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  The service [Google Scholar Metrics - GSM] can offer a better alternative than the traditional Google Scholar service to discover and judge the standing of journals through the prism of their citedness. GSM could become a potentially useful complementary resource primarily by virtue of its brand recognition, and the convenience of not requiring the installation of additional software, but currently its bibliometric indicators are often inappropriate for decision making in matters of tenure, promotion, grants and accreditation. (Jacsó, 2012, p. 604)


  After a long period of debates and communications from academic groups involved in the production of journals in Colombia, Colciencias published its latest classification of academic journals based on the criteria established in its latest policies (Colciencias, 2016a, 2016b). Colciencias, the Colombian research agency in charge of the classification of the scientific journals edited within the country, ran the model announced in such policies and the results produced different reactions. For some scholars, those results were not surprising for the main parameters are in tune with international trends, that is, the recognition of quality in scientific or academic journals according to measurements established by prestigious databases and indexing systems (the JCR - Journal Citation Reports, led by Thomson or the SJR - Scimago Journal Ranking, managed by Scopus). For others, and as pointed out in our latest edition (Cárdenas & Nieto Cruz, 2017), there is a heavy reliance on number of citations made about or of articles as a means to quantify journals and researchers impact.


  As stated in the call for applicants, the criteria used by Colciencias (2016a) to evaluate and rank the journals were applied in three phases. The first one embraced evaluation of editorial processing and punctuality in publication; the second had to do with the validation of the evaluation process as well as the journals international visibility; and the third one considered the impact of the journals. This last stage was given the highest prominence and was based on the measurement of the journals impact, as evidenced in their positions in the four quartiles set out by the JCR or the SJR and the h-index (h5). They, in the end, seem to be the most determining factors in the classification of the journals in one of the four categories: A1 (the utmost), A2, B, or C (the lowest).


  Concerning the impact, we can observe a clear discrimination in the value granted to the JCR and SJR reports in contrast to that assigned to the h5. Whereas the former determine the inclusion of the journals in the highest categories (A1 and A2), the h5 determines the inclusion of the publications in categories B or C. Another issue to be raised in connection to the disparity has to do with the fact that the JCR and SJR reports are derived from citations made of journals and articles that belong to their databases, whereas the h5 is intended to measure impact in a wider spectrum, that is to say, it covers journals and articles from different regions no matter if they are present in those two reports.


  Let us remember that the h5 index scrutinises the number of citations made per article in a period of 5 years. It also measures researchers and journals impacts.


  
    h-index (h5): The h-index of a publication is the largest number h such that at least h articles in that publication were cited at least h times each. For example, a publication with five articles cited by, respectively, 17, 9, 6, 3, and 2, has the h-index of 3. . . . The h5-index . . . of a publication [is] . . . the h-index . . . of only those of its articles that were published in the last five complete calendar years. (Google Scholar Metrics, n.d., par. 1-4)
  


  On September 15, 2017, Colciencias issued the results of its most recent classification process. The Profile journal was not classified in any of the categories because, according to Colciencias, the h5 of the journal was 1, which is not enough to be included in the National Bibliographical Index. Immediately, we wrote to Colciencias asking for a revision of this item because what this would indicate was that, during the past 5 years, when Profile has published around 120 articles, only one of them has received one citation. We analysed the citation exercise and found out that the h5 of the journal is 12, not 1, and with 12 the journal would be classified. Finally, on October 6, we received from Colciencias an answer to our request in which it acknowledges de validity of an h5 of 12 for the journal. Therefore, the journal was officially classified in Category B.


  The situation we went through to get the classification also raised questions about the preciseness of measurements used by Colciencias. As a means to illustrate this, we contrasted the h5 of seven journals specialized in the area of education and ELT (English language teaching), as shown in the table below. The table depicts the results obtained by using Google Scholar Metrics. Interestingly, five journals were classified in category B and the h5 of their printed version ranged between 3 and 12. With respect to this measurement, when comparing, for example, Journal 1 (h5 = 3) and Profile (h5 = 12), we cannot understand why they both got the same classification if there is a big difference in their h5.


  [image: ]


  Regarding the use of the h5 in the latest classification by Colciencias, we agree with Jacsó (2012), who acknowledges the usefulness of Google Scholar Metrics as a complementary source and warns us about the limitations of its bibliometric indicators. We wonder if more detailed information provided by Colciencias with respect to the indicators borne in mind to endow the latest classification would help us ponder such limitations. Nonetheless, we still feel that the recognition of evaluations by local initiatives for Latin America, like SciELO and Redalyc, as well as of many other databases, would add to the examination of our publications.


  In the same line of thought, questions have been raised in connection to the convenience of indicators mainly based on JCR and SJR reports, which are very restrictive for journals like ours (Cárdenas, 2016). All in all, the latest classification and Colciencias determination to rule the evaluation of journals edited in Colombia, with apparently no regard for scholars critiques and suggestions, show that there might be no chances to revise the implications of their policies for decision-making in regard to the journals accreditation and related matters—incentives for university professors and recognition of research groups products, among others.


