such policies has failed because this policy does not respond to the specific needs of a rural municipality like the one being analyzed in this study. As Pedro stated in relationship with the national program being analyzed:


  
    [The current foreign language policy] is a well-designed policy, but when it reaches the reality of a remote small town, too many actions are missing to really guarantee that Colombian population will be bilingual.
  


  Additionally, according to the mayor, not only the policy is an insubstantial discourse or an unreachable reality but also the local administrators in the municipality do not have the possibility or the autonomy to manage the resources and the decisions regarding these language policies and programs. As they manifested, these decisions rely on the management of the central government:


  
    The mayor is not the direct authority responsible for the management of the public educational issue. Such duty belongs to the national government since they are also the administrators of the financial resources. (Interview with Pedro)
  


  At the same time, these local authorities did not feel the continuous support and control from the national government, for which they highlighted the need of the government to establish “specific channels or responsibilities to implement the policy and to set a quality cycle with clear mechanisms to control all the processes and to determine if there has been any progress” (interview with Sergio). They emphasized both the importance of having a well-structured policy and applying mechanisms to do a proper follow up of such policies as a way of assuring positive outcomes.


  So, in terms of how these local actors appropriated these reforms, we could find a connection between these stakeholders’ perceptions of current policies as ethereal discourses and well-structured but unreachable plans for the small and distant towns of the country, and their indifference and doubtful attitude towards the policy. This also made administrators invest the limited resources in other priorities and more urgent needs, but not necessarily to strengthen foreign language teaching and learning processes. As was manifested by the mayor:


  
    I am pessimistic regarding the policy and its implementation. I believe it will be difficult to achieve the proposed goals of these foreign language policies due to the ambitious and unrealistic nature of the discourse and the lack of resources to implement programs that can favor such ideals. I have to decide what the priorities in my municipality are, and the priority will always be to supply the town’s basic needs. Besides, I do not have the autonomy to make the proper decisions in terms of the quality of the education, since we are not a certified2 municipality.
  


  Or as he stated later in the interview:


  
    In a town full of displaced people by the social conflict affecting our nation, and a town without enough resources to take care of the most essential problems, the teaching and learning of English becomes secondary.
  


  In addition, not only the mayor manifested that no actions could be led by the municipality, but other local authorities maintained that a more interactive, cooperative, and holistic understanding of policy was needed instead of the top-down approach that has been adopted so far. As expressed by Alvaro, the coordinator of the SENA branch in this region:


  
    I believe these polices need to be conceived, understood, and implemented in a holistic way, like in a chain where all the links are connected affecting each other. The ones responsible for policies should be all of us, not only the government, but all the members of our educational system.
  


  From this perspective, all the educational actors should be included in the policymaking process, which would allow all the different stakeholders to take on an active role and a sense of mutual responsibility. As they could express along the study, the current reform was perceived as a centralized effort to appear competitive as a country, while little recognition of the different actors’ voices was a pattern. As expressed by Pedro:


  
    These policies focus on the need of bilingualism as a fundamental tool for the country to be part of the Free Trade Agreements, and to launch the country in a globalized economy, without paying close attention to the reality of the Colombian towns.
  


  So, as we may conclude from this initial section, even if political and education administrative actors were aware of the existence of these policies for the development of English in the country, they considered that these reforms did not observe the specific conditions of the rural areas. At the same time, these reforms were not accompanied with specific resources and actions that allowed local authorities to take actions and give priority to English teaching and learning in this municipality. For these reasons, local authorities perceived the national policy as unreachable and had decided to prioritize other issues and needs in the municipality, thus reducing the possibility for future improvement in terms of English language teaching and learning in the town. In the next section, we will add to these realizations by examining the way school actors perceived and enacted these policy texts.


  School Stakeholders


  Martin, a teacher from a private school, and Jackeline, a student from a public school, compose this group of school stakeholders. In this respect, and aligned with some of the previous findings, they not only were familiar with the statements and expected goals set in national reforms, but they also perceived English teaching and learning as something essential for citizens to be able to compete and improve their life quality, while enriching the artistic and personal growth of human beings. As Martin, the school teacher, expressed:


  
    I believe English is important not only because it gives people the possibility to be part of the globalized community or because it gives tools to be more competitive in the neoliberal economy of our society nowadays, as expressed by the national bilingual program, but also because the communication is a basic, necessary, and mandatory human tool upon which the relationships in a society are built.
  


  Jackeline, the student from the public school, also endorsed this perception. She also expressed her willingness to learn English as a means to finding a good job in the future and being able to communicate with visitants from abroad. As she manifested:


  
    I consider that English is important. As I told you, we can find job opportunities, but if we do not have that tool, then...we are going to miss those offers. Or maybe, a foreigner comes and I will not be able to help, because we would not be able to communicate...It would be great to learn English!
  


  However, Martin’s and Jackeline’s understandings about the importance of English in connection with being “competitive” in a global society were accompanied with a frequent complaint about the adverse conditions under which foreign languages were being taught and learned in the municipality. They considered that these adverse conditions finally and negatively affected the way most students perceived English as a mandatory subject, not necessarily as an opportunity. As Martin manifested:


  
    There is more availability of resources for the central regions as compared to the outer communities. At the same time, people’s perception is likely to be different towards the language policies in both contexts. In the bigger cities, people tend to give more importance and to have a slightly more positive perception toward the learning of a foreign language. Whereas in small town schools, either private or public, the student’s acceptance is not very positive and it does not play an important role in their lives. So, what happens is that it is going to be fairly complex for students to be enrolled in a university or be eligible for the admission in any higher education program if they do not have any preparation in the English language. We end up teaching English only because it is mandatory.
  


  In this respect, Jackeline manifested:


  
    English classes are very basic...auxiliary verbs, and that kind of thing. Moreover, I believe that teachers need to teach with more strategies, because if the teacher just assigns workshops, it means, “translate”. However, I believe that they should improve, so that we as students can learn easily.
  


  In this sense, as manifested by these participants, even if they recognized the importance and value of communicating in English, there was a common perception or feeling in the community about English language policies being implemented with little resources, with the same teaching strategies used for years, and under unfavorable conditions, and thus only because they connote an obligatory nature. This brings as a main result, and in terms of how different stakeholders appropriate these reforms, a resistance by the school practitioners who feel themselves forced to implement the policy envisioned by the government. As a consequence, English ended up being taught at the schools because it had been established as mandatory by the legal regulatory framework in our country, and not necessarily because students and teachers find the favorable conditions for an effective teaching and learning process, or, even worse, because the majority of students thought there was a real need or a real possibility of using the language outside the classroom. As a result, school actors ended up losing credibility in the authorized language policy and got discouraged. As Martin sadly concluded:


  
    What happens is that students take English saying like “what do we need English for? Here we speak Spanish and we are not going abroad”...But I believe that this archaic mentality needs to change, because a second language is important. However, teachers need to change their methods, if this is what is not working for us to learn English!
  


  Summarizing, these two educational actors initially recognized the importance of English learning as something essential to improve the life quality of the citizens and a strategy for competitiveness. However, even if they recognized this importance, at the time of recreating the policy in their final enactment, they referred to the adverse conditions under which teachers carry out their jobs, and how teaching methods do not respond to students’ expectations and needs. This is how the teacher and the student ended up manifesting that English language policies and programs were being implemented inside schools just because it was a mandatory subject inside the educational system, which contributed to generate resistance in the school practitioners. In the coming section we will add some details as we refer to the local commercial actors.


  Commercial Stakeholders


  This group of commercial actors is composed of two participants, Genaro, the executive manager of the municipal cooperative bank, and Samuel, the regional branch manager of a national bank offering its services in this municipality. In terms of the general impressions of these commercial actors, we could find that, aligned with previous findings, the commercial sector also recognized the importance of foreign language education policies in the country in these times of economic globalization as trade across multiple countries. As they expressed, learning English could bring many advantages for the inhabitants of Colombia and would bring new possibilities for the nation. As Genaro expressed:


  
    National residents would need to learn a second language to communicate and to make commercial transactions if the country wants to strengthen further commercial ties with other nations.
  


  They also recognized the importance of this language for the country now that the national government was signing commercial and trade agreements with other countries. As Samuel expressed:


  
    Since the Free Trade Agreement is relatively new, it has not strongly influenced the learning of a foreign language, but in a short or average term it will certainly have a positive incidence.
  


  However, these perceptions started to change as these actors referred to the specific conditions of this rural region. They expressed their belief in those policies as being laws or regulations created by the national government in order to establish a certain number of hours in which English must be taught in schools every week, while, for them, “there is not a real need of using English, especially, to carry on local business” (interview with Samuel). They expressed that the policy itself had been framed just to the teaching of English, limiting it to a few hours spent in the educational institutions, but which does not go further than that in the municipality. As Samuel stated: “Students are limited to receiving just the class prepared by their teacher, but away from there, no more”.


  People from the commercial sector of the town not only considered the language policies and the use of English far from their local current reality, but they also manifested that people in the municipality were not very much invested in learning it. As Genaro manifested: “Many people feel frustrated because they have started an English course and then have given up, because it is often conceived as a waste of time”. In terms of appropriation, this explained why the commercial actors in this municipality did not take any initiative in favor of improving English teaching and learning in the town, and how they had found ways to solve the issue inside the commercial sector or even inside their families. As Samuel manifested:


  
    It has not been necessary to use the language, the only possible situation of application is related to the usage of technological devices, but when those cases show up the company just looks for a technician who is capable of solving such concerns; although a proper implementation of the language policies in the town will bring a positive impact in the future, currently the use of the language has not been necessary for doing business because the costumer profile is different from the one in the bigger cities. Meanwhile we can send our children to study in Medellín, which is what I do with my son, because in the future he is going to need English.
  


  This is how while they all were sensitive to the importance of English at times of international economic transactions and potential opportunities, they all agreed on the little importance given to English in their daily life in this municipality, as well as the adverse conditions for students to learn English inside schools. But, sadly, and in terms of the role these commercial stakeholders were playing in the appropriation of these reforms, these findings also illustrated how they were not contributing to the improvement of this situation, and how their family’s immediate needs in terms of English learning could be solved without the need for a wider English program for the whole municipality, and just sending their kids to the capital city on weekends, a privilege that only very few people have, given the fact that the majority of the population live under low-income conditions. They recognized the potential importance of English for their kids, but decided not to change the situation for the whole municipality. These findings add to the quite moving findings described above when administrative and school stakeholders considered the policies as being unrealistic as they are not equally supported across the whole territory of the country due to the limited resources they have, and also because these reforms do not take into account the particular context and realities of the rural communities. In the coming section we will come back to these findings and discuss what we can learn in terms of policy appropriation.


  Discussion and Conclusion


  This study provides a number of findings that contribute to a better understanding of foreign language education policymaking in Colombia and the role played by different policy actors in their local appropriation. At the same time, this investigation illustrates the importance of policy appropriation as a key concept in policy research, and how as an analytical tool it may serve the purpose of education policy investigators in our country. Drawing on a critical sociocultural approach to policy analysis, and based on the findings presented above, we corroborate that the way different actors in society understand and perceive language education policies determine how they appropriate initial policy texts, thus explaining why the adoption of international standards and reforms models in the country does not necessarily imply uniformity inside municipalities and schools.


  In this particular case, while municipal administrators perceived language policies as an insubstantial discourse with unreached objectives and insufficient resources, which led them to be apathetic and doubtful about the policy and to prioritize other issues besides English in the municipality, the school actors in the study recognized the importance of English, but perceived current English language education policies as defunded and centralized that ended up being resisted by the school community, thus reducing English language teaching and learning to a mandatory process that did not reflect the local community priorities. Finally, these findings were confirmed by the municipal commercial actors in the study who perceived the English programs and policies as not necessarily relevant for this rural place, for which they showed indifference and little desire to contribute to a real strengthening of the English plans in the town. As a general pattern in the findings, we could confirm that the national policies and programs being adopted by the National Ministry of Education did not reflect the need, lacks, and priorities of the rural municipality, which ended up in a short response from the local actors. In the section below, we elaborate on these findings and interpret them, intending to highlight certain topics that serve as the bases for discussion and further analysis for the readers.


  The Perpetuation of Inequality Through Unconsensual and Centralized Policies


  As we may conclude from this study, in this almost desperate need to respond to the competitiveness demanded by the global economy, policies in Colombia are being formulated with far-off scopes, ignoring the particular needs and capabilities of small communities. As expressed by participants in this study, as language policies are formulated by the ones who exert power in the central government, such policy formulation and enactment processes do not take into account the reality of rural communities. In this respect, we notice that despite the intentions of the central government to place the entire nation in the global economy, the reality of this region is another. Issues like the distance from the metropolitan area, the lack of health centers, violence due to a complex socio-economic reality, abandonment of small farmers by the central government, among many other realities, are not taken into consideration when language policy is formulated. It is there in that town and in that context, one perhaps not so different from the reality of most of the villages of other regions in Colombia, where the bilingual policies—English for competitiveness, development of communicative skills in English, positioning of Colombia in the global market, and so on—are far from being convincing.


  We, therefore, state that the ideal of English is separated from people’s real existence. Even though they acknowledge that speaking a foreign language could be an asset in their lives, at the same time, they believe that the policies that regulate the teaching and learning of it are decontextualized, far-off and in no concordance with what they expect. Perhaps this dichotomy between the acknowledgement of English for competitiveness and the feeling of a decontextualized policy that regulates teaching is explained by the fact that language policies are not touching people’s social lives. No wonder people in rural Colombia tend to think of English as something valuable only in the future, or as something not needed at the moment because high school graduates or technicians do not need English to return to their farms to milk cows or grow cabbage. As expressed by Correa and Usma (2013) the formulation of language policies requires a careful consideration of the political, economic, cultural, and social reality of our country. It is not the same to learn English in a cosmopolitan city like Bogotá as it is in the countryside, or in a highly touristic town like Santa Fe de Antioquia as in a farming town like Toledo. But all of this diversity of objectives and contents is lost when imported homogenizing standards, methodologies, texts, exams, and professional development proposals are used.


  Language Policy Appropriation as a Chain, not a Top-Down Execution of Centralized Mandates


  An important theme that emerged from the findings and reflects the way local actors in this rural municipality understand and enact policy discourses associated with English during the current times has to do with policymaking as a link, not as a top-down execution of centralized and, most times, decontextualized mandates for the rural areas. In this sense, one of the participants in the study referred to the image of a chain composed of many links, which, by being connected, are part of the components of the policy as a whole. This metaphor, similar to the many layers of the onion, proposed by Ricento and Hornberger (1996), insinuates that language policies are multilayered constructs, where their essential components, agents, levels, and processes, permeate and interact with each other in multiple and complex ways, as policies are translated from their initial formulation until they reach local contexts, where they actually find their fulfillment. In this respect, as Spolsky (2004) manifests: “language policy exists within a complex set of social, political, economic, religious, demographic, educational, and cultural factors that make up the full ecology of human life” (p. 7).


  Unfortunately, language policies in Colombia, as we have presented in this study, have not sufficiently taken into account the role played by different administrative, educational, and commercial actors; a role which is even magnified when we talk about rural communities far from the capital district of Bogotá, from where the policies have been delivered. In the case of teachers, and concurring with a rationalist approach to policy formulation (Correa & Usma, 2013), this national reform has centered primarily on the question of whether the policy has been properly implemented, not necessarily on how the complex variety of needs, lacks, and wants (Nation & Macalister, 2012) have been incorporated in the reform. As we have confirmed at the ground level, and was stated by Guerrero (2010) in her critical analysis of the national standards booklet produced by the national government as part of this reform, teachers, and we would argue local policy actors, have been attributed the role of “problem solvers” and “clerks” with little opportunity to enrich the policy texts with their concerns and particularities. In this line of thought, Ricento and Hornberger (1996) argue that teachers should be placed at the center of language policies, as they are the final arbiters of what happens inside classrooms. However, as we could confirm in this analysis of this rural municipality, teachers are not placed at the heart of the language policies as actors able to transform and reshape the policy; rather, they tend to be pointed out, even by their students, as the responsible ones for the policy that fails to produce the expected results.


  Contrary to that perception, we argue that language policies have not had any significant impact in the region under examination because formulation and enactment of language policies by government officials ignore the role played by educational actors as they are in the core of the educational system, and finally they are the ones who determine the way policies discourses are enacted. But as we pointed out, local teachers tend to be blamed by the central authorities and presented to the public as the key people responsible for the little improvement in the educational system in connection with the reform. This ends up with language teachers being held accountable for the negative results, while the convoluted and complex panorama where these policies are enacted is usually ignored or oversimplified, at the expense of those who have traditionally been ignored all along the policy formulation process.


  This top-down and centralized model of reform may represent an array of consequences for the coming years. First, the policies might lose their primary essence, whereas the initial objectives that gave origin to the policies may not be represented for what happens at the ground level. A possible reason has to do with the way the national government enacts the policies, and how policymakers at the national level execute power from governmental offices and import guidelines that ignore the local contexts of regions. Consequently, in a town like the one chosen, language policies do not go beyond raising the curiosity of the locals, who perceive these reforms as decontextualized ideas that do not necessarily respond to the reality surrounding the community.


  Another consequence of ignoring this central link, as far as a strategy for competitiveness and as it is highlighted in the findings, has to do with the way such policy discourses do not raise the interest of that particular community. In the specific case of the selected municipality, students do not “buy” this discourse of competitiveness. Perhaps in bigger cities, students are mindful of the importance of learning English to be able to compete in the global economy. However, this particular ideology has not penetrated the minds and hearts of young students in the selected municipality, considering the particular conditions of their own town.


  As we may argue, based on this study, the role played by the different educational actors, especially teachers, is critical in the enactment of language policies and should be considered. Nonetheless, the message conveyed by the language policies as such is not clear in regard to the incorporation of all educational actors in the enactment and dissemination of the policies. Moreover, this understanding of policymaking as blaming teachers and educational actors at the bottom of the educational system, is very far away from that of Ricento and Hornberger (1996) who, in analyzing the role of English language teaching (ELT) professionals, argue that “ELT professionals are already actively engaged in deciding language polices, how they promote policies reaffirming or opposing hierarchies of power that reflect entrenched historical and institutional beliefs and how they might affect changes in their local contexts” (p. 401). One of the reasons to attribute this designation to teachers as suggested by the interviewed administrative leader is that as teachers are immersed in the classroom, they are the ones, then, who can give reasons for the accurate or inaccurate implementation of language policies. Here, the engagement and the active participation proposed by Ricento and Hornberger are voided by a simple role of implementer that was attributed to educational actors.


  As we may conclude from this case, as in a mechanical chain where all pieces need to be assembled, the important role of each education actor must be taken into account and this includes not only those at higher levels but also every single individual in the great chain of education so that all processes may work. Considering this, language policies should be conceived as a chain at national, institutional, and local levels, allowing, this way, the processes of permeability and the active participation of all education actors in the formulation and dissemination of language policies. That was, at the end, what the education actors from this region sought.

  


  1With Spolsky (2004) we define foreign language education policies as those implicit and explicit norms or regulations that shape what, when, and how languages, and in this case, foreign languages, are taught and learned in the school system.


  2A Certified Municipality is that educational secretary that does not depend on the department’s management, but has enough resources to sustain and develop its projects on its own. It handles its own teachers’ payroll and all expenses that are required for its proper functioning. There is a decree (2700 of 2004) that describes the process in which a municipality shall certify itself: http://www.mineducacion.gov.co/1759/articles-85921_archivo_pdf.pdf.
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  This study investigates the impact of implementing collaborative learning from a social and dialogical perspective on seventh graders’ interaction in an English as a foreign language classroom at a public school in Bogotá, Colombia. Thirty students participated in this action research where field notes, questionnaires, semi-structured interviews, and artifacts of students’ work were used to collect data during a complete academic year. Results show that taking a critical approach to language education and understanding collaborative learning as a social construction of knowledge can ignite opportunities for changing traditional teaching and learning practices where both the teacher and students take different roles, thus balancing classroom relations and interaction among participants and also promoting students’ empowerment.
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  Este estudio analiza el impacto del aprendizaje colaborativo entendido desde una perspectiva social y dialógica en la interacción de estudiantes de séptimo grado, en clase de inglés, en un colegio público de Bogotá, Colombia. Treinta estudiantes participaron en esta investigación-acción en la cual se recolectaron datos a través de notas de campo, cuestionarios, entrevistas y artefactos producidos por los estudiantes. Los resultados indican que adoptar un enfoque crítico en la enseñanza del lenguaje y entender el aprendizaje colaborativo como una construcción social del conocimiento puede propiciar oportunidades de transformación en las prácticas tradicionales de enseñanza-aprendizaje donde el docente y los estudiantes asumen roles diferentes balanceando las relaciones y la interacción en el aula y promoviendo empoderamiento en los estudiantes.
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  Introduction


  Humans are social beings by nature and through social interaction they learn how to live and participate within a group and how to get along with others (Kagan, 1992). However, in traditional education, teacher-centered practices are usually favored and the students are habitually sitting in fixed rows having little opportunities for interaction and collaborative work. This type of school setting, which is typical in Colombian public schools, is also characterized by large groups, lack of motivation, unsafe environments, and social inequities (Guzmán, 2006; Parga Herrera, 2011).


  Additionally, in many English as a foreign language (EFL) classrooms in public schools, students’ interaction is often disregarded or neglected because there is a strong focus on the teaching of the linguistic components of the language and a palpable lack of interest from the students to learn the foreign language since it is not used “for authentic communicative purposes in their social surroundings” (Palacios & Chapetón, 2014, p. 11).


  Systematic preliminary observation of the EFL class at the public school where this study took place showed two additional key issues that prompted this research. First, it was noticeable that the students tended to be disrespectful and rude to each other and sometimes to the teacher. Second, students found it difficult to work in groups, to listen to each other, to help each other to accomplish a goal, or to commit and engage in the activities proposed by the teacher, that is, group work problems—which have been widely acknowledged (see for example Ruiz-Esparza, Medrano, & Zepeda, 2016)—were also evident.


  As an alternative to overcome these particular situations that are affecting not only our classrooms and public schools but also our society, this study aimed at describing the impact of implementing collaborative learning from a dialogical perspective on seventh graders’ interaction in an EFL classroom. Thus, the purpose of this action research project was to transform the traditional teaching and learning EFL practices at this school—that seem to focus chiefly on linguistic aspects of the foreign language—and to consider the students’ social context and a more humane and dialogical vision of teaching. This goal bears particular relevance in a society where education plays a fundamental role in preparing students to be active citizens able to interact effectively with others in and beyond the classroom boundaries.


  Theoretical Considerations


  The theoretical approach that frames this study is centered on a critical and dialogical pedagogy (Freire, 2002; Freire & Shor, 1987) understood as an alternative for educational and social transformation and collaborative learning, also a teaching perspective which focuses on group work and fosters social skills. These two theoretical perspectives and the way they were articulated in this study are discussed as follows.


  Dialogical Education: An Alternative for Social Transformation


  A critical and dialogical approach to learning implies a transformation in education. Going against the idea of education as a pure transference of knowledge that merely describes reality, dialogue, critical reflection, and praxis are essential elements to critical pedagogy (Freire, 2002; Freire & Shor, 1987). Freire (2002) proposes the notion of praxis as dialectic of action and reflection in the learning process; that is, confronting reality critically and acting upon that reality through a process of communication where there exists a co-participation of the teacher and the students in the act of learning. In his view, “the particular language in which dialogue takes place is not necessarily what is important. What is fundamental is that individuals, in relationship to others, find languages in which to communicate, dialogue, and create and recreate the world” (LH, 2008, para. 10).