  Despite what has happened with our recent classification, we thank Colciencias for having considered our arguments. The inclusion of Profile in the national ranking system is vital for accreditation purposes of the Colombian authors who have published in the journal. We also thank our reviewers, authors, and readers for their continuous support. We only hope that now that the results of this new classification model are out, Colciencias would go over the limitations of such a model and listen to the suggestions proposed by editors and scholars so that the Colombian research output, rather than being stifled, is properly recognised and shared. After all, that should be the main concern of a research agency like Colciencias as it is for all academic publications and the staff behind them.


  We have gathered twelve articles in this edition; five of them are authored by Colombian scholars and the other seven come from international authors writing from Argentina, Australia, Brazil, Chile, Mexico, and the United Kingdom. One article is the result of joint efforts between Chile and Australia.


  The first section, Issues from Teacher Researchers, includes eight articles concerning language action research, English language teacher education, and language learning and identity. We open this issue with an article by joint authors Anne Burns from the University of New South Wales (Australia) and Anne Westmacott from the Universidad Chileno-Británica de Cultura (Chile) about the experiences of teachers who want to become researchers through the implementation of a new action research programme in the mentioned Chilean university. The study describes the action research programme developed with five English as a foreign language teachers in 2016, and discusses some reflections on this first year of the programme. As a direct product of the programme described in the first article, the action research project developed by Paul Anthony Dissington at the Universidad Chileno-Británica de Cultura (Chile) addresses the problem of negative lexical transfer errors in Chilean university students studying English as part of their degree programmes. The purpose of the action research cycle was to raise awareness of lexical transfer through focused attention on common transfer errors. Students valued the experience as positive in order to achieve productive mastery.


  Regarding the topic of language learning, Carol Anne Ochoa Alpala and William Ricardo Ortíz García from Universidad Santo Tomás (Colombia) present a study in the development of oral skills in Colombian university students studying English as part of their degree programmes in collaborative environments through the use of different technological gadgets as are videos and 3D virtual worlds. The results showed how students worked collaboratively to achieve their goal of improving their oral presentation skills.


  In the fourth article, Argentinian author Darío Luis Banegas, on behalf of the University of Warwick (United Kingdom) and the Ministerio de Educación del Chubut (Argentina), examines the conceptions of research held by English as a foreign language teachers in this South American country. He found that teachers felt marginal as regards research and claim a lack of time for not engaging in/with research. However, the engagement in action research proved to be meaningful to them resulting in teacher development, agency, empowerment, and autonomy.


  Edgar Augusto Aguirre Garzón from the Pontificia Universidad Javeriana (Colombia) concentrated his efforts in a case study that dealt with the co-construction and transformation of the curriculum of a public school through the collaborative-reflective inquiry of four unlicensed EFL teachers. Findings suggest that collaborative-reflective inquiry encourages the language teachers to design teaching strategies and materials at the service of their public school. The teachers joint efforts resulted in curricular changes to adjust contents and goals of the area with the students contextual reality.


  Next, we have an article on the topic of identity. Roderick Lander from the UCL Institute of Education (United Kingdom), examines this topic in the Colombian context. The author invited three gay male teachers working in Colombia to participate in a narrative research project framed within a post-structural perspective on identity. The study reveals that the three participants live their queer identity alongside their language teacher identity with ease although they have found instances of homophobia which have impacted their day-to-day lives and their careers.


  John Jairo Viáfara and José David Largo from the Universidad Pedagógica y Tecnológica de Colombia, analyze the context of tertiary education taking into consideration the perceptions of masters program students regarding the influence these graduate courses exert on their professional development. The strongest effects are evident in their practice and in the research skills gained through innovation, reflection, and collaboration. Their administrative and political stands seem to require further integration. In the Argentinian context, María Gimena San Martín from Universidad Nacional de Córdoba, examines an English as a foreign language teacher education programme where a supervisor supports the student-teachers learning-to-teach process in the context of one-to-one tutoring sessions. This scaffold help should be understood in relation to the function it serves and how it accommodates the students level of understanding.


  In the second section, Issues from Novice Teacher-Researchers, we include a study by José Irineo Omar Serna-Gutiérrez and Irasema Mora-Pablo from the Universidad de Guanajuato (Mexico). The study deals with the identity of transnational student-teachers in Central Mexico. It explores the reasons why these student-teachers pursued a career in English language teaching. These reasons, recognized as critical incidents, trace a path to the construction of their identity as English teachers.


  The last section, Issues Based on Reflections and Innovations, includes three articles this time. In first place, Diego Fernando Macías from Universidad Surcolombiana, in Colombia, reviews studies in the area of classroom management in foreign language education. The reflection deals with three areas of interest: the distinctive characteristics of foreign language instruction, a description of classroom management issues, and the different alternatives towards reducing the negative impact of classroom management on foreign language classes. In conclusion, the author suggests that there is a need for more research, particularly on the relationship between classroom management and aspects such as target language use and teaching methods.


  The second article is authored by Débora Izé Balsemão Oss who works at the Caxias do Sul Municipality in Brazil. She presents her views regarding the relevance of teachers practical knowledge in the development of teacher Education programs. The authors thesis is that teachers personal practical knowledge is likely to evolve into professional knowledge provided that it is analyzed, verified, and improved.


  In the third article, we find Frank Giraldos reflections from Universidad Tecnológica de Pereira (Colombia) with respect to language assessment literacy. This reflection article reviews assessment literacy, understood as the knowledge, skills, and principles needed for assessment, from general education experts and language education scholars and shows how the meaning of language assessment literacy has expanded. The article presents implications for language teachers and proposes a core list of assessment knowledge, skills, and principles for teachers and students.


  We would like to close this editorial by giving a warm welcome to Professor Jill Burton (University of South Australia) who has come back to the Editorial Review Board of the journal after a recess when she was busy with other endeavours. As before, her contributions along with those of the other members will greatly help us carry on with this editorial enterprise whose ultimate goal is to contribute to fostering teacher research, better ELT, and quality in education.


  Melba Libia Cárdenas

  Journal Editor


  María Claudia Nieto Cruz

  Journal Director
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  One of the current challenges facing many universities is how to support teachers in becoming researchers. This article discusses the experiences at a small private Chilean university of a new action research programme that was developed as a vehicle for helping teachers to become involved in research and write a research publication for peer-reviewed journals. We present findings from research into similar programmes about relevant factors for their success, describe the programme developed at the university with five English as a Foreign Language teachers in 2016, and discuss some reflections on this first year of the programme.


  Key words: Action research programme, university teachers.

  


  Uno de los desafíos que deben enfrentar muchas universidades actualmente es cómo brindar apoyo a sus docentes para formarlos como investigadores. Este artículo analiza las experiencias en una pequeña universidad privada en Chile de un nuevo programa de investigación-acción que desarrollaron como medio para ayudar a sus docentes a realizar investigaciones y redactar publicaciones para una revista revisada por pares. En el presente se abordan evaluaciones de otros programas parecidos, especialmente sobre los factores relevantes para su éxito. También se detalla el programa desarrollado en la universidad en el 2016 con cinco profesores de inglés como lengua extranjera, y se presentan algunas reflexiones sobre este primer año del programa.


  Palabras clave: docentes universitarios, programa de investigación-acción.

  


  Introduction


  Across the world, there is increasing pressure on university teachers to become research active. In order to rise to the challenge, teachers may opt to earn a masters, or even doctorate. In order to drive up publications, universities may establish requirements and incentives for training (diplomas in research skills, masters degrees, and doctorates) and publications, and also try to foster a culture favourable to research, including presentations of research carried out, discussion groups, and so forth. Nonetheless, it is often still difficult to cross the bridge from university teacher to become a confident, motivated, publishing researcher (Archer, 2008; Bai & Hudson, 2011; Tran, Burns, & Ollerhead, 2017).


  One of the reasons for which research activity from university teachers is being encouraged is the belief that it will lead to better undergraduate teaching, but evidence supporting this claim is scarce (Prince, Felder, & Brent, 2007). Classroom-based research, however, can lead to the improvement of practices at the undergraduate level. Several studies (e.g., Atay, 2008; Banegas, Pavese, Velázquez, & Vélez, 2013; Burns, 2014; Çelik & Dikilitaş, 2014) have shown that one type of classroom-based research, action research, can also help teachers to develop professionally in different ways, such as enhancing knowledge of their teaching practices, deepening their understanding of their students needs, and improving their autonomy and motivation.


  In 2015 at Universidad Chileno-Británica de Cultura (UCBC) in Santiago, very little research was being carried out. As a result of external policy pressures, and internal beliefs that more research would be beneficial to us as an institution, we resolved to develop a critical mass of researcher-teachers capable of producing research that would nourish our undergraduate teaching and would stand up to the scrutiny of peer review. Several of our teachers had professed interest in carrying out research, but, despite many holding masters degrees, they believed their skills for carrying it out and publishing the outcomes were inadequate. As part of our multi-faceted plan to increase research activity, we developed a year-long Teachers Action Research Programme (TARP), piloted in 2016. We have previously reported on the first four months of implementing this programme (Burns, Westmacott, & Hidalgo, 2016); in this article, we reflect on the experiences of the whole first year in the hope that it may be of use for other higher education institutions considering how to develop teachers research skills or implementing similar programmes.