  Freire (2002) argues that “without dialogue there is no communication, and without communication there can be no true education” (p. 92). He also highlights that knowing is a social event e.g. “I am knowing something in reality, with others, in communication with others” (Freire & Shor, 1987, p. 82). Barlett (2005) claims that for Freire, all learning is relational and knowledge is produced in interaction; thus, “dialogue refers to the active participation of student and teacher in discussion and analysis” (Dueñas, 2013, p. 88), going beyond the traditional culture of the teacher possessing and transferring knowledge statically. From a critical and dialogical perspective of education, the teacher is placing knowledge as a problem for mutual inquiry. In this process students gain a sense of empowerment when interaction is directed toward a critical examination of students’ experiences and contexts (Shor, 1992).


  This study is situated within the framework of a dialogical education because this approach enables the humanization of teachers and students. In a humanizing pedagogy, both teachers and students are subjects who engage in critical readings of their reality through reflection, action, and committed involvement. In such dialogic process, there is a social construction of knowledge and mutual learning that encourage students to understand and re-create their reality. In that sense, education becomes the means to social transformation.


  Collaborative Learning: A Social Construction of Knowledge and Mutual Learning


  According to Smith and MacGregor (1992), “Collaborative Learning is an umbrella term for a variety of educational approaches involving joint intellectual efforts by students, or students and teachers together” (p. 11). The basis for these approaches is constructivism meaning that knowledge is constructed and transformed by students. Gerlach (1994) claims that collaborative learning is based on the idea that learning is a naturally social act. Through group work, students are supposed to talk with each other, and it is in this talking that much of the learning occurs.


  Collaborative learning is based on these premises: (1) “learning is an active, constructive process” (Smith & MacGregor, 1992, p. 11); (2) “learners benefit from others’ knowledge and viewpoints; (3) dialogue and active involvement promote learning; and (4) learning takes place when learners critically reflect on their knowledge” (Zygouris-Coe, 2012, p. 333). This type of learning encompasses three main aspects. First, there is social and intellectual involvement where students are more active and build closer connections to other students, their courses, and their learning. Second, there is cooperation and teamwork when students build their capacities for tolerating, resolving differences, for making agreements that take into account all the voices in a group, and for caring how others are doing. And third, there is civic responsibility since collaborative learning encourages students to acquire an active voice through dialogue, deliberation, and the consensus to foster participation and a sense of responsibility to the community.


  It is our belief that taking a collaborative learning approach in this study may serve as a stepping stone to foster involvement, teamwork, and responsibility in dialogic bases, where active participation is ensured and students are engaged in discussion while taking responsibility for their learning.


  In sum, the two key constructs are seen as interrelated because both consider learning as a social act where students are encouraged to reflect, talk, solve problems, and make decisions. Critical pedagogy as a dialogical education approach frames the teaching practice where the teacher and the students are engaged in examining social issues of their reality to mutually construct knowledge while collaborative learning provides opportunities to discover ways to maintain dialogue, negotiate meaning, work together, accomplish academic goals, and take actions which may contribute to the development of a more equal and tolerant classroom environment.


  Research Design


  This action research takes a critical perspective in order to identify and investigate problems within a specific situation; it is cyclical, evaluative, reflective, and participatory, where changes and improvement in practice are based on qualitative data (Burns, 2003). Thus, action research centers teachers’ reflections on their educational context leading to the interpretation and improvement of their context-situated practices (Cárdenas, 2006) where the understanding of students’ needs and particularities is at the core.


  This study was conducted at a public school located in the southeast of Bogotá with an average size of 1,200 students whose ages ranged from three to twenty years old. A seventh grade group of 30 students, 19 males and 11 females, whose ages ranged from twelve to fifteen participated in the study. According to the school English level classification, these students are in the basic/lowest level. Preliminary systematic observation at a diagnosis stage of this study showed that these students have serious behavioral and academic difficulties. Rude and usually disruptive behaviors reflect students’ social context, which is affected by a lack of opportunities for social promotion, economic crisis, danger, and violence.


  Data were collected through the use of an initial questionnaire, field notes (supported by video-recordings of class sessions), students’ journals, semi-structured interviews, and artifacts. The systematic data collection process was developed in four cycles during sixteen weeks throughout the academic year.


  Pedagogical Intervention


  With a critical and dialogical perspective in mind, the cycles of this pedagogical intervention were organized around topics and purposes that fostered collaborative learning and group work. These topics and purposes were articulated to the EFL contents included in the course syllabus and were connected to the most immediate surroundings and realities of the students.


  In the initial exploratory cycle students introduced themselves and introduced classmates by exchanging personal information. In Cycle 1, students built up teams, decided on each member’s role according to his/her qualities, and established agreements to facilitate group work in the team and in the classroom. In Cycle 2, students took the initiative to move out of the classroom to get to know the school community. They interviewed school members and reflected upon roles, rights, and responsibilities at school. In Cycle 3, students focused on the family as a community. They reflected upon the roles of family members, identified rights and responsibilities within the household, and reflected upon the qualities a family should have. This final cycle closed with a socialization session where students shared the experience and outcomes of the process.


  Importantly, cycles one to three were developed in a way that allowed students to read their realities, learn about roles, rights and responsibilities within each community, and reflect upon those realities to later propose actions that would eventually lead to transformations in those context-situated scenarios.1


  Findings


  Using a grounded approach (Corbin & Strauss, 2008), data were compared and analyzed through a process of triangulation that involved line-by-line analysis and color-coding techniques to name, group, and find relationships among emergent themes or patterns that resulted in the categories and subcategories shown in Table 1. The discussion of the findings is as follows.
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  Transforming Practices in the EFL Classroom Setting


  This category refers to the changes in the EFL classroom practices that emerged during the pedagogical intervention which, on taking a critical perspective (Freire, 2002; Freire & Macedo, 1987; Freire & Shor, 1987), focused on a humanistic approach that required adopting reflexive pedagogical practices that emerged through dialogue. Dialogue refers to the active participation of students and teacher in discussion and reflection, establishing a democratic setting where students’ voices are taken into account, giving them the opportunity to be involved in class decisions. As Dueñas (2013) points out, “dialogue seeks not only to increase active student participation in the classroom but also to develop a critical social consciousness among students” (p. 88) and a sense of responsibility in their learning process.


  The analysis of data showed that the activities developed in this study broke with the traditional banking model of education (Freire, 2002; Freire & Shor, 1987) where knowledge was transmitted by the teacher and the classes were focused on linguistic components of the language. By means of dialogue, a meaningful learning environment was developed. This new perspective enhanced students’ capacities to change their passive roles and take it upon themselves to be agents of their own learning. This critical perspective also stimulated collaboration, decision making, participation, and social responsibility. The three most important changes identified in the different instruments gave rise to three subcategories which are discussed as follows.


  Balancing Classroom Relations Among Participants


  Interaction is understood in this study as a dynamic process where the participants, both students and teacher, express their own ideas or comment on those of others in a dialogical co-construction of knowledge. It implies a movement away from traditional practices that are centered on the teacher to a more student-centered classroom where students have the opportunity to use their L1 (Spanish) or the foreign language when possible—given their low English level—to express their ideas, reflect, and play an active role in the learning process.


  The changes in the teacher’s and students’ roles and the relations of power were essential for a balanced classroom relationship. Regarding the change in the teacher’s role, the following excerpts illustrate how the teacher assumed a role that values students’ voices and invites them to reflect on their group work, and propose ways to improve it. Another important aspect is that the students were encouraged to challenge and criticize their social reality and at the same time take part in the construction of knowledge. In this sense, and following Freire’s (2002) view, the teacher’s role was as problem poser; asking questions, and proposing activities that would help students reflect on aspects of their lives:


  
    Before we started with this session, I, the teacher, discussed with students about their work and attitudes during the implementation of the first cycle. I also considered the comments of the students in their journals as well as the group reflections. I asked each group about their difficulties and how they would deal with them. (Field notes, Cycle 2, Session 1)
  


  
    S.DG:2 This is the only class, I had never seen a teacher who cares about the students . . . who likes that we make comments, that we make decisions, organize and think.3 (Student’s journal, Cycle 1, Session 4)
  


  
    When working on the guidelines to interview the school community, I asked students to suggest how we would approach the school community. I asked them: “What would you do first?” One student said “preguntar” (ask a question). I said: “and before that?” One student said “saludar” (greet). I said “right, very good!” And I wrote on the board what the students suggested. I said “greeting is very important.” Then, I asked them “what would you do next?” S.MF said: “presentarse” (introduce oneself). I said: “Very good! Introduce yourselves and your group.” Then I asked them: “What else would you do? S.WA said “las preguntas” (ask the questions). I said: “Excellent.” (Field notes, Cycle 2, Session 1)
  


  These excerpts show that the teacher guided and provided spaces where the students could participate, express their opinions, and reflect; promoting a dialogical process where all participants contribute to make decisions and develop a mutual learning process that transforms the classroom into a place of social construction and equal participation. Thus, the teacher is not a person that transfers knowledge, but a person that perceives together with the students, and actually is a facilitator of knowledge construction (McCowan, 2006). In Freirean words, a “liberating teacher,” that is, a teacher who never imposes his or her own notions about how to deal with a specific situation, but listens to students and poses questions to help them think critically about the situation and make decisions about what action to take. This is illustrated in the following sample where students made decisions about the agreements to be established to benefit group work:


  
    I walked around the classroom listening to the groups. S.JPE told her that two teammates were listening to music. I told him: “That could be a problem to your group. So, what could be the agreement of your group?” and S.JPE said: “Don’t listen to music at school”. I asked him: “at school or in class?” S.JPE answered: “in class.” (Field notes, Cycle 1, Session 3)
  


  In a real dialogical relation among participants, there is equal opportunity for all members to speak, decide, and propose (Freire, 2002). This means that students play also an active role that encourages them to participate in a democratic educative process where all, teacher and students, are considered equal, and have the opportunity to choose and make decisions:


  
    S.MO: We elected to choose the group members, then, my classmates and I started to interview each other, asking what we had in common. The teacher allowed us to choose freely. (Student’s journal, Cycle 1, Session 1)
  


  
    S.BG: We shared ideas to define “community” and also we gave some examples identifying the communities we all belong to, we organized and selected the school staff we wanted to interview. (Student’s journal, Cycle 2, Session 1)
  


  
    S.XP: I felt good sharing and listening to my classmates’ ideas without looking at the textbook. With our own ideas and knowledge we defined those words [rights and responsibilities]. (Student’s journal, Cycle 2, Session 3)
  


  The previous excerpts describe the way students contributed to the decisions of the class. The first excerpt describes how they could choose freely because it was a democratic election. In the second the student describes how students could give ideas and listen to their classmates to construct knowledge and take actions to know the school community. These samples demonstrate that the students became active agents in the classroom, breaking down their traditional passive roles, and contributing to decision-making processes. The students’ interest, participation, and engagement in the different activities were more evident because their voices, knowledge, and experiences were recognized and taken into account in the English class.


  The new teacher’s and students’ roles implied a new power relationship in the English classroom, where power was negotiated and shared among participants through dialogical interaction. But it did not mean that the teacher no longer taught or set aside her responsibilities; it meant, rather, to create possibilities for students to contribute and to be responsible for their learning process:


  
    S.LO: The teacher is the guide. She guides us and lets us rule. She lets us rule, too.

    T: Rule? What do you mean?

    S.LO: I mean, we, each one of us has a role to play, for example, I’m the coordinator, thus, I have to guide my classmates, my group, and be attentive guiding them. (First interview)
  


  
    T: said that today, considering the difficulties that they have seen, each group would choose agreements to work on and have a better relationship with their teammates. (Field notes, Cycle 1, Session 3)
  


  Giving students the possibility of establishing their own rules, taking responsibility for their own behavior and their learning process, and participating in classroom decision making enabled a balanced classroom interaction among participants through a new vision of the teacher’s and students’ roles. In consequence, a democratic environment was promoted where students’ voices were valued with greater opportunities for equal participation and socialization.


  Changing Traditional Teaching and Learning Practices


  The analysis of data showed evident changes in the English classroom practices. The first change is related to the new class arrangement that includes a new distribution of the students’ desks, and the use of different spaces at the school besides the classroom. In traditional classrooms, the students are seated facing the board, in rows, where the teacher takes a front position. As the purpose of this study was to promote interaction through collaborative learning, the classroom distribution was more flexible; the students sat next to their groups’ members and had opportunities to work together:


  
    S.EA: Since we chose the groups, we never sat in rows again; instead, we sit in groups, close to our teammates. I liked that because we are close, together. (Student’s journal, Cycle 1, Session 1)
  


  Seating the students in groups was important because they felt they could get closer, they could see each other and establish a connection that let them interact and get engaged in class activities. This new seating arrangement fostered students’ participation, confidence, interaction, and mutual learning and helped them focus on the activities.


  Besides, the students had the opportunity to go outside the classroom and learn in a more meaningful way because they connected what they were learning with meaningful experiences. As mentioned before, students visited the different school places and interviewed the school community at work:


  
    S.DG: Going out the classroom was cool, we had never been outside, we are always enclosed, here we went out to see the school and meet people. (Second interview)
  


  
    S.XP: In this class we share ideas, we share a lot in groups and we develop activities outside de classroom and that’s interesting and fun. (Student’s journal, Cycle 2, Session 3)
  


  This was a new experience for students because they are usually inside the classroom. Taking students outside the classroom helped them to develop interest in knowing the school staff, which students found fun and interesting. It made learning more engaging, meaningful, and relevant because they could interact with others and explore the school context.


  A second change is related to the topics developed in the English classes. These topics were not only related to the traditional content of a seventh grade English class syllabus at this public school, which includes knowledge of vocabulary and grammar, but they were also related to social and personal issues. Topics such as personal information, the school places, professions, likes and dislikes, the family, were more challenging and interesting for the students because they were connected to their own realities by exploring rights and responsibilities at their most immediate surroundings.


  
    S.DV: I had never worked in an English class like in this one because we talk about different things like our rights and responsibilities. The great difference in this class is that we learn about different things, here we learn things to be better in class and in life. (Student’s Journal, Cycle 2, Session 4)
  


  
    S.SQ: Here we talk about our families and, I mean, more things about ourselves, more personal things. (Third interview)
  


  It is important to highlight that the topics were presented to the students as situations of their reality that were known by them, so that they could share their own experiences and ideas on the topics. Activating students’ prior knowledge not only helps students to make connections between what they know and what they are about to learn, but also learning becomes meaningful because the topics are relevant to the students.


  The activities developed in the English classes also changed because they enabled students to make connections with their reality and provided opportunities for interaction, reflection, participation, and cooperation. The students were interacting with different people, not only with the teacher and their classmates, but with the school community and their relatives. The interactions and activities also involved different spaces that were related to learners’ social contexts, like the classroom, the school, and home:


  
    S.RG: We interviewed our families, also the school staff. I think that’s interesting because we had never done that. (Third interview)
  


  Students were also encouraged to reflect not only on what they had learned about group work, but on their reality, and their roles in the different communities (group, school, and family). This developed in them a sense of belonging and membership that was encouraged through reflection. The Freirean pedagogy states that critical reflection is also an essential element in dialogical education. Reflection is a mental process that goes beyond thinking or recalling information; it is a process of questioning. This reflective process was developed in this study through reflective activities according to the topics developed, through the use of individual journals, and through group reflection:


  
    S.ND: Here we reflect; we don’t do it in other subjects. I think it’s important not to throw the garbage on the floor, to have better vocabulary, to attend the class sessions, to be responsible, not to yell at teachers, etc. (Student’s journal, Cycle 2, Session 4)
  


  
    S.DV: I think it was very good that we could write in the journals because it was not only about answering yes/no questions, but we could write what we think and feel. (Third interview)
  


  Reflection is necessary to understand reality and be aware of the part we play as members of the different communities. This change in traditional classroom activities allowed students to explore ideas within their immediate contexts and, in doing so; they realized that actions can be performed to contribute to building a better world for themselves and others.


  Experiencing a New Group Work Vision and Practice


  Learning is seen in this study as a social process that not only involves the acquisition of knowledge but, as Oxford (1990) claims, involves some social strategies that support and regulate that learning through interaction and communication. It was found that collaborative learning was an option to promote this social learning through group work, because it was a strategy to foster interaction and actively involve students in the learning process. Unfortunately, at school many teachers and students are reluctant to do group work because they have had unpleasant experiences:


  
    S.LO: [teachers] don’t like group work simply because we don’t take it seriously, we do other things different from what we should do. (Second interview)
  


  
    S.XP: In the groups I had been, communication is not good, there are no ideas, people don’t take it seriously, there’s no good communication. (Student’s journal, Cycle 1, Session 2)
  


  As shown above, some students and teachers share a negative perception of group work because they have seen that only some students do the work, the time is wasted, and there are conflicts and indiscipline. As this problem was one of the reasons that originated this study, we decided to follow the strategies suggested by experts in collaborative learning (Gillies, 2007; Gresham & Elliott, 1990; Johnson, Johnson, & Holubec, 1994; Kagan, 1992), bearing in mind a critical perspective that fostered a new vision and an effective use of group work. Placing students in groups and giving them work to do does not mean that they are working together. For an effective group work, the participants of this study were involved in the teambuilding process; they had an active participation because they chose the members of the groups, they gave a name to the group, and chose an emblem that identified them as a group. This contributed to the development of a sense of belonging since all members were recognized by their roles and worked together in base groups, where students stayed together for a long period of time, with stable membership. Students made a name tag that included the name of the group, the emblem, the students’ roles, and then students’ names (see Figure 1). Each student wore the tags thus being identified by their classmates and by the school community during the interviews.
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  But setting up groups is not enough; students also need to know how to function as a group. It is our belief that group work fails because we, as teachers, do not show our students how they should work in groups. For effective group work, both the teacher and students play important roles. Teachers facilitate group work and students are actively participating and taking responsibility for monitoring, planning, adjusting, and assessing their individual and group work.


  Group work requires that all students become involved; it was achieved in this study by implementing some of the strategies suggested by the experts. The first strategy was that each student had a role; it helped to distribute responsibility among group members and ensured students’ participation. The roles were chosen by the students from a list of options given by the teacher, a clear description of each role was given, and each group member decided which role to take. This allowed students to engage in dialogical interaction where they identified their qualities and the groups made decisions thinking about the group benefit:


  
    S.LT: My roles are speaker, time keeper, and recorder. We decided on the qualities of each group member: their abilities, their behavior, their way to be organized, and other qualities. And we selected each member so that each could benefit the group. (Student’s journal, Cycle 1, Session 2)
  


  
    S.LG: Since each one of us had a role, each one focused on his own work: writing, reading, drawing, speaking, that’s it, playing the role that each had. (Third interview)
  


  The samples presented above show how roles promoted equal participation, facilitated group work, and ensured that all members of the group contributed. Additionally, students felt more confident and comfortable and accepted their responsibilities because they could decide the roles themselves; also, their peers recognized their qualities.


  Students also established group agreements that helped them to create a better environment to work, interact, develop good behavior, and function better in groups. Having the whole class choose some agreements made for the English classroom resulted in constructing better relationships among classmates and a better learning environment:


  
    S.EC: Having chosen group agreements was good because there are some classmates that didn’t pay attention, they were joking or bothering others and I think it’s good to have agreements so that we all can help each other and can do things better. (First interview)
  


  
    S.SQ: We established agreements to work better in the English class, to listen to each other, to understand what the teacher said, not to bother other groups, and be tolerant.

    T: and how did you establish those agreements?

    S.SQ: Each one, each group member gave his idea, and we reach agreement to be able to work better in the English class, to behave better, to work, to do the homework: the guidelines. (Third interview)
  


  As shown above, students identified key aspects that fostered effective group work. They became aware that they needed each other and that it was important to help each other, to listen, and respect each other in order to have a better environment in which to interact, communicate, and learn. Each group made a poster of the group agreements (see Figure 2) then, the artists of each group got together to make a poster of the whole class agreements which was posted on a classroom wall.
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  Posting the groups and class agreements in a visible place helped students to remember and monitor their accomplishment. Students had time to analyze how they were working and find out what they needed to improve upon. They had time for group reflection at the end of each session. Team reflection or group processing is a very important principle of collaborative learning (Gillies, 2007; Johnson et al., 1994; Nunan, 1992), since groups need time to reflect on their experiences in working with each other as it contributes to the success of group work and to the maintenance of good group relationships. Through group work, students shared common goals, a physical place, materials, information, and resources; they distributed responsibilities and established a group identity that let them interact and develop a sense of belonging, cooperation, and unity.


  Promoting Students’ Empowerment


  This category refers to the character traits discovered and developed by students in the dialogical student-centered environment promoted in the English classes. The analysis of data showed that the new teaching and learning practices implemented in this study helped students to become aware of their potentials as a person and as a student, and how they could contribute to their group, class, school, and family. These potentials were developed by working together, experiencing democratic practices in the classroom, and having the opportunity to be responsible for their own class work. In the critical pedagogy view taken in this study, the process where the students gain self-development is called empowerment. It is understood as the process that gives students the capacity to be in charge of their individual and group work and improve their own and group performances.


  Findings show that students’ empowerment was an ongoing process that involved both personal development and social awareness. These were fostered by students’ active participation in the classroom, team members’ support, constant reflection, and dialogical interactions. As Shor (1992) claims, “individual growth is an active, cooperative and social process, because the self and the society create each other” (p. 15). This process implied self and social changes that are going to be presented and explained as follows through the two subcategories that emerged from the data analysis.


  Encouraging Personal Growth


  This sub-category refers to the personal development observed in the students by working in groups and having an active role in the English class. Students became aware of their personal qualities that encouraged and helped them to assume responsibility for themselves and their group work. The data analysis revealed that the support and social interaction with their teams as well as their active role in the development of the different activities provided students opportunities to discover and foster their autonomy, self-control, and leadership.


  Autonomy refers to the capacity to take responsibility for our own learning (Benson, 2000). This author argues that it is a social construction that implies interdependence. Data showed that when students engaged in group work, they were less reliant on the teacher because they were in charge of their work and became more responsible:


  
    S.HV: To me, it’s cool to work in groups because one has to be a lot more responsible, one respects more, and all the classmates change. (Student’s journal, Cycle 1, Session 2)
  


  
    S.WA: We learnt what a group is and how to work in groups, we didn’t need to have the teacher telling us what to do, but we worked. . . . We organized ourselves and we didn’t need that she gave us commands; we organized the activities because we knew our roles. (Student’s journal, Cycle 3, Session 4)
  


  In the previous excerpts students expressed that through group work, they could be more responsible because they decided how to work and they made group choices and decisions. It was evident that with the collaborative work discussed in the first category, students organized the groups and assumed their responsibilities according to the roles that they had chosen. It helped them to be more independent and interdependent because they were working together without the teacher’s control. This point is highlighted by Nunan (1992), who claims that being autonomous means to be independent of external authority, but it does not mean individualism. Through dialogical collaborative learning, students learned that all the decisions and choices were made by the group members, and it implies the notion of interdependence, being able to cooperate with others.