  Background


  Action research offers a form of systematic inquiry that is usually appealing to teachers as it enables a focus on areas of their own practice that they consider worth investigating. This kind of research aims to make an impact on students learning and to deepen teachers understanding of issues in their classrooms that may be puzzling, problematic, or intriguing (Burns, 2010). Teachers may want to address classroom topics or questions that have perplexed them for some time, or understand more comprehensively what they need to change in their thinking and practices as they develop a new curriculum or course, or adopt new forms of assessment. Alternatively, they may wish to evaluate the outcomes of introducing new materials, resources, or technology to their students, or to experiment with different kinds of tasks to discover which lead to more effective learning. Action research, with its iterative cycles of planning, acting, observing, and reflecting (Burns, 2010; Kemmis & McTaggart, 1988) offers an empirical process, whereby teachers not only operate in the classroom but also observe systematically the practical effects of their actions and behaviours.


  Despite the growing popularity and spread of action research in recent years, for teachers who have been used to considering themselves first and foremost as classroom practitioners, embarking on any kind of research is a challenging undertaking. This situation is all the more daunting if the institutional feasibility conditions for supporting teacher research are not available to them. Borg and Sanchez (2014, p. 3) note 14 conditions, in the form of questions that could be used for auditing, to gauge the feasibility of teacher research. Among these conditions are questions such as: Will teachers have access to appropriate advice or mentoring?; Is the time required for teacher research available?; Will the teachers school support their efforts to do teacher research?; Will the teachers have access to a community of teacher researchers?; Will they have opportunities to share their work?; Will they have access to appropriate resources?; Can teacher research be integrated into the teachers routine practices? They also argue that since research requires additional commitments of time, intellect, and emotion, teacher research is likely to be more feasible when teachers are able to use skills, knowledge and opportunities which already exist (p. 2).


  Some of the early how-to literature on language teacher classroom action research appeared to assume, rather unproblematically, that if teachers were introduced to concepts, processes, and methods of doing research (e.g., Allwright & Bailey, 1991; Nunan, 1989) they would be able to conduct it. Work with teachers in Australia (by Burton, 1992, on the Languages Inservice Program for Teachers (LIPT), and Burns, 2000, on the Australian Adult Migrant English Program), and in Oman (by Borg, 2006, with teacher researchers) has shown that input about action research is undoubtedly important. However, analyses of different programmes have emphasised the importance of additional factors for effectively supporting teacher research. Burns (2000) and Borg (2006) have observed the positive impact of ensuring teachers participation is voluntary and that they are able to select research areas they consider relevant to their own practices. Having institutional support and buy-in, as well as time allocated to carry out the research, have also been noted by these authors (Borg, 2006; Burns, 2000; Burton, 1992) and by facilitators of programmes in Turkey and Chile (Dikilitaş, 2014; Smith, Connelly, & Rebolledo, 2014). On-going support, from working collaboratively with a partner; being part of a peer discussion group and experiencing individual mentoring, can also be key (Borg 2006; Burns, 2000; Burton 1992, Dikilitaş, 2014; Smith et al., 2014). Burns (2010) and Burton (2009) argue, too, that providing opportunities to present and publish work can be valuable for encouraging teacher research. Burns (2000) noted that flexible timeframes and processes were helpful. More recently, reflecting on a national action research program conducted with teachers in the Australian ELICOS (English Language Intensive Courses for Overseas Students) sector, Burns (2015) has outlined additional supportive factors that may need to be considered as teachers pursue their research: allowing sufficient time for teachers reflection on and absorption of the initial information they receive about research; extending periods of time to complete the research; encouraging teachers to conduct research with partners for further support; considering research themes where teachers work on an overarching research area within which they select their own focus, which allows for comparing and contrasting outcomes; and using social media and technology to maintain opportunities for ongoing contact.


  Against this overall background of the kinds of support required by teacher researchers, some recent studies have also started to look at teachers sense of capacity or efficacy to carry out research and what contributes to how these attributes develop (or not) over time. Yuan and Lee (2014), noting the impact of facilitative teacher-university researcher partnerships in this process, found that the teachers they worked with in Hong Kong gradually changed their pre-conceptions about research as they learned more about action research and learned to cope with challenging contextual constraints, which led to professional learning and development. Wyatt and Dikilitaş (2015) found that the three teacher-researchers they studied in Turkey, who all began with low self-beliefs about their abilities to do research, became more efficacious as they engaged in continuing professional development that involved doing research. Mentoring, encouraging, and supporting their autonomy, and providing opportunities for them to present their research all contributed to their development as researchers. Edwards and Burns (2016a) have observed that the development of a teacher researcher identity is or has been related to teachers sense of agency to learn more about research, make choices, take control, and pursue their goals, all of which contributed to their development and self-identification as researchers. In achieving agency as researchers, however, teachers also needed to negotiate relationships within their workplaces with colleagues and managers, part of which was the extent to which they were given recognition as researchers within the workplace context. More recently, Tran et al. (2017) document the tensions and challenges felt by language teachers working at a Vietnamese university as they responded, without any structured institutional support and mentoring, to new demands from their institution to become teachers as well as researchers. While some teachers welcomed the institutional requirements that they become researchers as well as teachers and believed they had the capacity and interest to develop good research skills, others felt overwhelmed, pressured, and increasingly disheartened about their capacity to achieve these goals. The authors point out that for teachers to make the transition to researchers successfully it is important that their institutions provide clear guidelines about expectations, offer mentoring support, and provide teachers with expertise, time, and collaborative opportunities to learn from each other. In short, they reinforce the findings of other studies already mentioned in which institutional support for language teacher research is essential if teachers are to make the successful transition to research.


  The UCBC Teacher Action Research Programme Pilot1


  The UCBC is a small, niche university that has existed for just over 10 years with the main purpose of training competent bilingual (Spanish-English) teachers and translators who can contribute to Chilean society. The second author of this article (hereafter the Local Mentor), who works at the UCBC, invited the first author (hereafter the Facilitator), who has considerable experience in action research but lives in a different country, to develop and facilitate the action research programme collaboratively. It was agreed that the Facilitator would provide an initial three-day workshop at UCBC for the teachers and would then, from her home country, liaise with the Local Mentor as the project proceeded across the year. The Facilitator would also be in contact as required with the teachers to guide the focus and progress of their research and the design of data tools, and to make suggestions about data analysis and resources from the literature. The Local Mentor would maintain close local contact with the teachers through regular meetings and discussions at UCBC. In short, one of the main aims of the programme was to provide teachers with on-going support from both the Facilitator and the Local Mentor to help them to develop and implement their projects, and to write them up for publication over a year.


  At the end of 2015, UCBC English language teachers were invited to participate in TARP, investigating a topic related to their teaching which was of interest to them. For the pilot, five UCBC teachers volunteered to participate. They comprised four female Chilean teachers and one male British teacher and had all taught English in Chilean schools and universities for at least ten years. Their academic backgrounds varied considerably: Three had masters degrees in related areas, one had a PhD in literature, and one had not studied at the postgraduate level. None had previously carried out an action research project, and only one had previously published a research article. Three of the teachers opted to work together as a group, while the other two decided to pursue individual projects. Thus, three projects were conducted during the TARP pilot.


  The initial three-day workshop was held in January 2016. Its aims were to develop teachers understanding of what action research involves (illustrated by case studies) and help teachers to define their research questions and plans. The implementation (acting and observing stages) of the projects was scheduled for March to July (first academic semester), followed by data analysis and reflection between August and September, and the participants presented their projects and findings in a general teachers meeting at the university at the end of September. The writing up of the research was scheduled to take place between October and December, but for different reasons (see Reflections below), this process continued until May 2017.


  Following the workshop, the support provided to the teachers by the Local Mentor and Facilitator across the year included:


  
    	Monthly group meetings during the first semester with the Local Mentor.


    	A Skype conversation (and others as required) and email contact during the first semester with the Facilitator.


    	Individual meetings on a needs-basis with the Local Mentor throughout the year.


    	A group rehearsal of the September presentations by the teachers and Local Mentor.


    	Feedback, in one case, on the presentation from the Local Mentor.


    	Feedback on conference abstract submissions from the Facilitator and Local Mentor.


    	Revision of drafts of teachers articles via email by the Facilitator and Local Mentor.


    	A personal feedback session on the projects and the articles with the Facilitator and the Local Mentor before the January three-day workshop for the 2017 programme.

  


  For logistical reasons, the teachers were paid for six hours per week from March to December for their participation, rather than being given systematic release time from their schedules.


  Table 1 summarises the projects that were carried out and the outcomes in terms of presentations and publications to date.
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  As can be seen, two of the projects have already resulted in presentations at a conference (the third project was not submitted, and will hopefully be presented at a different conference in 2017), and one is published in this issue of Profile: Issues in Teachers Professional Development (Dissington, 2018) and one has led to the generation of an article which is still under peer review in an academic journal.


  In order to evaluate and reflect on the first year of the programme, we have collected data in a variety of ways, including observation notes, questionnaires, a reflective account, and recorded focus groups. Whilst we are yet to analyse some of this data in depth, we comment below on our reflections so far.


  Reflections on the TARP Pilot


  We are aware that the following comments are early impressions, and moreover, taken only from a pilot programme in a single institution. Nonetheless, we hope they may add to a wider variety of accounts of similar programmes that aim to develop teacher research in order to contribute to a more complex understanding of how such programmes can be developed effectively (Borg, 2013).


  A number of positive aspects about the programme overall have emerged from this first year, reflecting findings from previous studies. As noted in Burns et al. (2016), the initial workshop, during which participants were given information about action research and discussed some case studies of teacher research, was valued by all the attendees and considered to be an important part of developing the necessary research skills to complete the project (see also Borg, 2006; Burns, 2000; Burton, 1992).