  Along with the development of autonomy students also developed self-control. According to Gailliot and Baumeister (2007), it is a conscious capacity to control one’s impulses and unconscious or habitual responses. Before the implementation of this study, some students used to behave in rude and disrespectful ways, or react physically or verbally rude if someone bothered them, and only some students did the work. Engaging students in reflective group activities that demand their responsibility and commitment helped them to realize that it was necessary to transform their attitudes to benefit themselves and their groups, and to facilitate collaboration and group work among group members:


  
    I have seen that students who were rude are now more respectful and focused on the activities. After they chose roles and selected the group and class agreements, they have changed their behavior, for example S.JE was always bothering the students that were next to him, and mocked their classmates for their answers or physical appearance, now he works and he is focused on the activity. (Field notes, Cycle 2, Session 1)
  


  
    S.JS: For the first time my behavior was good because I was focused all the time on the work. S.FH was working all the time, too. (Student’s journal, Cycle 1, Session 2)
  


  These samples show that when students have an active role and more responsibility in the group and class work, they transform their attitudes and habitual responses and behaviors. This is because they are focused on the activities, on their classmates’ contributions, and on their own roles. It is important to highlight that roles and group and class agreements were essential elements of this change because they assumed them as part of their responsibility and tried to be bound by them to work better.


  Another finding is that through dialogical collaborative learning it was possible to identify leadership skills in some students: “Leadership is defined as the ability to motivate and enable others to contribute towards the success of the group which they are members of” (Lyne de Ver, 2009, p. 8). It was found that some students were in charge of their group, they organized and distributed the activities, provided support, and checked to ensure that all the group members were working:


  
    S.JS: I noticed that S.JE makes all the group members work; this is something that is not visible in other classes. (Student’s journal, Cycle 2, Session 2)
  


  
    S.LT: By working in groups I realized that I’m a good leader, that I’m a very smart person, and I controlled that all the members were fulfilling their roles, I made sure that they understood and that we all did things well, always having their opinions in mind, and respecting my teammates’ opinions. (Student’s journal, Cycle 3, Session 3)
  


  
    (S.BB), (S.JE), (S.LT) are leading the group work now and helping their teammates; they talk for their groups when they present the group work to the whole class, they are the ones who explain, ask, and help the others to answer according to the key samples in each activity. (Field notes, Cycle 1, Session 4)
  


  By working in collaborative groups, leaders emerged; these students identified and demonstrated their qualities which, in some cases, they themselves did not know of. These leaders were recognized by their groups as good guides, they could engage others in the group work, helped their teammates to understand and develop the different activities, provided support, and held the team together. Importantly, as S.LT mentioned, the relation between the leader and the group members was not of authority or imposition, but instead was a balanced relationship where the entire group decided and worked, and all the opinions were taken into account. In this respect, Rothstein-Fisch and Trumbull (2008) highlight that “leadership appears to come from the desire to contribute to the group rather than to gain individual recognition” (p. 42).


  Building Social Awareness and Citizenship


  This subcategory refers to the social awareness that was built from the activities developed in group work, which were focused on dialogue and reflection upon the students’ reality. For Freire (2002), an education for liberation is developed through an education based on dialogue, critical reflection, and praxis which are the three basic elements of conscientization. “Conscientization refers to the process in which men, not as recipients, but as knowing subjects, achieve a deepening awareness both of their reality that shapes their lives and of their capacity to transform that reality” (Freire, 1970, p. 27). McCowan (2006) highlights that conscientization is not an individual process; it must take place in a collective context. In this study, the students developed different group activities that let them identify, reflect, and act upon their reality in order to transform it. Discussing and reflecting on the rights and responsibilities students have in their different contexts opened a new path towards conscientization that allowed them to see their own realities, develop a sense of belonging and thus, think of actions they could take to transform those realities:


  
    S.GC: This helped me to learn about my rights and responsibilities because we can learn about the rights people have, to be a better person, not to humiliate others, and to be able to defend oneself. (Student’s journal, Cycle 2, Session 4)
  


  
    S.LDG: It’s important to think and reflect about these topics [rights and responsibilities]; I learnt that they are part of our lives, of our future, they’re important to get conscious that we are part of the school . . . part of a community; we should take care of the classroom and desks, keep them clean. (Student’s journal, Cycle 2, Session 4)
  


  The students considered that the activities of reflection developed in class helped them to learn, go beyond the topics, and be aware of their reality. As the process of conscientization involves reflection and action upon reality, the students reflected and recognized themselves as valuable people and as part of a group and part of a community.


  By empowering students to reflect on their reality, to become conscious of their roles in that reality, and to take collective actions to transform it, a social awareness grows that leads students to develop a sense of responsibility to the community. This sense of responsibility or civic responsibility is understood in this study as citizenship. To Mockus (2004) becoming a citizen means to develop collective processes to undertake actions considering the well-being of all, the common good, and establishing good relationships based on tolerance, solidarity, and respect.


  Since 2003 the Colombian Ministry of Education has included a Citizenship Education Program in schools. This program attempts to develop citizenship competences that can make a contribution to overcome the current violence and the social problems of our country and enable citizens to become active and responsible participants in society. This goes along with Freire’s (2002) idea about critical pedagogy that promotes social awareness. This study is focused on an active pedagogy; the students become active members not only in the classroom but in the different contexts where they have interacted during the implementation of this project. In this process, students gained experience to know about and claim their rights and understand their responsibilities, take responsibility for themselves, and act and participate constructively. It is a lifelong process that prepares students for the challenges and opportunities beyond the school context and makes them reflect on their future lives.


  Conclusions


  This study indicates that implementing collaborative learning from a critical perspective can foster changes in the EFL classroom. Although there were challenges to face mainly due to the big group size and to the students’ lack of interest in committed group work—mostly at the initial stages of the process, evidence showed transformation in the teaching and learning practices. First, changes in the teacher’s and students’ roles, where the teacher was a facilitator who questioned and promoted dialog to guide students toward knowledge construction while students were active agents who participated, chose, and made decisions. Here both the teacher and students had equal opportunities to speak, decide, and propose actions to be implemented, thus balancing classroom relations among participants. Second, linking the syllabus topics to students’ realities was also relevant. A critical approach to education relates class topics to social and personal issues, thus making learning interesting and meaningful for the students because topics are connected to students’ world and they can share their own experiences and knowledge (Palacios & Chapetón, 2014).


  Students transformed their view of working in groups into a meaningful experience because they worked on collaborative teams being motivated to organize, sustain, and reflect upon group work. Learners established group identity that developed a sense of belonging; they learned how to function as a group through specific roles and responsibilities and also established group agreements that helped them to develop better behavior, interactions, and the ability to work better as they reflected upon their individual and group work. Thus, students realized that they needed each other and that each member and their contributions were necessary for group success. With responsibilities shared, team members were heard, taken into account, and respected.


  This leads to one of the most striking findings which relate to students’ empowerment. Through the implementation of a dialogical perspective to language education, personal development in the students was observed. Qualities such as autonomy, self-control, and leadership were fostered thus encouraging learners to be more responsible for themselves and their group work. It was also identified that students built social awareness and a sense of citizenship was ignited. Students were engaged in activities that promoted reflection, analysis, and dialogue upon their reality enabling them to become aware of their capacity to transform that reality. It led students to develop a sense of responsibility to the community or toward citizenship because they became active members not only in the classroom but in the different contexts where they interacted. It made students reflect on their future lives and prepared them to be active citizens who could take part in society.

  


  1For a comprehensive account of the pedagogical intervention please see Contreras León and Chapetón Castro (2016).


  2Abbreviations are used to protect students’ identities.


  3The students’ original voices were in their L1, Spanish. Translation was made for publication purposes.
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  The study aims to understand what factors may motivate and demotivate students with low emotional intelligence to participate in speaking activities during English class. Participants wrote an emotions journal to identify factors affecting student participation and were then interviewed at the end of the study period in order to elaborate on their experiences. Results showed that male participants experienced a wide range of negative emotions while females experienced a reduced number. However, in comparison, women experienced negative emotions frequently while men experienced them occasionally. Results also showed that males and females differed in the way that they perceived and faced situations, and in how they regulated the emotions generated by these situations.


  Key words: Emotional intelligence, foreign language learning, motivation, speaking skills.

  


  Este estudio tiene como objetivo entender los factores que pueden motivar y desmotivar a estudiantes con inteligencia emocional baja a participar en actividades orales en sus clases de inglés. Los participantes escribieron un diario para identificar los factores que afectaron su participación y fueron entrevistados al final del estudio con el propósito de profundizar en sus experiencias de aprendizaje. Los resultados mostraron que los hombres sienten una amplia gama de emociones negativas mientras que las mujeres experimentaron un número reducido de estas, aunque con mayor frecuencia que los hombres. Los hombres y las mujeres se diferencian en la forma en que perciben y enfrentan situaciones, y en cómo regulan las emociones originadas por estas.


  Palabras clave: aprendizaje de lenguas extranjeras, habilidad oral, inteligencia emocional, motivación.

  


  Introduction


  Learning a foreign language requires investment in the practice of linguistic skills. The skill of speaking in the target language has been revealed as being the most challenging for language learners due to its interactive nature (Harumi, 2011; Méndez, 2011; Woodrow, 2006; Zhang & Head, 2010). Students learning English as a foreign language (EFL) in a non-English speaking country have limited opportunities to practice their speaking skills compared to those doing so in an English-speaking country (Zhang, 2009). Although language learners recognise the importance of oral practice to achieve communicative competence, linguistic problems (Harumi, 2011) and the reactions they trigger (Méndez & Fabela, 2014) often cause students to avoid oral participation or remain passive when they are asked to express their ideas or opinions in language class. Some studies have reported that most language learners are concerned about making pronunciation or grammar mistakes when participating in classes because they fear teachers’ negative judgement or their peers’ mockery (Kitano, 2001; Méndez & Peña, 2013; Yan & Horwitz, 2008). Xie (2010) and Zhang and Head (2010) carried out two studies in China and found that “the reticence to speak or participate in classroom activities, usually attributed to the cultural and educational environment in which learners have developed, is positively affected by the controlling teaching practices imposed on students and not by culture” (Méndez, 2011, p. 54).


  This is supported by motivation theories that suggest that teachers who exercise authority and control in the classroom affect students’ motivation negatively whereas if teachers are flexible and comprehensive can positively improve it (Deci & Ryan, 1985; Littlewood, 2000). Thus, the negative attitudes and behaviours manifested by students may cause frustration and feelings of failure in teachers when their students seem unwilling to cooperate and participate in English speaking activities. Tsiplakides and Keramida (2009) suggest that teachers fail to recognise that these attitudes are a result of student anxiety, instead attributing them to a lack of motivation or poor attitude. Thus, it is important for teachers to recognise learners’ real emotions and how they affect their motivation to speak in foreign language class.


  In order to contribute to the literature on speaking ability in foreign language learning, this study aimed to understand what factors may motivate or demotivate students with low emotional intelligence (EI) to participate in speaking activities during English class.


  Emotional Intelligence and Speaking in a Foreign Language


  Emotional intelligence is the capacity to control and regulate one’s own feelings and those of others, and use them as a guide for thought and action (Barchard & Hakstian, 2004). People who have developed EI skills can comprehend and express their own emotions, identify emotions in others, regulate affect, and utilize moods and emotions to impel adaptive behaviours (Mayer & Salovey, 1997).


  According to Salovey, Mayer, Caruso, and Lopes (2003), EI is composed of four related abilities. They state that if people possess a high level of EI, they are able to accurately perceive how both they and others feel, use those feelings to help with the task at hand, comprehend both the way those feelings have arisen and how they will change, and then manage those feelings effectively to achieve a positive result. People who have developed a high EI are creative performers compared to those with a lower EI (Wolfradt, Felfe, & Köster, 2002). The development of EI is said to reduce stress not only for individuals but also for organisations, because it “enables employees to achieve work/life balance” and “enhance leadership capability and potential” (Chapman, 2014, p. 93). In the same vein, Zaremba (as cited in Boonkit, 2010, p. 1306) points out that speaking skills are “usually placed ahead of work experience, motivation, and academic credentials as recruitment criteria by employers”. Boonkit (2010) considers speaking as “one of the macro skills that should be developed as a means of effective communication” (p. 1036), not only in first but also in second language learning contexts.


  In the field of second language learning, different studies have been undertaken on the influence of EI on speaking ability. Soodmand Afshar and Rahimi (2014) found that EI significantly correlated with the predicted speaking ability of Iranian EFL learners. According to their results, students who are more assertive and who tend to have higher social responsibility and self-appraisal abilities are good speakers. In the same vein, Lopes et al. (2004) found that people with effective emotional abilities are able to use these to their advantage and enrich their interactions with friends. The results of the study conducted by Bora (2012) support this, revealing that students with a high level of EI who participated in the study were more willing to participate in speaking activities due to their high levels of self-esteem and social skills.


  The speaking performance of foreign language students can be affected by diverse factors generated by performance conditions, such as pressure, planning, and the amount of support provided. Furthermore, affective factors such as motivation, confidence, and anxiety can affect learners’ willingness to participate in class (Méndez & Fabela, 2014; Shumin, 2002). As stated by Mohammadi and Mousalou (2012), foreign language students try to avoid situations in which they have to speak. Although some studies refer to this reticence as resulting from controlling teaching practices (Xie, 2010; Zhang & Head, 2010), it is necessary to examine the role of low EI on speaking in a second or foreign language. However, most studies undertaken on EI and speaking have focused on the positive relationship between these two variables. Thus, it is necessary to ascertain how students with a low EI deal with speaking in a foreign language and what factors motivate or demotivate them during this activity in foreign language class. This article reports on a qualitative study carried out to identify the factors that motivate or demotivate the oral participation of students with a low EI enrolled in an English language teaching (ELT) programme at a state university in southern Mexico.


  Method


  This study followed a qualitative approach given that its objective was to gain a deeper understanding of the factors that encourage or discourage oral participation during foreign language classroom instruction. The purpose of the study was to explore students’ perceptions regarding classroom participation and discover the factors affecting their oral participation, using the following research question: What factors influence the participation of male and female students with a low EI in classroom oral activities?


  Participants


  The participants of this study were ten men and ten women enrolled in the ELT program at a public university in the South East of Mexico during the 2013 spring semester. The participants selected scored the lowest EI on the Trait Meta-Mood Scale 24 (TMMS-24) questionnaire. Participants consisted of four beginners, four intermediate, and two advanced level students from ages 18 to 25.


  Instruments


  Three instruments were used for the purpose of this study. First, the TMMS-24 (Salovey, Mayer, Goldman, Turvey, & Palfai, 1995) was used to measure the students’ EI. The TMMS-24 measures three key dimensions of EI: emotional perception, emotional comprehension, and emotional regulation. The version of this instrument that was adapted to Spanish by Fernández-Berrocal et al. (1998) was used in order to ensure that participants understood it.


  After the participants had been selected, they were asked to write an entry in an emotions journal once a week for a period of seven weeks. The participants used this instrument to report their experiences of their participation in oral production activities in language class. The emotions journal entries enabled the identification of factors influencing students’ oral participation.


  Semi-structured interviews were carried out at the end of the study. The interview guide was designed to allow participants to express their motivations for speaking or refraining from speaking during classroom activities (see Appendix). Interviews were recorded and transcribed, and the transcripts then checked against the original audio recording for accuracy. The purpose of this third instrument was to deepen understanding of the participants’ experiences and confirm what these students with a low EI had reported in their journal entries. The interviews were carried out in Spanish to prevent any kind of misunderstanding.


  Data Analysis


  Data were analysed using Thematic Analysis (Braun & Clarke, 2006), which offers an accessible and theoretically flexible approach to analysing qualitative data. Once the data had been coded and collated, the codes were classified into potential themes and the data extracts collated within the themes identified. The relationship between codes, themes, and the different levels within the themes was analysed by both researchers in order to validate the final themes selected. Although a set of possible themes was developed, it was necessary to refine them, leading to the realization that there may not have been enough data to support some themes, which were then discarded. Data were classified into the themes, taking into account the fact that the classification was meaningfully coherent and that there was a clear distinction between themes. The collected extracts for each theme were read again to consider whether they could form a coherent pattern. When the themes did not form a coherent pattern, they were reworked to find a suitable theme for the extracts that did not fit within any of the themes already developed. The final themes were assigned concise names.


  Results


  The research question aimed to reveal factors that influence students’ oral participation during English language class and to identify factors affecting male and female students (see Table 1). Even though male participants described having felt a greater variety of negative feelings, by the end of the study, these had been transformed into more positive ones. Although female participants showed fewer negative feelings, they felt them more frequently (see Table 2).
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  Motivating Factors for Male Participants


  Goal Oriented Performance


  During the activities, the participants, when speaking, compared their fluency with that of their classmates, realizing that their progress was slower. Considering themselves incompetent in terms of their linguistic skills gave them a feeling of desperation and motivated them to practice harder for oral exams and learn more vocabulary in order to perform better in oral activities. As one of the participants reported:1


  
    This week I was fine...happy because of the grade I got in my basic English course, but that day I was also given the result I got in my English language course and I didn’t get the grade I expected, that made me feel powerless, even more because I knew that on my speaking exam I didn’t perform as good as on the writing exam. I started and finished this week with the desire of participating with more frequency, I started feeling more confident to speak English in class, to ask questions or to talk with classmates. Although sometimes I didn’t produce the sentences correctly, I made an effort and took notes about the corrections in order to avoid making the same mistakes again. Days later, while I was doing my English homework, I felt nostalgia again when I realized I have a great lack of vocabulary, but at the same time I felt motivated to learn because my goal of being the best won’t be reached by itself. (Journal, Week 3, Christian2)
  


  It is clear that students have performance goals in order for their linguistic competence to be judged positively (Dweck, 1986). Performance goals force students to direct all their efforts into outperforming their classmates in order to maintain their language ability and avoid negative judgments (Ames, 1992; Elliot & Dweck, 1988; Nicholls, 1984).


  Neutral Corrective Feedback


  The participants felt motivated to speak during the English class once they had realized that the teachers were providing feedback in a neutral way. Some participants revealed that they participated more in classes where the teachers corrected the errors by writing them on the whiteboard or by showing slide projections of errors and explaining them to the whole class without pointing out the student who had made the mistake. During the study period, participants from the intermediate semesters felt good when they realized that teachers provided corrective feedback to all students who had made mistakes. They stated that they felt that teachers had no preference for some students over others in the classroom, making it a place where they felt a sense of equity. As one participant states:


  
    Many (of the students) made pronunciation mistakes and the teacher gave them feedback but not me, she usually corrects me whenever I make a mistake in all the activities, this makes me feel that the teacher is aware of the mistakes of everyone and not only mine. Thinking in that way, makes possible that I do not feel afraid to speak. (Journal, Week 4, Andrew)
  


  Supportive Classroom Community


  Participants reported being encouraged to participate actively in class. Intermediate participants felt confident when interacting with classmates, as, in the absence of any competence, there was a strong sense of cooperation and support in the group. No one was mocked when they made a mistake during oral presentations. Participants also reported no impolite attitudes in their classmates, which could have affected the performance of the speaker. Participants did not demonstrate annoyance when receiving feedback from classmates. This is supported by Mall-Amiri and Hesami (2013) who stated that “peer feedback equips students with socially affective strategies such as listening carefully, speaking at the right moment, expressing clearly, and appreciating others” (p. 15). As one participant explains:


  
    I am not afraid of speaking English all the time...sometimes I feel like participating...because in general...the actions and attitudes of my classmates, towards me are positive...they also want to speak and express their ideas. I feel that we all win. (Interview, Karl)
  


  Motivating Factors for Female Participants


  Interacting With Native Speakers


  Rozina (2001) states that native speakers can speak at a relatively fast speed thanks to the language stored in their mental lexicon. Participants felt disadvantaged due to their limited vocabulary compared with that of native speakers. Thus, they took every opportunity to speak with native English speakers, which gave them a feeling of great confidence. They not only wanted to keep practicing with native speakers in order to learn from them, but also wanted to use different strategies to improve their speaking ability (e.g., learning vocabulary or practicing with friends or classmates with whom they felt comfortable). Thus, they felt less of the anxiety or fear that had prevented them from speaking during oral activities. As one participant states:


  
    I feel happy because I realize I am able to keep a conversation with a native (English speaker) and that she is able to understand what I say. As a result, I am not afraid anymore to participate in the classroom. (Journal, Week 6, Camrin)
  


  Supportive Classroom Community


  The participants felt comfortable with the classroom environment that had been developed, a factor that was essential for their improvement. They described having felt satisfied with both their performance during speaking activities and the grades they obtained, realizing that they were improving constantly and that, also, they were more resilient to making errors in front of their peers. Shaffer and Anundsen (1993) emphasise that being able to interact in a supportive classroom community helps students achieve their goals. It seems that the environment developed in the classroom featured in this study helped students to feel confident, thus helping them to develop their linguistic abilities. As one participant states:


  
    Due to the fact that in the classroom we are in a comfortable and reliable environment, I don’t feel nervous or anxious. (Interview, Week 5, Anahí)
  


  Demotivating Factors for Male Participants


  Peer Comparison


  Male participants described feeling nervous before oral participation and worried that their classmates who had a higher level of English were going to mock them. As a result, it took some time for students to participate in oral activities and answer questions. When they finally dared to speak, they spoke quickly and incoherently.