  As we mentioned, previous authors have pointed out the benefits of working with others, whether through collaborating with a partner, a peer discussion group, or mentoring (Borg 2006; Burns, 2000; Burton 1992, Dikilitaş, 2014; Smith et al., 2014). On the TARP, we found that the teachers who opted to work as a group of three began with a clearer idea of their project design, partly because they could discuss their ideas amongst themselves. These three did observe at the end, however, that working as a group had been difficult logistically due to their different timetables. For the two teachers who worked alone focusing the research seemed to be more challenging in the early stages. These teachers found that both the monthly group meetings during the first semester, when participants had shared progress and answer queries collaboratively, and on-going individual meetings with the Research Coordinator, were important.


  Some of the TARP participants recognised that being paid during their participation was both a critical factor in motivating them to start and enabling them to give the research the necessary time as it freed them up to take fewer classes; other teachers felt it was difficult to complete the project and write up the findings in the time allotted. Both views point to the value of providing teachers with sufficient time to carry out their research, as has been underlined by other researchers (e.g., Borg 2006; Burton, 1992; Dikilitaş, 2014; Smith et al., 2014). Nonetheless, teachers made positive comments throughout the programme about how their participation gave them the time and impetus to reflect on their teaching, an experience which they all found enriching. For example:


  
    [You] have the opportunity to look at the things you do in order to improve them, but also to realise...that sometimes, you could do better...things that you do not consider, you can include in your practice. (Teacher E, Focus group, January 2017)
  


  
    I was more conscious [about my teaching]. In the past, I would just teach. Its not like we had to always have a meeting, informally I was thinking about it. This project has made me more aware . . . I was tuned. (Teacher C, Focus group, January 2017)
  


  The participants first presentations of their projects to the university community in September 2016 was a valuable experience for some of them: having the opportunity to reflect on their data as part of developing their presentations was helpful for the writing stage, and it was encouraging to hear other teachers comment on the importance of their topics. Other authors have also noted that in-house presentations can contribute to teacher researchers sense of identity as researchers (e.g., Edwards & Burns, 2016b; Wyatt & Dikilitaş, 2015). However, the feedback received by one of the participants from her colleagues was rather negative, and she felt that, despite the relatively underdeveloped research culture at the university, her colleagues would have given more credit to more academic, formal presentations.


  The biggest challenges that emerged were connected to writing up the research, both for the participants who were new (or relatively new) to writing articles, and for us as facilitators in terms of how to support participants in this context. The writing process took considerably longer than anticipated, and the drafting and redrafting processes caused frustration. Completion required determination from the participants and encouragement from us; in fact, one teacher decided not to submit an article. A related challenge, as we noted in Burns et al.(2016), was the accessing and use of the academic literature. As work by Smith et al. (2014) suggests, these challenges may be less significant in programmes that have focused on supporting research by school teachers where there may be more emphasis on teachers having opportunities to explore good practices, and less on publishing their research in journals. Indeed, for these contexts it may be more important to find ways to share findings that do not place an unnecessary burden on the teacher, and that are easily accessible for the teachers peers. It does seem therefore that there needs to be more research on how university teachers can best be supported to write up research for academic review. Although we were working with university teachers, most of whom had at least a masters degree, these challenges reminded us of Cárdenas (2003) observations that school teachers writing up research papers also particularly need support in these writing and reading processes.


  Due to the issues we experienced, we have implemented changes to the programme in 2017: for example, for the initial workshop in January, we requested that teachers find and bring two or three articles relevant to their area of interest and discuss them so as to introduce reflection on the academic literature from the beginning. This year, we have asked teachers to submit partial drafts of articles during the first semester so as to provide them with feedback at earlier stages and to reduce the writing load at the busy end-of-year period. We have also included a mid-programme two-day writing workshop in July run by the Local Mentor during which the participants read examples of action research studies from fields similar to their own, analysed how they had been written, and had time to modify their own drafts and ask questions. Given that we had already revised early drafts from the participants, we were able to focus these genre-analysis activities on issues that seemed to cause particular difficulties, such as structuring the Introduction, the importance of topic sentences and coherent, focused paragraphs in the Literature Review, and the style and type of information to include in the Methodology section of an action-research article. We have emphasised from the start of the programme that the writing and revising can be challenging, but that ultimately, it can be a rewarding process that develops skills and understanding. In the words of one of the 2016 teachers: If you write it, then you know where you are really going (Teacher C, Focus group, January 2017).


  Finally, as a university community, in 2017 we have become increasingly aware of how this programme has the potential to become a significant engine for the improvement of the undergraduate teaching in general, beyond those who participated in the programme. We have now a requirement that relevant subject coordinators create spaces in work meetings to discuss the findings of the researcher(s) and consider appropriate responses for curriculum development and teaching practices.


  Conclusion


  In this paper, we have offered some reflections on our experiences of initiating and sustaining a new professional development programme to support university EFL teachers in their transition to becoming teacher researchers. While not claiming that our own experiences are generalisable to other contexts, we believe they might offer some suggestions and considerations for other institutions facing similar external and internal pressures for changes in the roles of teachers who have not traditionally been expected to produce research. We would argue that the form of research we selected—action research—has the potential to engage university teachers in projects that they consider to be relevant and worthwhile and can be a supportive introduction to developing as a researcher in the future.