  
    Prejudice in schools is especially troubling because schools are public places in which students learn to negotiate and construct knowledge of differences. When prejudicial beliefs go unexamined in schools, students are not given the opportunity to deconstruct prejudicial knowledge. The impact of prejudicial attitudes on students is wide ranging, spanning from lower school performance to poor physical and mental health. (Camicia, 2007, p. 219)
  


  As one participant commented:


  
    Many of them know [referring to her classmates] dominate more the language, and because of that reason, sometimes I feel that the lack of knowledge...make me...as if they were going to talk bad things about me, or I don’t know. (Interview, Fer)
  


  Group Competence


  As usually happens inside classrooms, a division into small groups of friends tends to emerge, which generates an implicit sense of competition. This action created a non-productive competition in which each group did everything they could to sabotage the performance of their rivals. With the participants seeing every opportunity to speak as a threat that would make their lack of speaking mastery evident, they did not want to take part. This highlights the importance for teachers of establishing a positive or supportive classroom environment if they want to encourage student participation and motivate them in the classroom. As Hannah (2013) states: “If not approached correctly, a classroom can be set up in a way that stifles creativity or does not promote a positive learning environment” (p. 1). As one participant in this study remarks:


  
    What occurs...is that when I participate, some of my classmates make fun of me, they make impolite gestures with their faces and show bad attitudes...sometimes it seems they grumble, they laugh while they look at me during my participations...the class is too divided, the only ones that don’t make fun of you are the ones that are in your own group...they do whatever it takes to sabotage others with the purpose of being the best or the most recognised...I try to stand aside I don’t make fun of anybody. However, I get angry that they always want to sabotage other classmates and when they participate I don’t act in the same way, I don’t even have the desire of speaking. (Interview, Brandon)
  


  Negative Self-Talk


  Negative self-talk is a kind of cognitive anxiety (Nolting, 1997). The participants generated negative thoughts about themselves, which affected their performance during oral participation. Although some students revealed that they were confident in their linguistic competence, negative statements about them interfered with their oral production. A participant revealed:


  
    Due to it was a CAE [Cambridge English: Advanced] test that made my nervous be on top...when I am speaking in front of the teacher I usually get nervous, and as I know that CAE is a difficult exam...I thought, I will do it wrong for sure...I don’t have the vocabulary nor the enough knowledge, nor I can’t speak without getting lost for words or choke, nor I understand the British accent. (Interview, Henry)
  


  Corrective Feedback


  Corrective feedback refers to the teacher’s response to learners’ errors in oral or written expression (Sheen & Ellis, 2011). Participants in the study revealed their fear of making mistakes due to the possible opinions and reactions of their classmates. Their motivation to speak lessened further because of the way teachers provided corrective feedback when they made mistakes. Aida (1994) suggested that “language teachers can make it possible for anxious students to maximize their language learning by building a nonthreatening and positive learning environment” (p. 164). Some participants stated that their teachers’ attitudes when providing corrective feedback made them feel as if its purpose was for their teachers and classmates to mock them. There were occasions in which they felt corrective feedback was a personal judgment (Arnold, 2007), where it did not matter whether other classmates made more mistakes, as the impolite corrective feedback was focused on them most of the time during which they were constantly teased and laughed at. As one participant describes:


  
    Sometimes it seems that the teacher has something personal against me...when he corrects me...it seems he makes fun of me and my classmates seem to follow him...I try to avoid participating because I don’t like them mocking me. (Interview, Pavel)
  


  Demotivating Factors for Female Participants


  Public Speaking Anxiety


  The anxiety over one’s speaking in public “can negatively affect students’ academic and interpersonal relationships as it provokes a tendency to withdraw from communication situations” (Swenson, 2011, p. 1). Results from different studies in academic settings have reported that students fear teacher and peer evaluations so they avoid participating in class (Méndez, 2011). Bourhis, Allen, and Bauman (2006) suggest that the stress of trying to “protect one’s grade and not to appear to the teacher or other students as stupid” (p. 212) would lead to these reactions. Participants described not wanting to be mocked because of the mistakes they had made, and being constantly in fear of making mistakes, as their teacher and classmates would think that they were not good enough at English. According to Swenson (2011), “fear of negative evaluation and sensitivity to punishment are both widely accepted reasons for these anxious reactions to public speaking” (p. 3). Participants presented a strong fear of getting a low grade on future exams due to their performance in class, making their oral participation very poor. With students going to great efforts to produce correct utterances, it took too long for them to answer the teacher’s questions. As a result, participants did not speak unless asked. During participation, the students spoke at a low volume, sometimes stuttering and feeling dissatisfied about their performance in speaking activities. One participant reported:


  
    Every time I have to speak in public...as if by magic I forget the words...I don’t like it because I feel that when this happens my classmates and the teacher consider me a bad student...that affects me a lot...I feel frustrated because I can’t speak as fluent as my classmates. (Interview, Carolina)
  


  Peer Evaluation


  Horwitz, Horwitz, and Cope (1986) suggest that most students “find foreign language learning, especially in classrooms situations, particularly stressful” (p. 125) because students “fear being less competent than other students or being negatively evaluated by them” (p. 130). Participants compared themselves with classmates when speaking and felt uncomfortable because they thought their classmates were always criticizing their performance when they spoke. Young’s (1990) research on language anxiety revealed that “speaking activities which require ‘on the spot’ and ‘in front of the class’ performance produce the most anxiety from the students’ perspective” (p. 551). Similarly, the participants in this study were anxious at the thought that it was easier for classmates to perceive their mistakes during oral presentations or class participation. Students described feeling comfortable when going unnoticed during class, avoiding as much as possible activities or situations that would bring them to center stage. As one participant explains:


  
    The teacher asked for examples of sentences in Simple Present and Present Continuous in order to learn how to differentiate them. However, I don’t know what happened, since I know the difference but I answered incorrectly. I started feeling anxious when the teacher asked me directly and in addition, everyone was looking at me (Journal, Week 1, Camrin)
  


  Test Anxiety


  Test anxiety refers to a “special case of general anxiety consisting of phenomenological, physiological, and behavioral responses” related to a fear of failure (Sieber, 1980, p. 17) and to the “experience of evaluation or testing” (Sieber, 1980, p. 18). Test anxiety is considered beneficial for students because it helps them to be “alert and focused on the task” (Weir, 2008, p. 47). However, high levels of anxiety are negative because they can make students do wrong when answering a test. Participants presented more intense test anxiety in the speaking section, feeling anxious because they did not know how to start the conversation required by the exercise. They stated that they had practiced and studied vocabulary before the exam; however, when teachers assigned the topic they had to talk about, they forgot what they had learned. Participants described feeling frustrated because anxiety affected their oral performance. One participant says:


  
    This week we presented an exam. Honestly, I am not worried about the writing part of the exam, but the oral part causes me a lot of anxiety. I don’t like to fail, and I feel anguish when my grade not only depends on my performance, but also on my partner’s. For example, this time, my partner made mistakes and I realize about them. I got nervous because I didn’t want to make the same error and I blocked myself. Whenever I make a mistake and I see that the teacher takes notes in the evaluation sheet, I don’t want to speak anymore because I know that my grade will be not a good one (Journal, Week 5, Christina)
  


  Lack of Classroom Community


  Some participants took English classes not only as part of their English language major, but also at the Self-Study Centre, where they studied with students from different majors offered by the ELT programme and also external students. Thus, these students either knew fellow students or they knew no one at all. Participants described not feeling close to their new classmates or feeling uncomfortable around them. They did not feel motivated to participate due to not having previously interacted with these new classmates. As a result, their participation was very limited. One participant reveals:


  
    I tried to participate as little as possible...I don’t feel in confidence in the classroom since I don’t know any of my classmates...as they are from other majors...I don’t know how they are. (Interview, Paty)
  


  Conclusions


  ELT students’ motivation and performance while learning a foreign language are influenced by diverse factors. Male participants demonstrated that they were influenced by more factors than female participants when speaking English. Even though female participants were affected by fewer factors, they experienced them more frequently. Being in a supportive classroom environment is a motivating factor for both male and female students, whereas peer evaluation it is a demotivating one.


  Male participants tended to compare their oral performance with that of their classmates, which inhibited their participation or caused them to make mistakes while speaking or producing illogical utterances. Consequently, their participation was not what they expected, which demotivated them. Additionally, female participants reported being afraid of speaking in front of their peers because they felt scrutinized by them. Thus, although the experiences of both male and female participants are comparable with those of their peers, male participants were afraid of being mocked due to their mistakes while women were afraid of being criticized and scrutinized by their peers.


  This finding is similar to those of previous studies in the field (Horwitz et al., 1986; Young, 1990). It is important, then, that teachers take action to prevent any mockery in the classroom and make students aware that errors are positive as they highlight the areas students need to work on in order to master the foreign language.


  Male participants also described themselves as practicing goal-oriented performances, which pushed them to practice their oral skills and master the content assigned for future participation. Male students seem to be more competitive, based on the descriptions made by participants in this study, in which they state how they felt motivated when able to outperform their peers and thus avoid negative judgment. On the other hand, female participants preferred to practice their oral skills with native speakers when given the opportunity. While female participants tended to use a variety of strategies for practicing their speaking skills, they reported that their confidence increased when interacting with native speakers. Gender identity is directly related to the differential socialization of men and women, whereby women identify themselves using expressive features more than men, while men use instrumentality features more than women (Bem, 1974).


  Both male and female participants stated that being in a supportive classroom community was a motivating factor for participating in language class. Thus, it is important that teachers encourage a positive classroom atmosphere in order that students are able to interact with one another and learn from the experience. Given that classroom interactions enable “learners to receive comprehensible input and provide opportunities to negotiate for meaning and produce modified output” (Rassaei & Moinzadeh, 2011, p. 97), the more students interact with one another, the more they will practice and improve their speaking skills.


  The feedback provided by teachers can motivate or demotivate students to participate in the classroom. Male and female participants reported that they felt demotivated when given feedback individually in front of their classmates. It seems that participants fear the mockery or criticism an explicit and direct correction can cause, with similar results also found in previous studies (Kitano, 2001; Yan & Horwitz, 2008). Thus, teachers should be sensitive when providing feedback to students with a low EI, as the strategy they decide to use may either encourage or discourage students’ future participation in oral activities.


  Male and females differ in the way that they perceive and face situations, and how they regulate their emotions. Emotions have been found to affect students’ motivation, interest, and effort (Meyer & Turner, 2006). Anxiety can make students feel unable to perform well during class or as learners. Anxiety can interfere with students’ motivation and performance because it makes them feel incompetent and lacking in self-confidence, meaning that they “are likely to take more time double-checking their answers or questioning their work before turning it in to their teachers” (Kumavat, 2016, p. 196).


  The findings reported in this study highlight the reality that students with a low EI constantly compare themselves with their peers and fear the mockery or criticism to which they can be subject because of mistakes they may make while speaking. Thus, it is paramount that teachers try to create a secure environment in which students feel confident, prevent any mockery immediately, and use classroom activities to reduce students’ anxiety and increase their self-confidence.

  


  1Participants’ excerpts have been translated from Spanish.


  2Pseudonyms are used throughout this article to protect participants’ identity.
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  Appendix: Semi-Structured Interview Guide (Adapted From Méndez & Peña, 2013)


  
    	How would you describe your English language learning experience during this first year of the English language major at Universidad de Quintana Roo?


    	Has your original motivation changed due to your experience of this first year? How? Why?


    	Can you recall some emotional reactions that you experienced during this first year when speaking English?


    	Which factors originated those emotional reactions?


    	How do you behave when experiencing an emotional reaction?


    	Do these emotional reactions interfere with your English classes? How?


    	Have some of your emotional reactions influenced your motivation? How?


    	Why do you believe this happened?


    	Who or what was the responsible for the way you reacted?


    	What did you do about those reactions? How did/do you manage them?


    	Do you consider that the management of your emotional reactions was important in your motivation to participate in the oral production activities?


    	How do you think that your motivation to participate in the oral production activities could have improved?


    	Who do you think was responsible for keeping the original motivation with which you began your English language major studies?


    	What have you gotten from your participation in this research study?
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  This study aims at identifying pre-service teachers’ beliefs about teaching English as a foreign language and tracking their potential changes throughout the teaching practicum. Participants were two pre-service teachers in their fifth year of their Bachelor of Arts in Foreign Languages program in a public university in Colombia. Data were gathered through a modified version of Beliefs about Language Learning Inventory before the practicum, eight weekly journal entries administered during ten weeks, and two semi-structured interviews at the end of the teaching practicum. The findings revealed that most of the pre-service teachers’ beliefs changed once they faced the reality of the classroom.


  Key words: Beliefs, English as a foreign language, pre-service teachers, teaching practicum.

  


  Este estudio tiene como objetivo identificar las creencias de los practicantes sobre la enseñanza del inglés como lengua extranjera y hacer un seguimiento a sus posibles cambios durante la práctica docente. Los participantes se encontraban en quinto año del programa de licenciatura en lenguas extranjeras en una universidad pública en Colombia. Los datos fueron recolectados a través de una versión modificada del cuestionario sobre las creencias en el aprendizaje de una lengua antes de la práctica, ocho diarios de reflexión durante diez semanas y dos entrevistas semiestructuradas al final de la práctica docente. Los hallazgos revelaron que la mayoría de las creencias de los participantes cambiaron una vez enfrentaron la realidad del salón de clases.


  Palabras clave: creencias, docentes en formación, inglés como lengua extranjera, práctica docente.

  


  Introduction


  In Colombia, foreign language (FL) pre-service teachers’ education encompasses five main components: the linguistic, pedagogic, didactic, research, and humanistic elements. The General Law of Education (Law 115, Congreso de la República de Colombia, 1994) recognizes the professionalism of teachers and recommends that they should be committed to their field of study and to their students. Bearing in mind the educational context teachers should decide how and what to teach so that students can reach a proper understanding. In this sense, the education of pre-service teachers does not include only the five components mentioned above but also the teaching formation, aimed at equipping the teachers-to-be with the professional skills needed to put into practice the recommendations given by language polices.


  Accordingly, the School of Education at Universidad de Pamplona (Colombia) where this research was conducted has as its mission to educate high-academic level teachers to be agents of change in order to contribute to the education of the new Colombian generation. The Bachelor of Arts program in Foreign Languages, English and French, “enables pre-service teachers to master the essential skills and competences that [will] allow them to tackle the challenges they are likely to face” (Cote, 2012, p. 26) throughout the practicum.1


  Additionally, the FL program includes a four-stage preparation in order to provide pre-service teachers with pedagogic competences and teaching formation before entering the teaching practicum. These stages are: (1) peer tutor, in which students from sixth semester assist freshman students in grammar and expose them to university life; (2) teacher assistant, a seventh semester student supports basic teacher tasks within any of the previous six language courses either in English or French; (3) foreign languages course for the community (teacher trainee), an eighth semester student starts the first teaching experience in a real context guiding a course either in English or French; and (4) social work community (service teacher), where the undergraduates put into practice their acquired knowledge, proficiency, and expertise.


  After completing the first four teaching stages, we became interested in studying pre-service teachers’ beliefs predicting that they would influence the teaching practicum, and would be valuable for informing teacher educators and shaping teacher preparation programs. Consequently, the current project attempts to make pre-service teachers more aware of the importance of identifying and reflecting on their beliefs.


  The purpose of this study was to identify pre-service teachers’ beliefs on teaching English as a foreign language (EFL) and their potential changes during the practicum through a reflective process. Two questions guided this study: (1) What are pre-service teachers’ beliefs regarding teaching English to high school students prior to the teaching practicum? (2) Do pre-service teachers’ beliefs on teaching change during their practicum, and if so, how do they change?


  This paper is organized as follows: first it presents the theoretical framework and literature on pre-service teachers’ beliefs. Second, the method and main features of this research are explained. Finally, the findings are presented followed by a conclusion.


  Literature Review


  This section shows the notions of pre-service teachers’ beliefs and a general overview of studies in the field of reflection and pre-service teachers’ beliefs. It is divided into three categories: Changes in pre-service teachers’ beliefs, the reflective approach, and research on pre-service teachers’ beliefs in Colombia.


  Richards and Lockhart (1996) stated that “teachers’ belief systems are founded on the goals, values, and beliefs teachers hold in relation to the content and process of teaching as well as their understanding of the systems in which they work” (p. 42). They also defined beliefs as “the psychologically held understandings, premises, or propositions about the world that are felt to be true” (p. 103). Kagan (1992) defined teachers’ beliefs as “tacit, often unconsciously held assumptions about the students, the classroom, and the academic material to be taught” (p. 65). However, this investigation followed M. Borg’s (2001) definition that complemented Kagan’s by adding that beliefs have also a conscious nature. Having selected this framework allowed us to have a bigger source of beliefs to be identified on the two pre-service teachers in the current investigation.


  Changes in Pre-Service Teachers’ Beliefs


  Although a change in beliefs has been defined differently (M. Borg, 2001; Calderhead & Robson, 1991; Kagan, 1992), this research adopted the following definition of change which is aligned with this study: “movement or development in beliefs” (Cabaroglu & Roberts as cited in Clark-Goff, 2008, p. 7).


  Mattheoudakis (2007) conducted a longitudinal study to investigate 66 pre-service EFL teachers’ beliefs about learning and teaching in Greece during a three-year teacher education program. The author found that through the practicum, the pre-service teachers realized that the classroom reality helped them test their knowledge and become more aware of their personal beliefs about learning and teaching. Moreover, the researcher identified changes in pre-service teachers’ beliefs once they had been exposed to teaching in real contexts. She suggested that pre-service teachers need opportunities for reflection during the teaching practice.


  Similarly, Debreli (2012) investigated three pre-service teachers as they changed their beliefs about teaching and learning EFL through a nine-month pre-service teachers’ preparation program. According to the author, the participants’ beliefs changed incrementally once they taught in a real classroom setting. The researcher concluded that “participants’ beliefs changed as a result of the personal teaching experiences they had during the program” (p. 372).


  Additionally, Yuan and Lee (2014) investigated the process of beliefs’ change among three pre-service language teachers during the teaching practicum at a university in China. The researchers found that pre-service teachers’ beliefs experienced different processes of change during the practicum, which included confirmation, realization, disagreement, elaboration, integration, and modification. This could be attributed to their situated learning in the school field with the professional culture and expert support. The authors suggested that “opportunities should be provided for pre-service teachers to take part in professional activities in the teaching practicum such as reflective journal writing” (p. 10).


  Furthermore, Seymen (2012) explored the relevance of six female pre-service teachers’ beliefs about self and teaching roles to their own teaching practice in schools in Turkey. The findings showed that there were considerable changes regarding pre-service teachers’ perceptions. For example, when starting the investigation, pre-service teachers saw themselves as a guide, someone who helped students in their learning process. However, this belief changed once they started the practicum as the pre-service teachers saw themselves instead as controllers and managers of the classroom.


  The previous research studies support the idea that pre-service teachers’ beliefs might be influenced and changed throughout the teaching practice because of several factors such as: being exposed to a real classroom context, facing personal experiences, and changing self-image. Moreover, these studies confirmed the importance of reflecting in the practicum.


  The Reflective Approach


  Reflection has been defined regarding the improvement of the professional skills in the teaching field. In fact, Schön (as cited in Ahmed & Al-Khalili, 2013) defined reflective teaching as “looking at what teachers do in the classroom, thinking about why they do it and thinking about if it works, a process of self-observation and self-evaluation” (p. 59). Besides, Richards and Lockhart (1996) stated that a reflective approach to teaching is one in which “teachers and student-teachers collect data about teaching, examine their attitudes, beliefs, assumptions, and teaching practices and use the information obtained as a basis for critical reflection about teaching” (p. 1). Moreover, Dewey (1933) defined reflection as a “state of doubt, hesitation, perplexity, mental difficulty in which thinking originates an act of searching, hunting, and inquiring to find material that will resolve the doubt and dispose of the perplexity” (p. 12). However, our study followed McLean’s (2007) definition from a teacher perspective in which reflection “involves thinking about and critically analyzing our experiences and actions, and those of our students, with the goal of improving our professional practice” (p. 5.9). This definition allowed us to understand the intersection of reflection and teaching.


  Reflection has been used to identify the sources of teachers’ beliefs and their benefits in the teaching practice. Abdullah and Majid (2012) conducted a study to investigate teachers’ beliefs in Malaysia. The researchers found that there were four potential sources of beliefs identified throughout a reflection process: experience as learners, perception towards students, institutional environment or practice, and personal views on current practice.


  Likewise, some scholars have found benefits from the reflection process in the teaching practicum. For instance, Sikka and Timoštšuk (2008) investigated 45 students in Estonia to identify the changes and transformations from student to teacher at their practicum. They found that the reflection process allowed pre-service teachers to learn to see their weaknesses and be able to work on them and establish goals for further development.


  Additionally, Ahmed and Al-Khalili (2013) conducted a case study at a public university in Egypt with 25 primary science pre-service teachers. The researchers found that reflective teaching helped participants to identify strengths and weaknesses in teaching. This process enabled them “to analyze, discuss, evaluate, and change their own practice as well as to adopt a systematic analytical approach towards teaching” (p. 63).


  Similarly, Farrell (1999) conducted a study in order to understand five pre-service teachers’ beliefs when teaching grammar in Singapore. He found that the reflective process allowed participants to be more aware of their past influences, as they considered themselves to be learners as well. He stated that the experiences as learners and the current one of teaching might be a powerful method of shaping their own development as teachers.


  Recently, reflection has been implemented as a process to explore critical incidents when teaching. For example, Lengeling and Mora Pablo (2016) conducted a study with eight beginner teachers at a public university in Mexico. Findings revealed that critical incidents helped teachers to “shape their attitudes and perceptions at a given time in their lives” (p. 86). According to the authors, incidents provoke reflection of common events but in reality they are more powerful because of what is learnt. Finally, the authors stated that these reflections might allow teachers to analyze their values, beliefs, and perceptions.


  At the university where this study took place, two investigations have been conducted regarding the pre-service teachers’ reflective process during the practicum. Camacho et al. (2012) attempted to understand how a process of reflection helped five foreign language pre-service teachers throughout the practicum. The researchers found that reflection gave participants the opportunity to analyze their actions and how they might have thought of changing their way of teaching. Additionally, they found that the act of reflecting is directly linked to the circumstances or events during the classroom practicum.


  Likewise, Cote (2012) conducted an exploratory case study with four pre-service teachers at two public high schools, one private school, and one public university in Colombia. The researcher found that the reflection process allowed the pre-service teachers to improve their practice teaching and helped them to implement necessary changes with the aim of improving their teaching.


  These findings confirmed the applicability of reflection as a process to identify pre-service teachers’ changes in beliefs. Besides, this instrument might allow student-teachers to learn from their personal experiences in order to improve their teaching practice.


  Research on Pre-Service Teachers’ Beliefs in Colombia


  In Colombia, there has been a growing interest in studying pre-service teachers’ beliefs based on their self-image, perceptions, and past experiences as learners in the teaching practice.


  Castellanos (as cited in Castellanos, 2013) focused her study on pre-service English teachers’ construction of self-image as teachers. Her findings showed that there were three crucial factors that constructed pre-service teachers’ self-image: the identification of past teachers, the interaction and collaboration with other teachers, and their systems of beliefs about learning and teaching. The author also found that “change in pre-service teachers’ perception of themselves as language teachers was fostered by making connections between their knowledge base, practice and by being faced with difficult situations that posed challenges to their belief system” (pp. 201-202).


  Likewise, Samacá (as cited in Castellanos, 2013) conducted a study with the purpose of understanding the influence of 13 pre-service teachers’ perceptions regarding their future image as teachers while teaching in a university in Colombia. Findings revealed that “there were three important aspects for the construction of student-teachers’ image as future teachers: a dialogical relationship between students and teachers, the instructional roles they are to develop in their classroom settings, and models to be or not to be followed” (p. 202).


  The professional identity of student teachers’ beliefs has been also studied. For example, Fajardo (2014) studied the transformation of pre-service teachers’ professional identity. The author explored how six pre-service teachers constructed the meaning of becoming a teacher during the last stage of the teacher preparation at a public university in Colombia. The researcher found that the relationship between beliefs and classroom practice constructed, formed, and transformed pre-service teachers’ identity. However, this construction might have been limited since they were permanently supervised during the teaching practice, which might have restricted their free development in the classroom.


  Furthermore, Gutiérrez (2015) investigated the influence of beliefs throughout the teaching practice. The author investigated three pre-service teachers from a language program preparation in Medellín, Colombia. The purpose of this study was to understand “how pre-service teachers responded to the exploration of critical literacy theories, beliefs, and reflections while designing and implementing critical-literacy based lessons” (p. 191). The researcher found that “participants’ beliefs, attitudes, and reflections were transformed throughout the study” (p. 191). Additionally, the author found that participants believed that changing the education system in Colombia would be difficult because there are certain challenges: the ages of the learners since they believed that the students were not prepared to be part of critical discussions and, the acknowledgment of learners’ parents in terms of discussing specific topics like politics and sexuality.


  It is important to highlight that although there is a growing interest to investigate pre-service teachers’ beliefs in Colombia, it is still limited.


  Method


  This investigation adopted an intrinsic case study which allowed us to reach a comprehensive understanding of a particular case using a variety of data gathering techniques and methods of analysis. Creswell (2007) stated that “we conduct qualitative research because we need a complex and detailed understanding of the issue” (p. 40). This investigation was framed under a naturalistic approach in order to study participants in their natural settings.


  The sampling process started by inviting eight potential participants who were about to start the practicum to take part in a lecture in which we explained this study in detail. Once they were informed about the main features of the study, four pre-service teachers decided to take part in the project. However, due to different circumstances, only two pre-service teachers consented to take part in it.


  They were two female undergraduate pre-service teachers in the FL program at Universidad de Pamplona in Colombia. They did their practicum in two public high schools, and their language proficiency ranged between B1 and B2. Although they were in charge of two seventh-grade courses, they were asked to keep a reflective journal in only one of the courses. Each course had from 30 to 35 students where in each class they were organized into different rows. Their ages ranged from 11 to 13 years old. The teachers’ practicum involved 12 weekly hours of teaching for the duration of ten weeks. The pre-service teachers also signed a letter of consent that fully explained their responsibilities and rights as participants.


  This study was divided into three phases. In the first phase, before starting the teaching practice, we provided a questionnaire to identify pre-service teachers’ beliefs. The questionnaire was adapted from the Beliefs about Language Learning Inventory (BALLI) developed by Horwitz (1987). The BALLI is a quantitative self-report questionnaire designed to investigate 34 learners’ beliefs. It is organized into five categories: the difficulty of language learning, foreign language aptitude, the nature of language learning, learning communication strategies, and motivation and expectations.


  However, we organized the BALLI2 into 21 items (see Appendix A) about teaching. For each item participants were required to indicate whether they (1) strongly disagree, (2) disagree, (3) agree, or (4) strongly agree. We also administered two open ended questions: What are your limitations at present when teaching? And do you consider that eliminating obstacles can help you in the teaching process? This questionnaire was provided to participants in English.


  During the second phase, the pre-service teachers were asked to answer a weekly reflective journal during 10 weeks of their practicum. The journal was adapted from the reflective questions3 (see Appendix B) to guide journal entries developed by Richards and Lockhart (1996).4 These questions were sent via e-mail in Spanish in order to allow participants to express and describe their experiences in their mother tongue. As we attempted to track changes in pre-service teachers’ beliefs, asking participants about the difficulties, changes, and challenges they dealt with throughout their practicum was vital for the purpose of the study.


  In the final phase, two semi-structured interviews (see Appendix C)5 were carried out with the purpose of complementing the data gathered once the pre-service teachers concluded their practicum. The questions were based on the assessment of the information participants provided through the journals. Participants were interviewed separately for 20 minutes. The interview was conducted in Spanish and the data were recorded and transcribed.


  The data collected from each participant were analyzed separately following Hatch’s (2002) inductive and interpretive models of qualitative data analysis, which suggested that “using interpretive technique will make studies richer and findings more convincing when interpretive analytic processes are used along with or in addition to inductive analyses” (p. 181). First, all the recorded interviews and journals were transcribed and translated into English before being organized into a matrix to better visualize the participants’ responses. Additionally, we used the MAXQDA software in order to organize, code, and analyze the data of each participant as part of the procedures established by the models. Once data from each participant were analyzed separately, we did a cross-case analysis that allowed us to identify similarities and differences in pre-service teachers’ beliefs about teaching and their changes.


  Findings


  This section describes findings and places them into two broad categories: Pre-Service Teachers’ Beliefs and Changes in Pre-Service Teachers’ Beliefs About Teaching.


  Pre-Service Teachers’ Beliefs


  The instruments used before and during the teaching practice indicated that the pre-service teachers held common beliefs (see Table 1) about teaching.
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  Participants believed that teachers always have to correct students’ productions. The source of this belief might have been their past learning experiences. In fact, one of the participants stated in the journals that when she started studying foreign languages at the Universidad de Pamplona, one of her English teachers did not correct her mispronunciation of some words. Consequently, she pronounced these words incorrectly for several years. More importantly, she started to believe that errors should be corrected immediately.


  Similarly, the pre-service teachers expressed their inability to teach English if they were not motivated. Although the participants did not express what motivated them, they often highlighted that their own feelings were an important aspect when teaching English.


  Among the ways to teach English, as demonstrated by the BALLI, the pre-service teachers believed that neither translation nor memorization was the best method for teaching English.


  In addition to the teaching method, the pre-service teachers expressed their beliefs regarding the potential difficulties of teaching a second language. They believed that while grammar was the least difficult part of teaching English, pronunciation was the most difficult.


  The pre-service teachers also held strong beliefs with regard to the development of the class. Before the practicum, they believed their only difficulties would be regarding the management of the class. According to them, this belief is result of the lack of a specific course in the teaching preparation program to address this challenge.


  Changes in Pre-Service Teachers’ Beliefs About Teaching


  In order to shed light on potential changes of the participants’ five most salient beliefs, we provide an analysis and a thorough description of what the pre-service teachers’ beliefs were like before the teaching practicum and how they changed. They include beliefs about: error correction, teaching mechanism, teaching pronunciation, teaching grammar, and motivation. The findings revealed that 84% of pre-service teachers’ beliefs changed and 16% remained unchanged (see Table 2).
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  Beliefs About Error Correction


  Consistent with their beliefs, the pre-service teachers always sought a suitable error correction technique: they believed that teachers must always correct students’ mistakes. This belief remained unchanged during the practicum. Their conviction was evidenced while they implemented three different correction techniques as the students completed writing and speaking tasks.


  First, when the students started working on written exercises, the pre-service teachers walked around the classroom to monitor what they were doing. When they found a mistake on the students’ part, they corrected it immediately. They not only highlighted the wrong word but also explained the reasons behind the mistake in order to develop students’ ability to self-correct their mistakes; as Participant 2 stated:


  
    Regarding the written corrections, I not only marked the mistake with an X but also highlighted it. For example, if it was a verb, I highlighted it and wrote why it was wrong so as to allow the student to learn the correct form of it. (Interview 1)
  


  Second, Participant 1, when doing written activities in pairs, started to find mistakes in the students’ production. However, she asked them to assess their own elaboration asking them immediately: “Are you sure? Is this the correct word?” According to her, this technique allowed the learners to check their production by identifying their own mistakes. However, she realized that this technique was time consuming:


  
    At the beginning of the practicum, I conducted written productions in pairs. While they were working, I tried to read what they were writing. Once I identified a mistake, I asked the students if they should write a [particular] word instead of another one. But, I spent too much time correcting in this way. (Interview 1)
  


  Consequently, Participant 1 changed the type of correction because of the lack of time. She realized that immediately giving the students the correct word was not as time consuming as letting them review their work.


  Third, Participant 1 asked the learners to work individually because she had no time to identify their mistakes. Then, she went on trying out another error correction strategy, as she explained:


  
    I realized that the best way to work on written productions was individually because when [they were] working in pairs, I was not able to determine or to identify which student was making the mistake, if it was student A or student B. Then, since the fourth or fifth week, I decided to conduct writing activities on an individual basis. (Interview 2)
  


  Using different error correction strategies helped them to realize a twofold purpose: the pre-service teachers developed the best strategies to correct students’ written productions and the learners became aware of their own mistakes.


  Beliefs About the Teaching Mechanisms


  Before the teaching practice, the pre-service teachers affirmed that neither memorization nor translation was the best method to teach a foreign language. However, the pre-service-teachers included these two techniques in the teaching practice with different purposes. This belief changed because it was easier to teach English using the learners’ mother tongue since the students understood the topic more easily. They also affirmed that teaching vocabulary was easier when the learners memorized the words.


  During the teaching practicum, the pre-service teachers used translation to facilitate the students to learn a new topic. They stated that it was easier to help the students understand the explanation by translating the unknown words. According to Participant 2, translating some words or phrases was a way to motivate the students to learn English since they were able to understand the explanation:


  
    When I was explaining the past tense of the verb to be in English, I noticed that the students did not understand. Consequently, I decided to write some key words in English with their meaning in Spanish related to the explanation. However, most of the time I had to translate long sentences. (Journal 4)
  


  Participants explained the reasons for including translation to facilitate students’ understanding. For example, Participant 2 pointed out that including translation as a teaching tool during the teaching practice allowed her to realize that when working with beginner students, it was sometimes necessary to translate phrases to explain a topic.


  
    When working with students that begin from cero, I wanted to help them reaching at least an A1 English proficiency level. For that reason, it was necessary to use sometimes the mother tongue and translation to explain grammar and answer doubts. (Journal 4)
  


  Additionally, participants taught vocabulary through repetition and memorization. Participant 1 used repetition to facilitate the students’ learning by heart the vocabulary of the lesson, as she stated:


  
    The next class I decided to use flashcards to teach the animals’ vocabulary. Some flashcards had their names on it and other ones did not. I showed the flashcard and the students had to repeat three times the word. Then, I showed the flashcard without the word and the students had to say the name of the animal. At the end, I showed all the flashcards and the students had to pronounce them one by one. (Interview 2)
  


  Participant 2 used memorization to help students grasp grammatical structures more efficiently as shown below:


  
    However, depending on the topic you are explaining, sometimes it is necessary to implement memorization in class. For example, when explaining grammar aspects with students that are starting to learn a foreign language, they have to learn by heart those structures that are the base of what they will use daily. (Journal 4)
  


  In short, translation, memorization, and repetition were used simultaneously to facilitate students’ understanding and internalization of new words and unknown structures.


  Beliefs About Teaching Pronunciation


  The pre-service teachers used to believe that teaching pronunciation was the most difficult part of teaching a foreign language. However, this belief changed when they used a three-step sequence to teach pronunciation during the practicum.


  Throughout the practicum, the pre-service teachers structured the teaching pronunciation process into three steps. First, they showed the writing of the word to be taught with its meaning in the native language and the learners had to repeat it. Second, they pointed at a flashcard and the students had to pronounce the word in English. Third, participants used the flashcards in different activities where the students had to guess the missing word and the word order, as Participant 1 affirmed:


  
    The pronunciation process was divided into two parts: In the first one, I pointed at the writing of an animal’s word with its meaning in Spanish and I pronounced it twice. In the second part, I pointed [at] the flashcard and its writing and the students had to pronounce it. (Interview 2)
  


  In several cases, while Participant 1 was working on pronunciation, she asked each row of students to pronounce a word in unison until they said it correctly. When the pre-service teacher heard that one student mispronounced a word, she immediately asked him to repeat after her and to pronounce it several times from his seat until he could say it correctly. In several instances, the pre-service teachers modeled the tongue positioning to show their students how to pronounce a word correctly, as Participant 2 explained:


  
    I divided the pronunciation process by rows of eight students and worked with them until I heard they pronounced the word correctly, and if I identified that one of them mispronounced the word, I asked only that student to pronounce the word until he was able to. (Interview 2)
  


  On the other hand, Participant 2 was concerned about some difficulties when teaching pronunciation. She realized that the students’ past learning experiences affected their pronunciation learning process. Besides, she stated that this process was more difficult because they mispronounced basic words that were necessary for developing an oral production as she reported:


  
    When I was going to work on pronunciation, I faced some difficulties because in many cases all the students pronounced a word incorrectly and I noted that it was because of their past teachers. (Journal 5)
  


  Consequently, she had to take some minutes of the lesson to teach students the correct pronunciation because according to her, she wanted to avoid students’ fossilization.


  Beliefs About Teaching Grammar


  The pre-service teachers used to believe that teaching grammar was not the most difficult part when teaching. However, this belief changed during the teaching practicum. Teachers experienced some difficulties that made them have second thoughts about teaching grammar.


  Before their teaching practice, the pre-service-teachers observed a class conducted by the cooperating teacher. Once they started the teaching practice, they experienced some difficulties regarding the previous grammar explanations. Participant 1 noticed that it was easier to explain a new grammar structure for those students who had previously mastered the topic. However, most of the students did not remember much of what they had been taught.


  
    The main difficulty was that many students did not remember the verb to be in the present tense. Consequently, I had to give a brief explanation of it. After that, I was able to explain the new grammar structure, the verb to be in past tense. (Journal 7)
  


  Consequently, she had to take some minutes of the class to explain the previous topic again in order to facilitate the students’ current learning process.


  Another factor that made the teaching of grammar more challenging was the students’ misbehavior. Once, when Participant 2 was teaching grammar, she decided to use a video to explain a grammar topic. However, she noticed that the students did not take advantage of the technological tool.


  
    In this class, I showed the students a video to allow them understand the grammar topic better, but most of them did not pay attention. (Journal 3)
  


  On the contrary, Participant 1 noticed that most of her students favored visual learning; then, she used visual material as a tool to introduce a new grammar topic. As a result of this practice, she raised the students’ interest in learning a foreign language.


  
    In this lesson, I used a PowerPoint presentation to explain grammar. That was something I changed since I usually use this material just to introduce the vocabulary and only explain grammar on the board. However, I think it was successful because the students wrote several examples using there is/are in their notebooks and participated in class. (Journal 3)
  


  Beliefs About Motivation


  Before the teaching practice, the pre-service teachers believed that they would not be able to teach English if they were not motivated. Throughout the practicum, they faced different experiences that made them feel demotivated while teaching. This belief changed because of the dedication they showed when teaching.


  During the teaching practice, participants faced some challenges dealing with the students’ attitudes in class. They realized that some students did not value the work and the material they brought every class. According to Participant 1, she felt upset due to the students’ disinterest in taking part in the class activities. She explained, that:


  
    It was a little bit frustrating to see that some students started to break things, stand up every time, or throw the guides away. And, seeing that they come to the school only to play and not to learn was also frustrating. (Journal 2)
  


  Nevertheless, as she once reflected in her journal, she was able to continue the lesson because of the passion she felt when teaching English.


  Additionally, Participant 2 felt demotivation when explaining a topic because of the students’ interruptions and their lack of interest. However, she was able to continue the lesson because of the cooperating teachers’ mediation.


  
    As I did not know what to do to continue with the lesson, my supervisor advised me to give the students a low grade for their work in class, and I did. When the students knew that I gave them no grade (0), they started to behave. (Interview 1)
  


  In sum, there were notable changes in the participants’ beliefs when entering a real classroom setting. The changes in beliefs originated partly due to the participants’ previous experiences as learners; and the difficulties and emotions the pre-service teachers faced during the practicum.


  Discussion and Conclusion


  This study sets out to identify pre-service teachers’ beliefs before the teaching practice with the aim of finding out how they change during this final step of the preparation program. It is difficult to establish whether the beliefs that the pre-service teachers held when starting this study existed before starting the teaching program or, perhaps, the teachers were influenced and shaped throughout the years of preparation. However, this study found that the pre-service teachers started the practicum with several common beliefs about teaching English. For example, the relevance of correcting students’ mistakes, the importance of grammar and pronunciation teaching, the use of translation and memorization, and the influence of motivation during their practicum.


  The participants’ past experiences as foreign-language learners influenced their beliefs prior to starting their teaching practicum. The relationship between pre-service teaching expectations and teaching programs has already been documented in the literature. Most pre-service teachers start the teaching practice with expectations as a direct result of the beliefs developed in the pre-service teacher formation program (Coles & Knowles, 1993). This idea is in line with Horwitz’s (1985) study, in which she found that most pre-service teachers’ beliefs are developed while teaching in real classroom settings. In doing so, the pre-service teachers had the chance to test their expectations and shape their beliefs before the practicum.


  On the other hand, the findings revealed that most of pre-service teachers’ beliefs changed; a few of them remained unchanged. Table 2 shows a significant difference between the beginning and the end of the practicum. Pre-service teachers’ beliefs were open to change during the practicum; this aligns with S. Borg’s (2006) argument indicating that changes in pre-service teachers’ beliefs take place during this period. In other words, practices lead to belief changes due to the fact that pre-service teachers have not developed teaching routines. However, some scholars argued that the teaching practice is not influential in pre-service teachers’ beliefs (Gutiérrez, 2015; Peacock, 2001). Gutiérrez’s study contrasts our finding indicating that pre-service teachers’ beliefs are stable because they “acquired some teaching experience prior to their practicum” (p. 190), which allowed them to sustain their beliefs on teaching from the beginning to the end.


  Before starting the practicum, participants believed that memorization was not the best mechanism; this belief changed when the pre-service teachers included this strategy to facilitate students’ pronunciation, grammar, and vocabulary learning. It was customary for the pre-service teachers to use flashcards to facilitate the memorization of the right pronunciation of several words. Similar findings are found in Alqahtani (2015), who argued that introducing a new word by showing an object helped students to memorize the word. With regard to translation, the participants changed their belief that translation was not the best mechanism for teaching English. While facing the reality of the classroom, they introduced translation to facilitate students’ understanding of grammar and vocabulary.


  Another sign of belief change included challenges participants experienced, which were discovered through the reflection journal. Before starting the teaching practice, they believed that pronunciation was not the most difficult part of teaching English. However, along their practicum, they identified that their students’ past learning and misbehavior made them change this belief. Similarly, Gilakjani and Ahmadi (2011) also found that pronunciation is the most difficult part for teachers to address in the classroom. Their study corroborates our finding which indicates that teaching pronunciation is more than simply correcting single sounds or isolated words.


  Finally, it is also important to note that the belief about error correction did not change during the practicum. Although the pre-service teachers changed the correction techniques from peer-correction to self-correction as a strategy to develop students’ autonomy, this belief remained unchanged. Participants still assigned a high priority to error correction in class. The teachers realized that they should continue correcting students’ mistakes; however, they also discovered the peer-correction technique to be inadequate.


  This study suggests that pre-service teachers should gain teaching experience prior to the practicum so that they will be better prepared once they face the reality of a classroom. Hopefully, the superior foreign language programs should provide pre-service teachers with more classroom teaching experiences and, in turn, they will be better equipped to handle the classroom and become more effective teachers. We also suggest that more growth opportunities, such as assisted reflection, will allow pre-service teachers to improve their teaching abilities and overcome the potential difficulties they experience in this process.


  Further research can analyze in greater depth the differences and similarities in pre-service teachers’ and in-service teachers’ beliefs about teaching English and see how they influence their decision making process.

  


  1In this article, teaching practice, teaching practicum, and practicum are used interchangeably.


  2Horwitz granted the permission to modify the BALLI.


  3However, the researchers sent different questions based on the participants’ answers.


  4We obtained the permission to modify it in accordance with the purpose of the study.


  5Original questions in Spanish.
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  Appendix A: Beliefs About Language Learning Inventory (BALLI)
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  Appendix B: Sample of Reflective Questions


  
    	What are your limitations at present as a teacher?


    	What problems did you have with the lesson?


    	What changes do you think you should make in your teaching?


    	What do you think students really learned from the lesson?


    	Which parts of the lesson were most successful? Explain.


    	Which parts of the lesson were least successful? Explain.


    	Did you do anything differently than usual?


    	What skills did you favor when teaching?


    	What is the most important aspect when teaching?

  


  Adapted from Richards and Lockhart (1996)

  


  Appendix C: Semi-Structured Interview Sample


  Error correction


  Which skill did you correct the most during the practicum?


  What is the role of correction?


  How did you correct the students’ mistakes?


  When did you correct the students’ mistakes?


  Teaching material


  What type of material did you use during the practicum?


  Did you change the materials used, if so, how/why?


  What were the students’ reactions towards the new material?


  Other questions asked


  How did you use the mother tongue in class? Why?


  Generally speaking, how many times did you explain grammatical structures?


  How did you explain grammar?


  What was the most difficult part of teaching grammar?


  What was the most important change while teaching?
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  This paper describes an approach to developing intermediate level reading proficiency through a strategic and iterative use of a discreet set of tasks that combine some of the more common metacognitive theories and strategies that have been published in the past thirty years. The case for incorporating this composite approach into reading comprehension classes begins with an explanation of its benefits and the context in which it came to be; its relationship to theoretical discourse in the field; a description of its three main components: textual indicators, strategy instruction, and content learning; and concludes by presenting a model for implementing the approach that integrates these three components.
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  La propuesta que se presenta apunta al desarrollo de la comprensión lectora en un nivel intermedio mediante el uso estratégico e iterativo de tareas específicas. La argumentación a favor de incorporar este acercamiento compuesto en clases de comprensión lectora empieza con una explicación de sus ventajas, el contexto en el cual llegó a ser y la relación que luego se estableció con el discurso teórico del campo. Posteriormente, se detallan sus tres elementos principales: indicadores textuales, enseñanza de estrategias y aprendizaje de contenido. Se concluye con un modelo pedagógico para la implementación del acercamiento que hace uso de los tres elementos constitutivos de la propuesta.


  Palabras clave: comprensión de lectura, estrategias de lectura, inglés como lengua extranjera, meta-cognición.

  


  Introduction


  Preparing university students in non-English speaking countries to use English language texts has been a pressing concern for policy makers, administrators, and professors for the past twenty years (Crystal, 1999; Seargeant & Erling, 2011). For most of the past decade, the Colombian Ministry of Education has addressed this issue by taking steps toward the implementation of a national bilingual program (Programa Nacional de Bilingüismo 2004-2019). The ministry justifies this policy by stating that it considers bilingualism to be essential in a globalized world and an important element in enriching the lives of its citizens, increasing their competitiveness and contributing to the overall development of the country (Ministerio de Educación Nacional, 2005).


  The proposal presented here came to be as a response to the particular needs of students at Universidad de Antioquia (UdeA), one of the largest public universities in Colombia. These were English as foreign language (EFL) students with limited English proficiency (LEP) that needed access to English language texts, primarily in their field of study, but also for their overall development as professionals. This article makes the case for an approach that addressed their reading comprehension needs because those needs are common enough that the proposals found here may be of value to a great many.


  Rationale


  In 2015, 2,063 undergraduates at Universidad de Antioquia (UdeA), one of the largest public universities in Colombia, took an English reading competency exam. Fifty-six percent of them failed the exam. Students from the engineering department, the largest on a campus of 30 thousand-plus students and the beneficiaries of six levels of mandatory EFL courses fared no better than the greater population. In the first semester of that same year, 57% of those students who took the exam failed (Informe de Gestión, 2016, see Appendix A). These statistics were representative of what I observed when I began to teach reading comprehension at this same university. The numbers also make clear the need that public institutions such as UdeA have for practical, user-friendly tools that can be used readily by the underpaid and often underprepared adjunct instructors who in most departments are responsible for more than 60% of the undergraduate teaching load.


  Upon being hired to teach three levels of reading comprehension to philosophy students enrolled in a teacher preparation program, I was asked to mitigate the student’s aversion when faced with academic texts in English, as they often experienced when complementary bibliography was called for in their content courses. I addressed this challenge first by performing a detailed needs assessment survey of all three levels and found the following: of the 72 students surveyed, 59 interacted with texts in English (academic or otherwise) less than three times per month, eight students less than five times per month and five students more than five times per month. Most, (54 students) thought it important to increase the frequency with which they read in English. The primary reason given by this group of 54 students as to why they did not read more often in English consisted of a low opinion of their ability to make use of the texts that they encountered. This low opinion of their proficiency in reading was manifested in comments such as “there are a lot of words that I still don’t know” and “I have a lot of trouble translating the important sentences in the text.”1


  My field notes showed that when faced with short expository texts (averaging 190 words) that were accompanied by multiple choice questions, nearly all students read intensively, word for word from left to right until they encountered an unknown word, at which point they reached for the dictionary apps on their smart phones. When I suggested skipping some of the unknown words and attacking the text in an asymmetrical fashion, some acquiesced, albeit reluctantly. Once I moved on to assist other students however, they quickly returned to scrutinizing the text one phoneme at a time.


  I proceeded to identify the available tools offered in articles and textbooks and culled a selected group of those that through trial and error showed themselves to be the most promising. My plan was to use them as rhetorical tools that would help me to persuade my classes that they would be able to achieve much more than they believed that they could if they were willing to rethink the manner in which they interacted with English language texts. The result of this three-and-a-half-year endeavor is the strategic iterative reading comprehension approach (SIRCA).2


  The term reading comprehension has a very limited scope in our classes, one that I believe to be shared by a broad spectrum of EFL students. This limited scope means that we focus on improving our ability to make use of academic texts for our professional and personal needs. The process that allows us to achieve this is founded on and guided exclusively by the purpose, the goal to be achieved and not by the tools that we use (or other language learning goals). It is a process designed to give students clear and explicit orientation as to when and how to use strategies. In this sense, this article takes a different tack from those that evaluate and classify strategies but stops short of engaging explicit prescriptive ends. In response to the abundance of descriptive models found in the field, SIRCA encourages a move from a transmission model of teaching toward an active transactional model that is based on explicit student-centered learning goals. The explicit goals that concern us can be located within the dimensions of task knowledge, task purpose, and task demands (Rubin, 1994). SIRCA works to achieve those goals by answering the call for explicit and integrated strategy instruction (Graham & Harris, 2000; Shen, 2003) and by emphasizing awareness development through teacher modeling, practice, and self-evaluation (Chamot, Barnhardt, El-Dinary, & Robbins, 1999; Harris, 2003).