  


  1For a fuller account of the context and participants, please see Burns et al. (2016).
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  Studies of second language learning have revealed a connection between first language transfer and errors in second language production. This paper describes an action research study carried out among Chilean university students studying English as part of their degree programmes. The study focuses on common lexical errors made by Chilean Spanish-speakers due to negative first language transfer and aims to analyse the effects of systematic instruction and practice of this problematic lexis. It is suggested that raising awareness of lexical transfer through focused attention on common transfer errors is valued by students and seems essential for learners to achieve productive mastery.


  Key words: First language influence, fossilization, lexical errors, lexical transfer, second language production.

  


  Los estudios del aprendizaje del segundo idioma señalan una conexión entre transferencia del primer idioma y errores en la producción del segundo. Este artículo describe un estudio de investigación acción llevado a cabo con estudiantes chilenos en cursos de inglés como parte de sus carreras universitarias. El estudio se enfoca en errores comunes en el léxico producidos por hispano-parlantes chilenos debido a la transferencia negativa del primer idioma y tiene como objetivo analizar los efectos de la instrucción sistemática y práctica del léxico que genera problemas. Se sugiere que la creación de conciencia de la transferencia del léxico a través de la atención enfocada en errores comunes de transferencia es valorada por los estudiantes y parece esencial para que logren un dominio en la producción.


  Palabras clave: errores léxicos, fosilización, influencia del primer idioma, producción en el segundo idioma, transferencia léxica.

  


  Introduction


  It has long been acknowledged that a learners first language (L1) has a considerable influence on both the acquisition and use of second language (L2) vocabulary (Swan, 1997). This influence often manifests itself in lexical errors in oral and written production which are seemingly difficult for the learner to eradicate. The fossilization of erroneous lexical forms is especially likely when learners are in a monolingual educational environment, as much of their exposure to English comes from other language learners who share the same L1, such that the same errors are reinforced and normalized.


  This problem is compounded by the fact that teaching materials often come in the form of course books which are designed for the international market and therefore cannot address the common lexical errors that speakers of one specific L1 are prone to. As a consequence, teachers may give too little attention in class to dealing with these errors and to raising awareness amongst learners of how L1 can help or hinder accurate vocabulary use.


  University students for whom English is an integral part of their degree programme often need to achieve a high level of linguistic competence and accuracy, which means that basic vocabulary errors need to be minimized, or if possible eliminated. I therefore perceived a clear need for this issue to be addressed in some way in my context, since, although there has been considerable research on the effect of L1 influence on second language acquisition (SLA), little has been written about how to approach the problem of negative lexical transfer in the classroom.


  Literature Review


  Two main areas of the literature were instrumental in framing this research. These were the influence of L1 on second language learning, especially in the area of vocabulary acquisition and production, and intentional versus incidental second language vocabulary learning.


  To consider how far L1 influence may hinder second language learning, we need to have a clear understanding of the phenomenon. However, Jarvis (2000) points out that despite decades of research in this area, there is still no commonly accepted definition of L1 influence or even agreement that such a definition is possible. Perhaps because of this fundamental problem, there are also widely varying estimates of how many errors in L2 production can be attributed to L1 influence, with some studies claiming them to be as low as 3%, and others as high as 51% (Ellis, 1985). Against such uncertainty, Jarvis settles on a definition of L1 influence on SLA as any instance of learner data where a statistically significant correlation . . . is shown to exist between some feature of learners [interlanguage] performance and their L1 background (p. 252).


  Jarvis and Pavlenko (2008) identify nine categories of linguistic transfer: phonological, orthographic, lexical, semantic, morphological, syntactic, discursive, pragmatic, and socio-linguistic. Much of the literature focuses on grammatical structure, perhaps because it is where the majority of negative transfer occurs. For example, in one study of Spanish high school students, Alonso (1997) found that of 138 interlingual errors, 96 were due to transfer of grammatical structure. Despite these findings, lexical transfer errors deserve attention for two reasons: first, lexical selection consists mainly of content words, and so errors of this type are potentially very disruptive as they may impede communication, in particular placing a greater burden on the reader of written production (Hemchua & Schmitt, 2006). The second reason is that English language course books largely deal with the types of grammatical errors Spanish speakers make, since these are more universal in nature than the specific lexis which causes problems.