  SIRCA integrates theories of learning processes, instructional procedures, and content instruction but is not a method for English language instruction. What it does is promote student motivation by creating a greater sense of autonomy and a clear sense of purpose; a sense of where the reader is headed, why, and how to arrive there. It is targeted at a specific but growing section within the EFL community; students for whom achieving an intermediate or advanced level of reading comprehension proficiency is a valuable objective but who do not have the resources to do so. The use of traditional methods like ESP (English for specific purposes) and EAP (English for academic purposes) can provide students with a basic level of competency in the four language skills but, the limited time available for these courses often results in a level of reading proficiency that falls short of the demands found in a globalized academic environment.


  SIRCA focuses on two of these demands: (1) the ability to perform successfully in timed multiple choice reading comprehension exams and (2) the ability to write an “abstract” or summary based on a structural/semantic map (S-map) of an academic text in English. Both of these are indispensable skills for an undergraduate in any major to have. The need for exam skills is self-explanatory. By being able to represent the purpose and structure of a text in a conceptual map and then in prose, the student will have an understanding of what the text does and how it does it. This, in turn, will allow the student to use the text for the purposes of research presentations, answering questions, and critical review.


  Additionally, the skills acquired are directly transferable to the student’s native language (L1). This means that along with having access to English language texts in their field, the student will improve the speed and efficacy with which he or she reads overall, thus the impact of using this approach can be said to extend beyond the EFL class and beyond the academic sphere into the personal and professional interests of the students who use it. They achieve this in part by employing those practices that define effective readers, namely, knowledge of syntax and structure, use of contextual clues, identifying key words, identifying the main idea, predicting, and confirming.


  Theoretical Framework


  Sources Integrated Into SIRCA


  SIRCA is an integrative effort that recycles many of the theoretical models and findings in the area of metacognitive reading strategies already available and organizes them into a systematic and strategic approach to reading comprehension. In a field long affected by entropic tendencies that often make cross study comparisons nearly impossible (Chamot, 2004), novelty is not what is most needed. It may be more beneficial to offer synthesis and prescriptive proposals that make practical use of the wealth of available theoretical models and tools.


  SIRCA borrows from a variety of existing approaches such as EAP because students are initially engaged in using English texts to serve their academic needs. It can be thought of as a Genre based approach, because genre analysis (in general) focuses on the structural organization of texts; an identification of lexico-grammatical features, moves, and strategies with a mind to understanding how these are organized to accomplish the communicative (or rhetorical) purpose of the text (Osman, 2004). Through SIRCA, students are able to focus on the patterns and organizational structure of expository and persuasive texts as well as to become familiar with the textual regularities of these genres. It also adapts some of the central tenets of task based strategies (TBS) because all activities are guided by one clearly defined task; to extract the central purpose and the general structure of the academic text either as a platform from which to answer multiple choice questions on standardized proficiency exams or as a means toward filtering through primary and secondary source texts in the practice of research.


  The benefits of incorporating explicit reading goals result from the fact that reading strategies are influenced by the specific goals that readers seek to achieve and it is only by defining, committing, and returning to these goals throughout the reading activity that strategies become useful and powerful tools for students rather than cumbersome and taxing obligations placed on an already busy cognitive system. This is important to what is proposed here because the learning theory behind SIRCA is the understanding that strategic readers are more effective readers and that these can be defined as individuals who understand the goals of the reading activity, have a broad range of strategies to choose from, are adept at using them in combination, and employ comprehension monitoring (Grabe & Stoller, 2001). Good readers are selectively attentive, attempt to integrate across the text, and identify categories; they are able to appropriate and coordinate strategies opportunistically (Pressley & Afflerbach, 1995). In the last three decades, studies on reading comprehension strategy instruction have concluded that the combination of explicit goals and strategy use help readers to be more effective and efficient. (Koda, 2004; Lenski & Nierstheimer, 2002; Palincsar & Brown, 1984; Rosenshine & Meister, 1994; Song, 1998).


  The strategy instruction component presented here follows Anderson’s (language theory) model of language acquisition (1981, 1985) insofar as it is a cognitive model that helps us to understand reading comprehension as a complex cognitive skill that can be broken down into a cognitive stage, during which there is conscious, rule-based learning, an associative stage, in which errors diminish and the reading strategies are executed more fluently, as well as an autonomous stage during which parts of the learned strategies become unconsciously performed skills that are incorporated into the reader’s automatic skill set (see Appendix B).3


  The explicit instruction model promoted by Graham and Harris (2000) and Pressley (2000) has also been adapted into the SIRCA model in that the content, rhetorical, lexical, and syntactical knowledge specific to expository and persuasive texts is the “declarative knowledge” component. These are taught in tandem with the reading strategy component or “procedural knowledge”, which consists of a recursive task-based model that is repeated with a broad variety of texts until these strategies have been assimilated and become skills.


  Metacognitive Reading Strategies


  Metacognitive reading strategies (MCRs) are central components of this approach because the evidence we have about their effectiveness is considerable. Years of extensive research have shown us that they enable LEP students to improve their reading proficiency (Ikeda & Takeuchi, 2003; Kazemi, Hosseini, & Kohandani, 2013; Wilson & Bai, 2010; Zhou & Zhao, 2014). The use of MCRs here is based on four main propositions: (1) Students who can establish cognitive links that relate newly acquired information with previous knowledge are more effective readers than those who are not mentally active and resort to rote memorization (Barnett, 1988; Waxman & Padron, 1987). (2) Strategies can be learned. Those who are taught MCRs and provided with ample time to practice them will be more effective readers than those who have no experience with them or have not had explicit instruction as to their nature and use (Cotterall, 1990; Paris, Lipson, & Wixon, 1983). (3) MCRs transfer between L2 and L1 (Rhoder, 2002; Salataci & Akyel, 2002). (4) Improved reading comprehension in LEP students is more effective through direct instruction of MCRs than with traditional language processing methods of reading instruction (Carrell, 1998). The process of explicit reading strategy implementation begins by making learners conscious of covert processes, knowledge, and skills that they can learn to control so that they can evolve into more effective readers (Cambourne, 1999).


  Components to the Proposed Approach


  Textual Indicators


  The language development component used in our classes includes a core list of linguistic or discourse markers, prefixes, suffixes, roots, and those verbs and nouns that are more likely to appear in academic texts (in the social sciences). Nouns like researchers, findings, studies, and verbs like argue, concede, imply are more useful to us than wander, revel, and mingle because they appear more often in the kinds of texts that concern us.4 The discourse markers and their functions: enumerative, additive, conclusive, resultative, and contrastive, etc., are presented so that the individual terms are understood as performing a specific function in a text; words like but, conversely, instead are not learned as independent meaning units but as part of a category. In this case, a category of words that contrasts what is to follow with what preceded them. The purpose behind teaching the roots, prefixes, and suffixes is akin to why we learn about discourse markers. Both provide students with an alternative means to decipher meaning where their vocabulary and syntactical knowledge may be insufficient. Research has demonstrated high levels of correlations between discourse marker knowledge and improved reading comprehension proficiency (Khatib & Safari, 2011).


  Strategy Instruction


  The acquisition of specialized vocabulary and syntax is important to the course only insofar as the manner in which these complement our use of strategies and allow us to improve our proficiency in working with academic texts in English. When using these strategies, the expression “working with texts” has a meaning for us that is slightly different from what is understood as decoding or deciphering texts, wholly or partially. What “working with texts” means to us is that we work to identify what the text does, whether it is expository or persuasive and how it does what it does. These are the goals of the class and of the strategies that we use.


  The strategy instruction component is expressed in the SIRCA guide map (G-map, see Appendix C). The G-map is composed of questions that the reader uses to direct his or her reading. Each question is considered separately and if no answer is found, the reader then moves to the following question in that section. Some of these sections require that the reader return to certain sections of the text, each time with a different question in hand; herein lies one of the iterative characteristics of this approach.


  The recursive task based model relies heavily on the well-established practice of “scanning” and limits the use of the “skimming” component. By using the G-map, the student will always have specific questions in mind; he or she will always be scanning; looking for the answers to a question. The logic behind this is that skimming, or looking for the general idea, the main points, and the general structure is a task for which LEPs are seldom equipped. By providing a clear and achievable goal, finding answers to questions and using the answers to develop the S-map, the G-map limits the sense of impotence that students feel when we ask them to “decode the important parts of the text” or “identify the relevant information in it”. Instructions of this sort can cause confusion and a consequent lack of motivation because LEPs often do not know how to distinguish relevant from irrelevant information. One exception to this is LEP students who have been trained in basic test taking techniques. These students will, for the most part, be more effective at assimilating the G-map format because they have learned a reading approach that is goal oriented. SIRCA’s G-map consists of a set of questions tailored to guiding students in their approach to academic texts.


  Initially, students are asked to follow the steps presented in the G-map in sequential fashion. As they progress through the steps they find tips and complementary questions that help them to answer the two primary questions: what and how (here we find a second iterative characteristic of the approach). Once they have addressed one of the tips presented in the “How” section of the G-map, scanning for keywords that will help them to determine if “small to large” is the organizing principle behind the structure of the text, for example (and if the search is unsuccessful), they return and tackle the next tip/question, that is, scan for clues such as dates and other temporal indicators to see if the text is organized sequentially.


  At first the going is slow, but only while students assimilate the types of clues that they must look for to answer the “what and how” questions and are better able to resist the urge to give every word equal importance. Developing these abilities requires the use of metacognitive strategies like planning, selective attention, and self-monitoring. Once students become accustomed to attacking the text; to actively searching through it with the sole purpose of answering the questions in the G-map, measurable progress in their reading proficiency will follow. There is a significant time investment to be made at the initial levels because students will be asked to see the familiar (a text) in an unfamiliar way; as a compound that needs to be broken down into its elements. Effective implementation of strategy instruction will reduce the length of time invested but the application of MCRs as suggested here, or elsewhere, is not a quick fix. It is a difficult, time consuming, though effective way towards creating better readers (Farell, 2001).


  The activities spelled out by the G-map take on form in the S-map. The semantic/structural map (Carrell, 1998) is a graphic display of information within categories that have explicit relationships to a central concept (Johnson, in the foreword to Heimlich & Pittelman, 1986). The S-map is both semantic and structural in that it illustrates what the text is trying to achieve, present in the title given to the S-map, and the sections that explain how it tries to do so.


  Let us say that our what question, what the text does, leads us to conclude that the text informs us that our earliest ancestors were hunter gatherers; this then becomes the provisional title of our S-map, abbreviated as “Ancestors were H.G.” The following question, how the text manages to carry this out, will guide us toward dividing the text into sections. We would carry this out by placing a descriptive heading above each section and then using these headings to develop the S-map. Finding the answer to the questions in the G-map, and creating an S-map with them will require cognitive skills such as grouping, note taking, summarizing, induction, and inferencing.


  In the process of integrating the section headings (the How the text tries to achieve its goal) with the provisional heading of the S-map (the What the text tries to achieve), one sees that the metacognitive strategies of self-monitoring and elaboration are key. The former, because it ensures active engagement with the defined reading goals and the latter, because it is the primary means through which the reader may recall prior knowledge, consciously relate it with what he or she is presently learning and then integrate this to the semantic structure that is their S-map. In the classroom, these strategies are taught, modeled, and practiced by way of social affective strategies such as cooperation and self-talk. The final version of the S-map is a structural and semantic rendering of the text. It shows what the author intends to accomplish and how the parts of the text are organized so as to achieve this goal. Because of the great variety of rhetorical conventions, mastering the development of an S-map with persuasive texts will require more practice than with informative or expository texts.


  The S-map gives students the information that they need to achieve four of the most common academic reading goals for university students, among them “reading to research, answer questions, summarize, and reading for critical review” (O’Hara, 1996, p. 7). The last goal is made possible because the S-map gives the student information about whether the parts do in fact accomplish the purpose that the author set out to achieve, whether they may do so if organized in a different manner, or to what extent some of them fail to do so altogether. For example, if a student is given an academic article that promotes the use of folktales in teaching philosophy to children, and said student is then asked to prepare for a discussion on ethics, she can quickly identify this section of the text (her S-map would contain a section titled ethics/moral issues) and delve further into the section of said essay that discusses the moral and ethical situations that folktales present.


  This is one of the ways in which this approach is strategic. It gives the reader the means to find and explore that section of the text that is of use to them and to do so quickly and effectively. In other words, it provides the student with access to a text in English without him or her having to translate it or attempting to read it in the conventional sense. Similarly, if the essay includes a section on the history of folktales that is not of any rhetorical value to the author’s stated thesis, the student can identify this and thus begin a critical evaluation of the source text.


  Content Learning


  The level of difficulty of the texts should increase as students become more proficient in the use of strategies and develop a greater store of discourse markers. After the first 4 weeks the texts that we work with promote the development of specialized vocabulary and conceptual knowledge required by the philosophy major.


  The logic behind how texts are chosen and sequenced is guided by Cummins’ (1992, p. 19) two dimensional model of contextual cues and complexity of task that define the language demands faced by LEP students. The two dimensions can be visualized as a four quadrant chart where the horizontal X is the context (with “embedded” on the left and “induced” on the right) and the vertical Y represents “high” and “low” cognitive demand. The four quadrants formed are: (1) contextualized (embedded) and low cognitive demand, (2) low (induced) context and low cognitive demand, (3) high cognitive demand and contextualized (embedded), and (4) low (induced) context and high cognitive demand. Texts for the three levels of the class were selected so that they progressed from Quadrant 1 to Quadrant 4 (see Appendix D). The kind of texts used evolved from general topics with a low level of cognitive demand and a high degree of embedded context to philosophy-specific topics where the level of explicit context is low and the cognitive demand is high. The hunting practices of owls is an example of a topic for an informative text that would be presented in the first weeks of the initial semester and an article on the foundations and differences between understanding a message or concept and believing it, published in American Psychologist, an example of what students in the final weeks of the third and final level would be asked to map and summarize.


  Incorporating Suggestions Into Lesson Plans


  The following is a suggested method for integrating the explicit instruction of discourse markers, strategy instruction, and content learning into lesson plans. Learning strategies should be presented as the means toward achieving reading goals. Initially these will require separate mini lessons to explain how they are related to what the student may already do when reading in L1 (awareness), what the nature and function of each strategy is, and how to more effectively pair each strategy with the presented text and the desired reading goals. Beyond this initial introduction however, the MCRs and their strategic use should be considered secondary. They should be seen as the means toward developing an S-map of the texts in question. The motivation behind this is that the strategies should become assimilated into the reading skill sets that the students bring to the classroom and that autonomous and independent use of them should ensue.


  I will briefly cover here the manner in which we allocated tasks to time as a point of reference. Twenty percent of our class time was given over to the learning of content, vocabulary, linguistic markers, etc., and 80 percent to strategy instruction and practice. The initial emphasis was on quantity over quality on repeated encounters with new texts so that students worked for 30 or 40 minutes with each text and advanced toward assimilation. Each text served as an opportunity to move closer to a more strategic attitude toward reading; to looking through the text (iteration) with a clear (clearer) purpose in mind, one guided by the search for an answer and not by the left to right and top to bottom movement that extensive or traditional reading promotes.


  This high paced work emphasizes that the text in and of itself was of little importance; what mattered, instead, was mastering the practice of extracting the structural and semantic information from it as fast as possible and thus promoting reader control, autonomy, and confidence over the text. This had two important benefits: in standardized reading comprehension, exams time is a crucial factor and being able to attack the text while guided by specific questions will reward the test taker and second, as undergraduates advance through their semesters, the volume and complexity of the readings assigned to them will grow. If they are able to quickly analyze the purpose and structure of a text, they can make decisions as to their usefulness or as to the sections that will serve their specific needs: oral presentations, class discussions, term papers, and critical discussions. In class, activities were carried out by adapting some of the premises of the philosophy of cognitive apprenticeship (Collings, Brown, & Newman, 1989), namely, modeling, diagnosing, fading, and scaffolding. Scaffolding includes providing hints, feedback, reminding, questioning, encouraging, and praising.


  The lessons are divided into five stages. Stages 1-3 occupy most of our class time during the initial two weeks. Practice and follow up should be fully incorporated by the fourth to sixth week. During the first stage, students are introduced to the MCRs involved in selective attention, self-monitoring, inferencing, and summarizing. These are to be learned and the sequence of steps needed to implement them. The second stage introduces the S-map as a way to graphically represent, keep track of, and express the relationships between the purpose of the text and the various methods that are used to achieve it. This stage is also used to highlight how many of the tasks students perform while reading in L1 are in fact strategies i.e. strategies that can also be applied to L2 reading. The third stage models the manner and sequence in which the steps in the G-map can be used to respond to multiple choice questions and create an S-map.


  Stage 4 is the first practice stage in which the instructor can perform a needs analysis and proceed with complementary instruction to guarantee assimilation of what was covered in Stages 1-3. Stage 5 is the first true autonomous practice stage where the student, in groups or individually, can begin to evaluate his or her own unsuccessful practices and plan accordingly. In summary then, Stages 1 and 2 provide declarative knowledge verbally and graphically, Stage 3 models use, and Stages 4 and 5 serve as practice stages.


  For the first four to six weeks, the practice stage should be carried out in cooperative (model) sessions where small groups can develop member confidence in the use of organizational planning, induction, questioning, and grouping strategies called for by the G-map and necessary so that each small group can develop semantic/structural representations of the source text. Classes beyond the sixth week can incorporate more individual or paired work with whole class reviews in the follow-up stage. In the follow-up stage the groups come together as a class to compare the various S-maps and decide where inaccuracies may lie.


  Conclusions


  Generalization in this field is always a delicate matter; however, there is a strong argument to be made for stating that practitioners may find what this approach offers to be useful in advancing their reading goals with their students. The main characteristics of SIRCA are that it brings together some of the more effective tools available for language teaching and reading comprehension proficiency. These tools include, but are not limited to, the use of metacognitive reading strategies, genre analysis, and task based strategies. From this synthesis come the advantages of adopting this method and the benefits that come from the compounded effectiveness where the whole is greater than the sum of its parts. It is also attractive in that its simple structure makes it accessible to a variety of contexts and modifications and that because its skills are transferable from L2 to L1 it can be practiced and perfected outside the English classroom. It empowers students by allowing them quick (albeit limited at first) access to the academic, cultural, and social conversations that take place on the internet and this serves as a powerful motivator for them in achieving their overall language learning and professional goals.


  In medicine, the line between research, whose goal is to advance scientific knowledge, and medical practice, which is concerned with a patient’s well-being, is often blurred. On the one hand are physicians who are interested in testing if a drug or procedure works, and on the other, those who rate the same drug or procedure based on whether it helps their patients. The anticoagulant drug Amicar was once routinely prescribed to patients after aneurysm surgery to prevent “re-bleeds”. It worked. Few patients died from “re-bleeds”. They died instead from strokes caused by the interrupted blood flow caused by excessive clotting. The drug did not help. The impetus behind this proposal, if we were to continue the medical metaphor, would fall under innovative treatment rather than research; we are interested in promoting an approach that has helped and may very well continue to do so for other instructors.

  


  1My translation.


  2I hesitate to call this a method because although there are specified objectives and selected activities in this instructional design, teacher and student roles are flexible and implementation can be recursive or adaptable to classroom conditions and objectives.


  3I present this to students as a gradual evolution from unconscious incompetence to conscious incompetence to conscious competence and lastly to unconscious competence while highlighting that this can be a recursive process and, also, that completely abandoning the earlier strategies is not necessarily the goal but rather visiting them less often or only when new challenges merit it.


  4The core lexis is taught early in the course and expanded throughout.
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  Appendix A: Reading Comprehension Results
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  Appendix B: Strategies Employed in SIRCA
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  Appendix C: The Guide Map


  The map below aims at identifying the organizing principle of the text by scanning for key words, concepts, and linguistic markers and most importantly, by answering the questions provided here. The cognitive strategies upon which this is based include: classifying concepts and words, abbreviating concepts in written and graphic form, creating a written summary of the information gathered, and relating newly acquired information with established information so as to create a conceptual map of what the text does and how it does so.
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  Appendix D: Cummins’ (1992) 2 Dimensional Model
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  This article presents the foundations to design a curriculum that integrates music and drama as strategies for the teaching of English as a foreign language. Besides promoting interdisciplinarity, this curriculum seeks to improve the language level of those children attending continuing educational programs at any higher education institution. The interdisciplinary curriculum not only innovates the offer of English courses for children—music and drama—but also promotes meaningful learning and creates a positive attitude in children so that a high degree of interest in learning a foreign language exists. The article, besides explaining the basis for curriculum design, highlights the advantages of integrating music and drama as a medium for the teaching of a foreign language.


  Key words: Curriculum design, drama, English as a foreign language, interdisciplinary, learning methodologies, music.

  


  El presente artículo presenta el fundamento para el diseño de un programa curricular para el aprendizaje del inglés que integra la música y el arte dramático como vehículos de aprendizaje. Dicho programa, además de propiciar un trabajo interdisciplinario, busca mejorar el nivel de lengua requerido por un grupo de niños participantes de los cursos de un programa de extensión. El programa no solo innova el tipo de cursos de inglés para niños —música y arte dramático— sino que promueve el aprendizaje significativo y crea en los infantes una actitud positiva que promueve un alto nivel de interés en el aprendizaje del idioma extranjero. Además de presentar las bases de la estructura curricular, el artículo también menciona múltiples beneficios al integrar la música y el arte dramático como medios de enseñanza de una lengua extranjera.


  Palabras clave: arte dramático, diseño curricular, interdisciplinariedad, metodologías de aprendizaje, música.

  


  Introduction


  Bilingualism has become one of the major aspirations in today’s society. Advances in communication and technologies place increasingly higher demands on the knowledge of another language. Today, in many Latin American countries, English occupies the focus of the curriculum, from pre-school to higher education. Countries such as Colombia, Panama, Mexico, Ecuador, Peru, Argentina, and Brazil have invested in school reforms and teacher training programs to better English language proficiency (Kamhi-Stein, Díaz-Maggioli, & de Oliveira, 2017). In fact, they have established national bilingual programs in which English is the main foreign language for learning. Many Latin American countries usually begin bilingual education during the first years of schooling. For example, “Ecuador” and “Panama Bilingüe” demand that schools offer foreign languages from first grades (Ministerio de Educación [MEDUCA], 2016).


  Curriculum planning and within it school vision, mission, and syllabi should be formed in response to not just global tendencies but also local needs. It means every country has particular needs and contexts that should be considered when offering bilingual education programs. For instance, some regions may demand people learn English for tourism while others English for health. In the same way, some students learn English for travelling while others for working. Additionally, the task of developing and implementing bilingual education programs falls not just to institutions of primary and middle school, but also to those of higher education that offer foreign language extension/enrichment programs, especially for children.


  Bearing in mind that in Colombian higher education institutions must follow the national government’s objectives for standards of quality in foreign language; and after reviewing the types of programs for children offered by various universities, I observed that while many universities offer programs that make use of games and music, so far no program has integrated music and drama for the teaching of English. For this reason, it was worth investigating a curricular structure that integrated methodological strategies for English language teaching with music and drama for children from the ages of 7 to 11.


  This article presents the key aspects to consider in undertaking the design of a music- and drama-based foreign language curriculum for children.


  Context


  A principal challenge in the attainment of a high level of language mastery rests in the effective transition from one level of schooling to another. In Colombia, one hopes that by 2025 a fifth grader will have reached level A2 according to the Common European Framework of Reference for Languages (CEFR, Consejo de Europa, 2002). While many primary and middle school institutions have increased their hours of English instruction or modified curricula in order to offer content subjects in English, chiefly math and science, many families still turn to enrichment programs in order to supplement their children’s foreign language formation. Some of these enrichment programs are offered by universities and/or language institutes.


  The supplemental English classes many children take to enhance their learning of the language permit greater weekly contact with the language and thus superior levels of competence, especially if one takes the CEFR’s recommendations for instructional hours into account (see Table 1).
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  According to Nunan (2001), in spite of the various disadvantages related to time (number of class hours) or with the fact that students do not actually learn everything that is covered in class, class time should be used efficiently in order to emphasize the linguistic aspects which are most pressing for students.


  Nunan (2001) also explains that although the improvement of communicative abilities is one teaching objective, there are other objectives concerning the development of learning habits. This seems evident if one considers that an improvement in learning habits may result in an improved level of language. One way of bolstering learning habits and developing learning strategies is through programs that integrate the arts. Some studies done about the relation between arts and learning explain this statement. As a way of example, the Dana Foundation (2008) did research which evidenced that motivation, abilities for learning, memory, and habits of thought improved when studying arts. Consequently, any curriculum should consider, among other aspects, the interests and needs of students, set clear content learning outcomes, guide learning strategies, set the hours of instruction, and strengthen students’ skills and knowledge. Likewise, one must consider which concepts and components of music and drama will be taught and how.


  In conclusion, a curriculum that integrates music and drama represents innovation in terms of processes of teaching and learning. Additionally, it fulfills national requirements and allows universities to strengthen goals related to quality and the provision of services through enrichment/extension programs.


  State of the Art


  As part of the basis for the development of a curricular proposal, familiarity with the work of other researchers in the field of music- and drama-based English teaching is essential. The following section presents several studies pertinent to this subject.


  Foreign language instruction must involve meaningful communication. It means any exchange of information should be relevant and related to the background of the learner (Echevarría, Vogt, & Short, 2017). For instance, Marschke (2004) examined how a specific form of drama in education—drama methods—can create communication and authentic experience in foreign language learning. The concepts of acting and motivation comprise the theoretical pillars of the project. Drama is a practical process that can occur through task-based learning (TBL). TBL in this research is defined as an approach that permits learners to engage in communicative interactions through “authentic” tasks. Thanks to the integration of drama and TBL, one of the most basic goals of curriculum design is the development of cultural competence, understood as the ability to interact in different cultures. This study, in one of its main contributions, definitively shows that a task-based curriculum leads to a critical stance regarding culture. Another study that incorporates drama, specifically process drama and TBL is the one done by Hitotuzi (2014). The dramatic problematizer model (DPM), which is a seven-stage framework that incorporates critical pedagogy, process drama, and TBL, was used in a pedagogic intervention in a rural school in Brazil. Process drama let participants talk and reflect on local issues while using the foreign language.


  Incorporating drama techniques not only enriches children’s social interactions but also provides the professor with innumerable tools related to the construction of characters, scenes, and contexts for communication to take place. In this vein, Naoko (2006) explored how six-year-olds in primary school and their teachers reacted to the integration of drama as a pedagogical tool in English class. Participants discussed the applicability of drama as a method of instruction in an academic environment where it previously had not been used. Results varied, as students overwhelmingly welcomed drama while some teachers did not see it as useful. The study reveals that drama has great potential to create communicative situations in various contexts.


  Chukueggu (2012) examined dramatic activities as a tool to foment a positive and receptive attitude toward English. Through a theoretical review, having as a basis the socio-cultural theory of Vygotsky, the author summarizes the activities, theoretical basis, and benefits of drama in language learning. The strategies proposed in this paper shed light on the diversity of activities that can be included in an interdisciplinary curriculum. Benefits relate to motivation and self-confidence, betterment of communication skills, authentic language use, and proper pronunciation.


  Research also exists as regards the use of drama in the study of English in situations involving linguistic difficulties related to phonetics, pragmatics, or sociolinguistics. Peláez Falla and Segura Fernández (2008) concluded that role-play, improvisation, and physical theater improve students’ oral performance. It is possible to say that these studies propose drama as a valid method for improving students’ communicative competences.


  The following studies, unlike those already described, discuss the use of music in the study of English. To begin with, Lowe (2002) defines the contextual components derived from the integration of music and other art forms in the language curriculum. The results suggest that children were able to communicate more efficiently through the integration of music in their language class. Along the same lines, Sharifah (2002) investigated the effects of a music-based methodology for the study of English in Shah Alam (Malaysia). Findings indicated that teachers perceive music to be a useful tool for English instruction. Teachers who used music in class felt that student learning improved.


  Other studies have identified a direct relationship between music and communicative skills, such as those by Milovanov, Huotilainen, Välimäki, Esquel, and Tervaniemi (2008), regarding pronunciation, and Bedoya Bedoya, Lozano Ñustez, Muñoz Riaño, Pal Forero, and Sarmiento Ceballos (2007) for vocabulary. The goal of Milovanov et al.’s study was to examine the relationship between musical aptitude and pronunciation. The objective of the study by Bedoya Bedoya et al., on the other hand, was to identify deficits in English vocabulary comprehension, retention, and transfer due to social, economic, and academic aspects through incorporating drawing and painting in the English class syllabus. Both studies explored whether artistic and musical features directly influenced learning. Results showed that students with good oral skills exhibited higher musical achievement and, in the second case, that lexical competence improved by virtue of these artistic components.


  Medina (2002, 2003) carried out studies that provide a firm base for the use of music in language teaching for children. Research made use of various musical formats, including sung and illustrated texts, texts sung without illustrations, spoken and illustrated texts and spoken texts without illustrations. Findings showed that music facilitates information retention, takes students’ needs into consideration, activates prior knowledge, helps children reach linguistic goals, improves pronunciation through repetition, is pleasing to the ear, creates trust, is relaxing, offers authentic language, and provides examples of the language as used in real situations.


  Pérez Aldeguer and Leganés Lavall (2012) analyzed the value of language as an interdisciplinary tool for primary school language instruction. Although their exploratory study focused on the teacher’s perspective, it sheds light on music’s ability to catalyze student learning as a “high-quality learning tool” (p. 137). Another important finding involved teachers’ lack of knowledge regarding the use of music as a versatile didactic resource for objectives related to lexical substitution, phonological patterns, or cultural education. According to the study, foreign language teachers’ weak musical training places these objectives out of reach.


  The European Music Portfolio: A Creative Way Into Languages project (Ludke & Weinmann, 2012) is perhaps one of the most important contributions regarding the interdisciplinary approach to music and languages. Its principal goal is to enable primary school teachers to integrate music and language instruction so that students meet learning objectives in both subjects. The project presents the foundation for the learning and teaching of music and of foreign languages. It then explores the interrelation of the two subjects from an intercultural, cognitive, and communicative point of view. Finally, from a practical standpoint the European Music Portfolio (EMP) provides online and classroom activities for teacher use. The relationship between music and language has to do with motivation, development of concepts, learning environments, and creativity.


  The aspects of music established in the EMP reinforce the curricular focus mapped out in the design proposed by this article. The authors focus on four domains of music that interconnect in the development of musical competence (see Figure 1).
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  While the curriculum described in this article does not aim to produce musicians, it is still instructive to consider these domains, as they allow us to formulate relevant goals. Children enjoy music and develop musical and linguistic skills while they participate in activities especially designed for language learning. In fact, the EMP integrates musical activities such as percussion, playing instruments, dance, and so on, with the development of communicative, lexical, and intercultural skills. Figure 2, taken from the EMP, makes use of an interdisciplinary approach in order to show parallels between common elements of music and language, aspects which Jordana (2008) delves into regarding the use of musical exercises to correct speech disorders.
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  At the time of writing this paper, no evidence shows the results of integrating language and arts in Latin America. Barriga Monroy (2011) says this research in language-arts is new and what has happened in countries like Colombia is some practitioners teach arts focusing on creativity, innovation, and reflection.


  In conclusion, the various studies described in this section show that existing projects separately incorporate music and drama as instructional strategies. Therefore, the principal objective of study for this article is the creation of a program that integrates both drama and music. As Casals and Suárez (2012) state:


  
    The interdisciplinary is indispensable in the skills-based framework to which today’s education must adhere. In this context, music as well as language (and in this case drama) are not only instruments of learning, construction and communication of knowledge, but also of artistic creation and the guidance of actions in diverse contexts. Consequently, the union of both (or all) of these can aid in the development of communicative (linguistic and cultural-artistic) competences. (p. 1, translated by the author)
  


  Theoretical Framework


  A theoretical underpinning is as crucial as knowledge of previous investigations into the integration of music and drama in English language teaching. When considering the possibility of designing a curriculum that includes two art forms, one should consider at least two key concepts along with theories of language learning: first, curriculum design and second, interdisciplinary learning as viewed from a competence-based perspective.


  Curriculum Design


  In agreement with Richards (2010), curriculum design refers to all the actions related to planning and implementation in the development or refurbishment of a curriculum. This process is systematic; it involves a series of steps that, properly carried out, will guarantee the successful attainment of the objectives developed by any institution; in this research, a higher education institution that offers an enrichment English class for children.


  Chapter II of 1994’s Law 115 in Colombia addresses all aspects of curriculum and plan of studies. In this sense, one would define a curriculum as:


  
    The whole of the criteria, plans of study, programs, methodologies, and processes that contribute to the integral formation and construction of cultural identity at the national, regional, and local level, including human, academic, and physical resources, in order to put policies into practice and carry out the proyecto educativo institucional.1 (Ministerio de Educación Nacional [MEN], 1994, Article 76, translated by the author)
  


  At the same time, the CEFR defines curriculum as:


  
    A sequence of educational experiences which may or may not be under the control of an institution. In this way, the curriculum does not end with the finalization of formal studies, but rather continues as part of a lifelong learning process. (Consejo de Europa, 2002, p. 173, translated by the author)
  


  In other words, a curriculum establishes a process of teaching and learning that goes beyond a list of content topics or set of learning strategies. The definition given by Rodgers (as cited in Richards, 2010) clarifies that a curriculum is broader than a syllabus; the syllabus refers to content while a curriculum includes all activities associated with the norms and guidelines of the institution.


  Various classifications of curricula according to type are possible. Table 2 summarizes several kinds of curricula.
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  The open or flexible and the interdisciplinary or integrated curricular models facilitate the inclusion of the arts in the teaching of English. The former allows for creativity on the part of the teacher and can be revised according to context. It can be recreated by teachers and is centered on processes that underlie formative assessment. The latter, according to Ortiz (2006), allows the study of important topics from the perspective of each academic area, and for the sharing of skills, expertise, and knowledge, specifically. Ortiz summarizes the following characteristics of the integrated curriculum:


  
    	Knowledge, skills, and concepts are connected with new ideas.


    	The student is important, but learns at her/his own pace.


    	The student uses information from her/his environment in order to acquire authentic learning.


    	The teacher is a facilitator who foments the thought processes that help students understand and assimilate new information meaningfully.


    	The teacher presents facts and skills through generative topics that originate in the real lives of students.


    	The curriculum aims at students’ possessing the skills and concepts to function effectively as a member of society.

  


  Without a doubt, the integration of the arts into English language instruction offers varied options for learning; by making use of the competences related to each subject, teachers base planning around generative topics related to English language learning. For this reason, the resulting syllabus is thematically organized.


  We cannot say that the development of a curriculum is finite, as it allows for evaluation and adjustment. However, we can affirm that familiarity with the curriculum design and its implications is necessary before going on to develop the syllabus, given that the syllabus is a list of contents that comprises only one part of the curriculum.


  Competences


  The development of an interdisciplinary curriculum such as that proposed here should take into account two basic competences: communicative and artistic.


  The basic standards of competence in artistic education (MEN, 2011) are related to other basic competences such as communicative, scientific, mathematic and civic. The MEN (2011) clearly states, “Artistic education, through interaction with other areas of knowledge, contributes to the strengthening of basic competences, while also benefiting the development of the competences proper to artistic practices” (p. 79). Without a doubt, this belief is borne out by this curricular proposal.


  In agreement with the MEN, three essential competences must be taken into account in order to create plans of study consistent with institutional intentions and pedagogical currents of thought:


  
    	The institutional component, which corresponds to the institutional mission.


    	The pedagogical component, which involves the institution’s pedagogical model.


    	The disciplinary component, which encompasses the artistic and cultural practices the institution wishes to implement.

  


  With regard to the final component, we must clarify that here, art functions as a means and not an end, given its role in an interdisciplinary approach.


  Artistic competence is itself defined through the competences associated with artistic education. These are knowledge, skills, and attitudes, related to particular contexts, within specific domains (MEN, 2010).


  The MEN based artistic education on four aspects (2010):


  
    	Three competences: sensibility, aesthetic appreciation, and communication


    	Three types of processes to acquire these competences: reception, creation, and sharing


    	The different products that the student creates because of these processes


    	The cultural and social contexts with which the student interacts (p. 12)

  


  A curriculum that involves the arts has an inter-relation with communicative competence through the reception of an audience, students as creative agents, and the representation of what has been learned and created in a disseminating event. These artistic products are the result of a learning process and, finally, a framework that moves from the cultural to the intercultural through contact, which reaches beyond the local to the interpretation of and relation to the global.


  When integrating drama and music in the English class, communicative competence relates to two visions, one from the perspective of the arts and one from the perspective of language, being the language embedded in the arts. From the artistic perspective, communicative competence


  
    seeks for the subjects that exercise it to gain access to and from ties with artistic and cultural contexts in order to relate to these through artistic production and symbolic transformation. A work of art as an aesthetic fact not only permits the establishment of a student’s level of mastery of artistic language, but also enables union and dialogue between spectators around this work. Consequently, this competence is comprised of two fundamental components: production and symbolic transformation. (MEN, 2010, p. 43)
  


  This means that communication will take place when the student transmits her or his interpretation of reality to an audience.


  Table 3 presents the components for the organization of artistic education in the curriculum (MEN, 2010, p. 82).
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  Artistic education allows for the integration of knowledge. It is precisely here that communicative competence from a linguistic perspective relates to the arts. Artistic education creates a learning environment in which English communicative competence develops. Communicative competence presents language in different communicative situations in which the linguistic, sociolinguistic, and pragmatic aspects of the language play a significant role (MEN, 2007).


  Proposal for a Model of Curriculum Design


  The model of curriculum design shown in Figure 3 is based on the work of Johnson (1989), Tyler (1986), and Brown (2007).
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  This model suggests a cyclical practice, as the final stage allows for self-evaluation, through which one can reconsider or reformulate the diagnosis of needs, resulting in improvement of pedagogical practices. I explain this further below.


  Needs Analysis


  The curriculum should respond to the needs and interests of the learners. One should bear in mind that most of the children participating in an enrichment course also receive English instruction in their respective schools. Therefore, the primary consideration is that the program be innovative and motivating for the children, thus giving them the opportunity to meet the proposed standards while also maximizing their cognitive potential through the arts.


  Needs vary from one institution to the next, and from one student to another. The analysis allows us to consider the population, including not just students but also teachers, directors, and parents; all of these actors, directly or indirectly, are involved in the program’s development. Through the needs analysis it is also possible to recognize existing resources as well as those that one can eventually obtain. It is even possible to diagnose language level and formulate a suitable implementation according to the context. For example, given that in an enrichment course schedule there is a variable, it may be more practical to offer courses in the afternoons or on the weekends.


  We can collect this information from multiple sources, including interviews, questionnaires, document analysis, and comparisons or benchmarking with the offerings of similar programs at other universities. Appendix A sketches an example of a diagnosis of needs. The diagnosis forms the basis of curriculum design.


  Graves (2000) judges that in order to design a foreign language course, the context should be taken into account, as this is where the initial needs of the population can be identified, leading to a more meaningful teaching and learning process. In general, institutions of higher education convene students of distinct cultural, social, and economic backgrounds. For this reason and in accordance with the model of curriculum design in this article, conducting a diagnosis is indispensable in order to clearly identify the type of population and its needs and interests. Appendix B shows an interview used as an instrument to diagnose. The interview seeks to create a teacher profile in order to determine if the course teacher should be a language teacher with additional artistic formation, or an arts teacher with knowledge of English.


  Objectives and Content Statement


  Determining the objectives allows for the creation of a flow chart, given that other large-scale actions derive from the objectives. According to Richards (2010, p. 120), the purposes of formulating objectives are to:


  
    	Define the program


    	Give guidance


    	Focus instruction


    	Describe changes in learning

  


  Once one defines the objectives, the next step is the syllabus or table of contents. According to Dubin and Olshtain (2000) this can take any of five formats, as shown in Table 4.
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  Ortiz (2006) says that interdisciplinary topics “are organized by the intermingling of emergent concepts, patterns, and designs. Larger disciplines are mixed by utilizing skills, concepts, and attitudes which are themselves universal” (p. 44). In this case, the thematic focus will be a point of departure in order to teach the language by means of music and drama. For this reason, the matrix format is recommended as it begins with a thematic focus and permits flexibility, as was stated above.


  It is worth noting that with the arts, contents is adapted by the institutions, as the MEN (2010) clarifies below:


  
    The understanding and the pedagogical application of knowledge in general, based on the development of competences...is not concerned with the definition of thematic content in artistic formation, as these are determined according to each artistic practice and, accordingly, their establishment is the work of the teachers and institutions. (p. 21)
  


  Table 5 shows the artistic activities that may be incorporated.
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  Once the program’s target population and its teachers have been decided upon, the administrative staff can formulate the program objectives. At this point, is it possible to include language learning objectives based on the CEFR? The answer is affirmative.


  For example, the institution of higher education, which developed the curriculum proposed here, formulated the following objectives for its English program for children:


  
    	Prepare the children in diverse competences (communicative, intercultural, and artistic) in order to reach level A2 according to the CEFR.


    	Offer children the opportunity to learn English through two methodological strategies, music and drama.

  


  The selection of content is important for program development. Content should be selected in accordance with the guidelines provided by the CEFR. Since the goal is to create an interdisciplinary curriculum, content must depart from a thematic focus that allows teachers of other subjects to integrate the interdisciplinary aspects. This integration will be easier if, after deciding on themes, the communicative and intercultural aspects are incorporated. Then the arts teacher will be able to decide on a series of activities involving the proposed themes.


  Appendix C shows the contents of one part of a three-part lesson which makes up a unit in an enrichment program for children. We can clearly see several aspects including theme, communicative competence, intercultural competence, and the contributions of the arts in the dramatic and musical components. This example also includes linguistic components such as vocabulary, auditory discrimination, and grammar. Table 6 explains each component of an interdisciplinary matrix, which goes beyond a simple list of topics.
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  In conclusion, a curriculum design, which integrates different subjects must also strengthen an interdisciplinary content matrix. It not only tackles a thematic focus but also develops linguistic, interdisciplinary, cultural, and communicative components, all in light of learning objectives.


  Implementation


  One should consider four factors related to implementation: resources, time, methodologies, and content assessment. Owing to university autonomy, each institution of higher education will decide how to take these on.


  Content provides the basis for the adoption, adaptation, or creation of materials. The generation of language and arts activities will follow the selection of thematic, communicative, and intercultural content. At this step, the process of language acquisition in children should be taken into consideration. In our time, social and cognitive learning theories have gained greatly in importance; in addition to the studies of brain functioning, we can determine distinct learning styles and strategies. These theories are fundamental in an arts-integrated curriculum so that teachers can plan student-centered learning.


  One can plan instruction from three different perspectives: linguistic, dramatic, and musical. Keeping in mind that program content has already been established, I feel the Internet may prove useful to those teachers who require materials or activities. Various web sites exist in which teachers share their lesson plans and activities. Nonetheless, at the procedural level the adoption of a format such as that presented in Appendix D is recommended. Using this form as a guide, teachers plan first at the linguistic and then at the artistic level.


  The contribution of musical as well as drama activities to foreign language acquisition is well defined. Table 7 briefly presents the principal contributions—in terms of methodological and theoretical aspects—of each art form toward the creation of an interdisciplinary curriculum.
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  The process of assessment is constant. After finishing each module, the students will complete an evaluation which will prepare them for the future when they take standardized tests. Given the role of artistic competence, part of the assessment will consist of a “show” in English.


  Although music and drama are the means through which learning takes place, I recommend the rubric shown in Table 8 in order to assess the child’s process in the use of these arts toward English language learning.
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  As part of the artistic education competence, self-assessment is recommended. This is


  
    the student’s assessment of her own work and goals that she has met; meant to recognize areas of competence, and identify areas of difficulty. The teacher in charge of artistic education must encourage skills related to self-criticism in students. If pedagogical purposes and process results are clear, the student should always be able to critically judge her own processes and its product. (MEN, 2011, p. 78)
  


  In this manner, the rubric (see Table 8), which the teacher uses to evaluate the student, can always be used by the student as a self-assessment tool.


  Assessment of the Curriculum


  In this phase, we determine whether our objectives on all sides have been met or not. In fact, this assessment integrates the processes related to teaching, learning, and administration. Constant assessment, whether formal or informal, allows us to decide how well the curriculum has been implemented and what steps are necessary for continued improvement.


  Using the work of Rogers (as cited in Gelineau, 2012), the evaluator should ask the following questions while carrying out a curricular evaluation:


  
    	Have the objectives been met?


    	What has occurred in the university and in the classroom with the implementation of the new curriculum?


    	What opinion do the people directly involved with the curriculum hold?


    	Is the enrichment program a success compared with those of other universities? Here can be included, for example, data on the number of students entering the program.


    	Is the interdisciplinary work sufficient?


    	Is it necessary to provide teachers with some kind of professional development?


    	What are children’s and parents’ perceptions of the English program?

  


  Documentation


  Documenting the curriculum design is especially important for processes of certification and quality assurance. These documents also can serve as a guide for teachers and assist the leadership in self-assessment and improvement.


  The institution can evaluate its curriculum design process and, with data collection, analyze the results. In fact, the MEN’s Guide No. 4 or Self-Assessment Manual (MEN, 2014) can be used as the chief tool for annual institutional review and therefore document the impact of the interdisciplinary curriculum proposed here through responses to the questions related to the academic administration indicator (Table 9).
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  The options for conducting the self-assessment also include interviews, questionnaires, and observations. There should always be a file with the results of the initial phase of the cycle of curriculum design and subsequent recommendations. All the documents that account for the curriculum design show evidence of a rigorous, high-quality process.


  Conclusion


  The presented curriculum design offers an opportunity for teaching innovation. An enrichment English program for children can follow the groundwork discussed in this article and thus institutions become able to fulfill their extension programs mission as demanded by the Higher Education Colombian system.


  Among the general characteristics of the curriculum proposed in this article, one can find it aligns with national standards. It also takes into account art-and-drama competences, theories of children’s language learning, interdisciplinary activities, and formative and summative assessment.


  This proposal, while simple in appearance, confronts multiple considerations for enrichment programs. First, interdisciplinary work is advised. The collaboration between English-, music-, and drama-area teachers promotes the integrated curriculum. The incorporation of music and drama goes beyond the mere singing of a song or simple role-plays. The integration of music and drama promotes meaningful learning and creates a positive attitude since children engage in “authentic” situations while using the foreign language. Second, the adoption or design of materials is a concern. At present, this type of curriculum faces a lack of materials on the market suitable for an approach in which English is taught through art and drama. Educators need to plan carefully to evidence language and content objectives.


  Third, the curriculum design proposed in this article provides different tools for practitioners. A cyclical process starts with a needs analysis and ends with assessment. The process includes rubrics, activities, themes, and outcomes.


  Finally, this article, rather than presenting a thoroughly prepared curriculum, leaves the door open so that each institution can use this approach together with its own innovations in order to improve the quality of its educational offerings.

  


  1In Colombia, every educational institution must have a proyecto educativo institucional (PEI), a document which serves as a mission statement and long-term plan, covering everything from pedagogical strategies to staff and student regulations and management.
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  Appendix A: Needs Analysis Sample


  Questionnaire:


  
    	Why do you want to study in an English extension program at this university?


    	How often do you practice English outside your school?


    	What would you like to do different in this program?


    	Do you like speaking English? Writing, listening to and reading it?


    	Do you feel comfortable in front of an audience?

  

  


  Appendix B: Teacher’s Interview


  
    	Should an interdisciplinary language program be created? Explain.


    	Which artistic component should be included in a language program for children?


    	What is the suggested teacher’s profile for a language program that integrates music and drama?


    	How would you integrate language and arts in a children’s language course?


    	How would you plan a language lesson integrating music and drama with it? How would you organize the group of children?

  

  


  Appendix C: Sample of Content Matrix, English Program for Children


  [image: ]

  


  Appendix D: Interdisciplinary Lesson Plan Form


  Date:__________________ Level:______________________________


  Unit/Theme: _______________________________________________


  Arts objective(s):


  _______________________________________________


  _______________________________________________


  Language objective(s):


  _______________________________________________


  _______________________________________________


  [image: ]


  Learning strategies


  [image: ]


  Sequence: (Write the class sequence - indicate times)


  Comments: (to be written at the end of the lesson)
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Table 7. Drama and Music from a Methodological Perspective
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Figure 2. Writing Strategies Used by Participants Before (Indicated as Black)
and After (Indicated as Grey) the Intervention
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Figure 2. Students’ Strengths and Weaknesses
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‘Table 8. Music and Drama Rubric
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‘Table 4. Integration of LLS With Language Skills and Instruments

Direct strategies

Indirect strategies

Memory.
Grouping (1, %, G-v)

Associating, using physical response (v)
Placing new words (R, 5, W)

Structured reviewing (G-V)

Semantic mapping (1, &, W, 5, G-¥)
Using keywords (1, R)

Cognitive
Recognising and using formulas (1, 8, G)

Geting the idea quickly (1, &)

Using resourcesforreceiving and sending messages,
analysing expressions (1, R G-V)

Reasoning deductively highlighting (8, G-)
“Taking notes (1, &, W, G-V)

Summarising (1, & w)

Compensation
Getting help, using circumlocution (5, W)

Metacogaitive
Paying attention, inding out about language learning (1,
RS, W, G-V, N, )

Organising, setting goals and objectives, slf-monitoring,
self.evaluating (1, \)

Identifying the purpose of a language task (L, 5, W, G-V)
Planning for a language task,secking practice
opportunities (5, W)

Affctive

Statements, writing language learning

Social
Asking for clarification, asking for correction (L, &, W, 5,
o)

‘Caoperating with peers, cooperating with proficient users,
developing cultural understanding (1, &, W, 5 G-)

ot Listening (1, Reading (), Wrktig (W), Speakin (5, nd GrammarNocabalaey (G-V).Journal (), Ntebook (N, s Porfolo (P





OEBPS/Images/v19n2a06t04.jpg
Table 4. Number of Students Who Used Each Strategy before and After the Intervention
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Supportive classroom
community

Supportive classroom
community
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Exam Results 2015

Undergraduates who took the exam

Passed | Failed

2,062

898 [ 1164

Graduate students who took the exam

Passed | Failed

1468

923 585

Engineering Department, Undergraduates

2014-2 2015-2
‘Took the exam 398 526
Passed 264 27
Failed 14 209
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Table 1. Contrast Between Traditional/Quantitative Evaluation and Altenative/Qualitative Evaluation
(Adapted From Brown, 2001)

Traditional/Quantitative Assessment

Alternative/Qualitative Assessment

One-shot standardiced exams
“Timed, multple choice format
Decontextualized test items
Scores sufice for feedback
Focus on the rightanswer
Summative

Oriented to product
Noninteractive performance

Fosters extrinsic motivation

Continuous long-term assessment
Untimed free-response.
Contextualized communicatve tasks
Formative interactve feedback
Open-ended creative answers
Formative

Oriented to process

Interactive performance

Fosters intrinsic motivation
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Table 2. Demotivating Factors for Male and Female
Participants

Demotivating
factors for male
participants

Demotivating
factors for female
participants

Peer comparison

Anxiety about public
speaking

Group competence

Peer evaluation

Negative self-talk

Text anxiety

Corrective feedback

Lack of classroom
community
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Table 1. Language Learning Strategy Taxonomy (Based on Oxford, 1990)

« Creating mental linkeg

+ Grouping, asociating, placing new words,

Social

2 [+ Appbing new imagsand sounds: Using memory, semantc mapping wsing ey wordsrpresnting
2 |_sounds in memory:
2 [ Reviewing welkStructured reviwing
- Emplaying acton: Using physicalresponse, using mechanical techniques.
™[+ Practicing: Repeating, formally practcing,eecognising and using formulas, recombining, practising
2| ¢ | mawralsicaly
S| & [ Reveing and sending mesages Gettingth den icky using resourcesfor reciving and sending mesge.
5| & [+ Anapsing and reasoning: Reasoning deductivly aalysing expressions, analysing contrastvey,
5| S | transhing and transfering.
& « Creating structure for input and oulput: Taking notes, summarising, highlighting
875+ Guessing inteligenty: sing linguistic cues,using othe ches.
'S [~ Overcoming lmitations i speaking and writing: Switching 1o the mther tongue, gttng help,using
§ | mime o gsture, vding communicaton il or oy slctin he topi, dsing o
£ | prosimating he message cining wrds using ircumlocuion.
S
o [+ Contring your learing: Overviewing and inking with already known mteral,paying atetion
2 | _ delaying specch production to focuson lsening,
& [+ Aransigand plming o eaming. Fiding ot st ngasg eing crganisingsting gl
1| § | andobjectives, identfying the purpose of a language ok, planning for alanguage task, scking.
5| £ | practice opportunities.
| = [ baluatingyour laring S montoring, selfcvauating
[ g [ Lowering your ansity: Using progressive relaxation, using musc,using laughte.
2| £ |- Encouraging yourself: Making positive statements, taking risks wisely, rewarding yourself.
E| |- Flg s motcodapiusten Vkning o oo il i sl g s g
£ | | tearning diary, discussing your feclings with someone cle.
]

+ Asking questions: Asking for clrification or verification, asking for correction.

- Cooperating with others: Cooperating with peers, cooperating with proficient users.

« Empathising with ofhers: Developing cultural understanding, becoming aware of thers’thoughts and

feclings.
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nitial 1

Thematic | Communicative | Intercultural | Drama Musical Linguistic
focus competence | competence | component | component | component
Saying hello Polit behavior: | Utlize basic | Combine word | Vocabulary:
and goodbye. addressing | thetertools, | games with | colors, reetings.
Introducing onesef | people according [ such as clappingin | Grammar: My
and others.Spellng | toage and level | competitive | binary rhythm, | name i, 1am,
My | names Tellingage. | of formality. | games, wsing English | He/She i, Her/
classmates | Describing objects necessaryto [ vocabulary | His nameis.
and mel | by color establsh simple | tostrengthen | Phonics:a,b
communication. | learning specifc
in English tothe topic
Describing Recogniving | Using thebody | Singsimple | Vocabulary
family. Asking the importance | to develop songs and numbers,family
andanswering | of amilyin | storiesor usegestural | members.
questionsabout | our society. | situations which | and physical | Grammar:
family members. | Being aware of | have been set up | expressionin | demonstrative
Identifying names of | differen kinds of [ in English.and | order to describe | adjctive, who-
family members. | familes which are elated | the composiion | question
tocharacters | of the family. | Phonics: ¢, d
andfor the topic
of family
Talking about food: | Recognizing, | Developing | Reproducing,
likes and dislikes. | the gastronomy | expressive short rhythmic
Describing food [ from diferent [ skllsbased | sequences with | Grammar:
and drinks. Making | countries. ongestural | constant hythm, | simple
polite requestsand | Valuing respect | descriptions | involving present, yes/
responses. and faieness. | offood using | vocabulary | o questions,
‘mimetic games. | related to affirmative
favorie foods. | answers using
“have” and “have
oot

Phonics: e,
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Table 1. Emergent Categories

Categories Sub-categories

Balancing classroom relations

Transforming | AMOMg participants

Practicesinthe | Changing traditional teaching

vrL Classroom | and learning practices

Setting Experiencing a new group work
vision and practice

Promoting Encouraging personal growth

Students’ Building social awareness and

Empowerment | itizenship
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Cognitive

Relating new information to prior knowledge or elating different parts of new.
information to each other

Classifying words and terminology according to their attributes (grouping).
‘Writing down key words and concepts in abbreviated verbal or graphic form while
reading (note taking).

Using textual information to predict outcomes or guess meanings (inferencing).
Making a written summary of information gained through reading (summarizing).
Using previous knowledge or skill to assst comprehension (induction).

Nes

Planning - selective attention
Self-monitoring - claboration
Processing/regulation of knowledge processing

Social-Aflective

Selftalk
Using mentaltechniques that make one fecl competent to do the learning task
Caoperation

‘Working ogether with peers to solve a problem

Pooling information

Checking a learning task

Elicit feedback on interpretation of form or content of a text
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Figure 4. Pedagogical Implications

/mum N
t0be trained

| inaltemative
ways of evaluation.

T dagogical
Tt fosters autonomy st
Vel orincs implication of the

Implemtatinor
\_enimaaion/ \amhats oo,

Tt demands time and
energy from teachers

(plan, create, implement, |

train students, give feedback]
but students do appreciate it

Students’ learning
stylesneed tobe )
considered
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Table 2. Data Gathering Techniques Matrix

Research
questions areas

Survey

Teacher's
journal

Self- reflections.
format

Interviews

Students atitude and
belifs: Quantitative
and quaitative
evaluation

“Teacher’s
implementation of
assessment i class

Students
understanding of
assessment moments
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Table 6. Components of a Matrix of Interdisciplinary
Curriculum

Thematic focus List of themes for cach
lesson. The sclection
of themes was made
in accordance with the
age and interests of the

children.
‘Communicati ‘The communicative
competence functions for each topic

are determined by the
competences proposed
by the CEFR. Pragmatic
aspects, communicative
skills, and curriculum
guidelines established by
the MEN are also taken
into consideration.

Intercultural competence | Interculturality is defined
as the cultural aspects

of the home language in
relation to other cultures,
Many of these aspects
strengthen the civic
competences established

by the MEN.

Interdisciplinary ‘The contributions

component of music and drama
to English language

instruction. The artistic
competences are
formulated in terms of
activities.

Linguistic component | Aspects related to
language, including
syntactic, phonologic,
orthographic, semantic,
and grammatical.
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Table 2. Data Collection Techniques and Instruments

Diagnostic Stage
(First Semester)

Intervention-Evaluation Stages
(Second Semester)

« To identify the students 115 use and needs.

" To identify the students areas of improvement

4. A documentary analysis: Checklist of nine stu-
dents’ notebooks and nine portfolios ollected at
the end of the semester.

€ |+ Toidentify the students’strengths and in language skills and LL use.
£ | weaknesse inlanguage kil « To identify the tasks and resources that
- contributed to the students'process
5
1 A focus group: Protocol of 1 questons for 18 stu- | 1. Researchers' and 31 students journals: four
dents at the beginning of the semester. entris in the students journals: two were
ided through specfic questions;two more
8|2 Survee Five questionnaires administered e
E throughout the semester: four open-cnded
E | paper-based surveysand one closed-ended | . Twolanguage et (miderm and fnal st
2| online survey ith u detailed questons tailored |  administered at the end of the semestr,ll an-
E | tothe students needs (Grifths & Oxford, 2014). | guage skills were evaluated.
T | st questionnaire (Oxford, 1990) was adapted |
5§ | todeign this nstrument 5. Finalsurvey:open-ended questionnaire with
I 12 questions for 33 students a the end of the
3 |5 A diagnostic language test: (lisening, reading, | intervention.
& | writing, grammar-vocabulary, and speaking)
5 administered at the end of the semester. 4 A documentary analysis: Checklist of 20
Z Students notcbooks and 20 portilios (work-

sheets, extra material).
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strongly [ i oree | Agree | SUONGIY

Statements t
disagree agree

1. You consider teachers might always correct
students.

2 Teaching grammar (o older students is a waste
of time.

3. The most important part of teaching English is

social language.

& You can teach a foreign language even if you
are not motivated.

5. Some languages are easier to teach than others,

6. The best way to teach a forcign language is by
‘making students memorize lessons.

7. The best mechanism for teachinga second
Tanguage is by making students translate.

. Teachers have to include something different
every dass

5. Itis casier (o teach another language for
someone who already speaks a foreign one.

10. Once students can carry on a conversation
fluently, they do not need any special language
instruction,

1. Pronunciation is the most difficult part of
learning a forcign language.

12. People who speak more than one language are
very inteligent.

3. Itis very important to help students eliminate
their native accent.

14- You should not say anything in a foreign
language until you can say it correctly.

15 f beginning students are permitted to make.
errors in English, it will be diffcult for them to
speak correctly

16 1dioms are the most difficul part of teaching
a foreign language.

17 Grammaris the most diffcult part of teaching
a forcign language.

18, The most difficult part of reading in English is
its comprehension.

19. Can anyone achieve native level proficiency in
a second language at any age?

20. Do you consider you have limitations when
teaching?

21 English i: Avery Adificult | Alanguage | Aneasy | Averyeasy
dificult  [language | of medium | language | language
language diffculty
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Table 3. Components for the Organization

of Artistc Education in the Curriculum
(Translated by the Author)
Institutional Pedagogical Disciplinal
component component component Seaafcomponant
T * Pedagogical model |+ Areas and cultural
+ Curriculum + Conception ofarts |+ Knowledge, processes, |~ contexts

» School mission

« Learning environments

products, contexts

« Partnerships with
cultural organizations
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Figure 3. Curricular Design Model
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Table 4. Format of Table of Contents
(Dubin & Olshtain, 2000)

Syllabus Format

Characteristics

Linear

Linguistic principles determine the intensity of the content, It s strict in
thatit does not permit the teacher to modify the content sequence.

‘Modular Integrates thematic content with grammar. Appropriate for programs that
seck to make materials more flexible.

Cyclical Themes reappear in different units, with increasing complexity:

Matrix Begins with thematic content and continues with a progression of the
same topicsin different ituational contexts. Includes communicative
activiies

Story-line One story makes up the thematic focus of grammatical and functional

concepts.
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Figure 2. Parallels Between Elements of Music and Language Through a Communicative Focus
(Ludke & Weinmann, 2012, p. 30)

Language and (Inter-)Cultural Awareness

Intonation m

str Meter
Timby
Language Music
Interaction Interaction

st
h
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Rhythm
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Figure 1. Category 1: Generalities

ity B sehiool peogians \

keep relying only on traditional

assessment and evaluation /

/Colombian students are noy ye(\
familiar with
\\qualit ive/alternative evaluat






OEBPS/Images/v19n2a07i02.jpg
{Growup  memories  holidays reat-grandma K football

ame friends |






OEBPS/Images/v19n2a12f01.jpg
1. What s the author
trying to do?

=)

\ow)

= e
(FamreE) ()

T —

T T T
e (e

e T ) (Commesnoeon ) (Watisot amsvon )

Crmr) D) e

\

(ot decipis ‘o ch scion oty ity S £ MUST bt Y00)

" it ot

(mymx:lmse heasdings t create o maoutine of HOW the arice pesusdesinforms. )






OEBPS/Images/Cover_v19n2_2017.jpg
15541657-0790 (pinted) 2256-5760 (onlnd) Vol 19,No.2,July.December 2017

PROFILE

Issues in Teachers’ Professional Development

19

Number 2

[ pr— onmssions
] NACIONAL
G e g o o corounix





OEBPS/Images/v19n2a11t01.jpg
Table 1. dentifying Pre-Service-Teachers' Beliefs

‘management of the class.

item Belief Agree | Stondl | pisagree | Siioray

T [ Teachers might shvays correct students s

2 You can teach English even if you are not n n
motivated.

3| Tramslotion s ot th best mechanism for s
teaching English,

+ | Pronunciation i the most dificult partof | 172
teaching English.

5[ You should not say anything in Englsh untl B uz
you can sayit cornecty

& | Thebestway to tcach a forign langusge s by ExS
making students memrize lessons.

7 ‘Grammar is the most difficult partof teaching n n
English,

3 “The most difficult part of teaching is the 2
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Table 1. Cycles and Projects for the Pedagogical Intervention

Steps to complete

Name of the project Description ‘Speaking format Rna projoct

Cyde (May 25

1 Paying atention (o the

Students shared the same
\eacher gving examples
pace (e clssoom), oo o conct 1
but they did not know bl
eachother very much
T purpose af s 2. Creating /8 ques-
project was to establish fioess it e
friendlier relationships oy
Discoveing who my | among sudents s tey 3 Rebearsiog the ques-
dassmates e Saring | stated torecognize: Aniervew tionsorally
common dealsand | heirown qualtesand | An oral resentation
respecting diferences | personality. Thereor, 4 Conducing the
Students prepared an e
interview toget ersonsl. Wiitiog a epoct sboat
Information bt ol  telneminees
{heircasmaes family, answers,

personalify ifetyle, goals

inlie and waysof secing & Presentinga two-min-

% e oal rport sbout
I the ntrvie.
Cydex (May 25 June 1)
“This projct requested . Waching vdeos elated
students to do fiedwork 10 school poblems.
on one problem they
had a school (eg. e
‘young pregnancy, drugs
consumption andsile, 3. Designing the srvey
faled subjects, vioence,
4 Conductingthe sur.
g [t b e
school? aking proposals | ACCordng o he opics Asurvey communty:
o improe our school | 251806 students made Onal report
i asurvey (56 questions 5. Wetinga report
maximum) and found about thefieldwork
10 survey respondents n completed.
e school community,
& Givinga three-minute
outside the classroom, it
o collectperceptions/ —
opinions bout the 2
blems. 7. Clas discusson on
= schoolproblems.
Cyde Oy 13-Aug. 3
Students & fldvork * Warming up (memory
on employment game about plcesin
sources and problems the eighborhood).
a diferentplaces (eg.. s
2 Choosinga sore i the
s tation, drugtor, oy
grocerics, ardwaresore,
Internetcafe, ec) in the 3. Organizing groups o
Getingnvolved inmy | neighborhood around the A prepare the interview:
ncighborhood | school They prepared an Onalreport & Interviewing peoplein
interview (fve questions oty
mazimum). The purpose
wasto become more 5. Writingareport bout
concerned about the e fidd work.
nceds of the community R 0
‘wherethe school was e

oralreport bout the
located. feld work done.
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Figure 1. The Artist's Name Tag
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Figure 1. Research Design

STAGETWO

ANALYSIS
AND FIDINGS

« Interview
*3 participants

« Survey

« 14 participants

* Autobiographical
account

« 4 participants « Presented asa

narrative

STAGE ONE STAGE THREE
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Table 1. Research Procedure Sequence

Pre-think aloud procedure: academic

argumentative essay:

+ A minimum of 300 words.

« 30 minutes to write it.

+ Assessment criteria: development of ideas,
organization, quality, and language (see
Appendix for more details).

16 session process-based writing intervention

Post-think aloud procedure: academic

argumentative essa

+ A minimum of 300 words.

« 30 minutes to write it.

+ Assessment criteria: development of ideas,
organization, quality, and language.
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Figure 1. TBLT and CALLA Integration Model (Adapted From Wi
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Indicators Guide 4 MEN and support from interdisciplinary curriculum

Topic Questions Documents
Pedagogical | Is the pedagogical strategy defined in the pEi clear and | Methodological basis for the
straegy explicit, and has it been adopted by the teaching sta? | teaching of music and drama

Plan of studies

Has acoherent plan of tudies been construcied in
conjunction with members of the teaching staff?

Plan of studies
Classroom observations

Standards | Have guidelines and standards been adopted for all evels | Standards
and subject areas? Competences
Student Is there an instiution-wide system of student assessment | Rubrics
assessment | used by all members of the educational community? Videos of shows
Quizzes
Second s there a structured process of oreign language teaching | Plan of studies

language

and learning?

Curricular sequence
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Table 5. The Most and the Least Preferred Tasks and Resources

‘Mostpreferred Least preferred
Tasks ‘Communication and interaction tasks, mainly oral: | Reading and writing asks about the same.
« Experience sharing (oral presentationsbout | topics.
turning points,childhood experiences, and
quarterlife criss).
« Problem.solving (discussions about teenage
problems and solutions).
« Creative tasks (neighbourhood or cty project,
games and dynamic actvitcs about grammar and
Vocabulary).
« Listing (main points and ideas from ora texts,
slides that included listsof vocabulary in
categories).
Resources | Grammar workshects Journal
Vocabulary slides Portfolio (from the students’ perspectives)
Audio-visual materials Readings

Portfolo (from the teachers’ perspectives)

Web pages (grammar, listening, online
dictionaries,thesauruslinks)
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Table 2. Changes in Pre-service Teachers' Beliefs

Belief

Changed

Unchanged

Translation is
not the best
mechanism for
teaching English.

‘The best way to
teach a foreign
language is by
making students
memorize
lessons.

Pronunciation is
the most difficult
part of teaching
English.

Grammar is the
most difficult
part of teaching
English.

Teachers might
always correct
students.

You can teach
English even

if you are not
motivated.
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Table 2. Types of Curricula

Open o flexible

‘Constantly revised and modified. The teacher is the principal agent of
curricular revision. Centered on process and formative assessmen.
Prioritizes meaningful learning.

Closed

Predetermined in ts strategies, content, and activiies. Usually several
actors are in charge of its design. Focused on progress more than process,
and rote learning.

Overt

‘Content-based. Represented by plans and programs of study, which
clearly show evidence of information from various subjects. Based on the
experiences of students. Design involves teachers and other actors.

Latent

Not necessarily in witten form. Content-based. Represented by a system
of roles, expectations, and functions which are modified according to
circumstance. The teacher basically controls s execution.

Inquiry-based

Based on the pursuit of knowledge. Questioning develops the students
critical capacity and stimulates creative potential.

Outcome-based

Based on the type of assessment. Expresses an achievement or milestone
which a student should reach by the end of the process.

Globalized

In the twenty-first century, students are prepared to handle global issues.
“The inclusion of knowledge, skills, values, and attitudes is recommended.

Interdisciplinary
or integrated

‘Aimed at developing competences, which are integrated into the
development of knowledge.
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Table 1. CEFR Class Hours

Level

a
A2
B
B2
o
c

Number
of Hours

90

200

375

575

995
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Table 2. Main Writing Strategies Identified

Rhetorical | Metacognitive Cognitive
Organizing | Identifyingand | Reasoning
Code-switching | correcting errors | Elaborating ideas
Translating | Revising Contrasting

Rereading Summarizing

Self-questioning
Identifying key
ideas

Expressing
opinions
Reaffirming
Connecting ideas
Selecting ideas
Rewriting
Looking for
information
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Key Vocabulary Materials and resources