  Alonso (1997) identifies three ways in which negative lexical transfer from Spanish to English may occur: overextension of analogy (false cognates), substitution errors, and interlingual/intra-lingual interference. False cognates are words which have identical or similar forms in English and Spanish, but which have different meanings. A typical example is the Spanish word sensible, which means sensitive in English. The overextension of analogy by Spanish speakers leads to mistakes such as: I cant go out in the sun much, as I have very sensible skin. Substitution errors are seen as those in which the learner uses a direct translation of a word or expression in Spanish in a context which is not appropriate in English. A common example is the use of the word know in the sentence I would like to know France (Quiero conocer Francia). Although conocer can be expressed by the word know in many contexts, in this one, it is inappropriate. Finally, interlingual/intralingual interference errors refer to cases where there is word distinction in L2 where none exists in L1. An example is the sentence I arrived late because I lost the bus. The distinction is made in English between lose and miss, whereas in Spanish, only perder is used.


  Although these errors would affect intelligibility for native English speakers, they may not necessarily cause problems of communication between L2 learners in a monolingual classroom context. This is because they sound familiar, precisely because they come from the learners L1. The familiarity of, and familiarization with, these erroneous forms in the monolingual classroom is highlighted by Amara (2015) as one reason why it is important to carry out correction, since there is the danger that by leaving errors untreated, the defective language might serve as an input model and be acquired by other students in the class (p. 61).


  L1 often plays a positive role in SLA and may account for much of what is correct in a learners interlanguage (Swan, 1997). According to Hulstijn (2001), beginning L2 learners . . . often appear to link the L2 word form directly to a corresponding L1 word form (pp. 260-261). So, at an early stage of learning, L1 may aid L2 vocabulary knowledge. However, as Swan (1997) points out, learners will repeatedly make mistakes with words they have learnt correctly,1 especially if the knowledge of a particular language item is not reinforced through repeated exposure and rehearsal. Frantzen (1998) echoes this point, noting that even after students are repeatedly exposed to the target language meanings of false cognates, they continue to misuse them in their speech and writing (p. 243). Swan says that when retrieving lexical items for recall, learners usually have to choose from a number of possibilities, and often select the language form that most resembles a counterpart in L1 because they have more fully automated control over this form than the correct target language equivalent. Kavaliauskiene (2009) suggests that negative transfer errors may occur because learners lack the attentional capacity to activate the correct L2 form.


  Swan (1997) points out that between closely related languages, there is more transfer, and therefore more scope for interference errors as learners equate forms which are similar, but have different meanings. Corder (1983) claims that the greater the perceived distance between the language being learnt and the learners L1, the less likely the learner will be to borrow from the L1 and hence there will be fewer borrowing errors (p. 27). However, he suggests the highest incidence of this type of error will occur in languages which are moderately similar rather than those which are closely related. Since English shares a common linguistic root with Spanish, yet is not as closely related to it as Romance languages such as Italian or Portuguese are one should expect the incidence of L1 transfer errors from Spanish-speaking learners of English to be fairly high.


  Raising learners awareness of cross-linguistic transfer in order to facilitate linguistic development is seen as essential by a number of researchers. Swan (1997) points out that improved understanding of the similarities and differences between L1 and L2 will help learners to adopt effective learning and production strategies (p. 179). Talebi (2014), who conducted research on cross-linguistic awareness amongst Iranian learners, considers that teachers have a responsibility to raise learners awareness by using materials which are specifically designed for the purpose of teaching for transfer. This point is echoed by Kavaliauskiene and Kaminiskiene (2007), whose study indicates that the use of translation as a learning tool facilitates the raising of linguistic awareness in learners of English for specific purposes.


  Considering the problems caused by negative lexical transfer, and the difficulty of eradicating fossilized lexical transfer errors in a monolingual English as a foreign language context, it is important to consider how they can be dealt with in the classroom. However, there seems to be little research in this area. In the next part of my review, therefore, I focus more broadly on research on vocabulary teaching and how this affects acquisition, retrieval, and production of lexis.


  Much of the literature on vocabulary acquisition has addressed the comparative benefits of incidental versus intentional vocabulary learning. Hulstijn (2001) defines incidental vocabulary learning as the learning of vocabulary as a by-product of any activity not explicitly geared to vocabulary learning and intentional vocabulary learning as any activity aiming at committing lexical information to memory (p. 270). Krashen (1989) contended that learners will acquire all the vocabulary they need through extensive reading, and that therefore teachers should promote activities which are conducive to incidental learning and discourage intentional vocabulary learning procedures.


  However, the position that exposure alone is enough to ensure effective vocabulary learning is not widely supported. Nation (2001) accepts that large amounts of incidental vocabulary learning will result from the reading of large quantities of comprehensible text, but holds the view that some vocabulary requires special attention and therefore, teachers should deal with it in a principled and systematic way. He believes that the giving of elaborate attention to a word or words, which he terms rich instruction, can be of real benefit to the L2 learner, especially when dealing with high-frequency items which are deemed important or are of particular use to the students, and when it is not to the detriment of other components of the course.


  According to Nation (2001), there are three important steps which facilitate the learning of new vocabulary: noticing, retrieval, and generation. Noticing can happen in a number of ways, but basically implies decontextualization, whereby attention is given to a lexical item as part of the language rather than part of the message; retrieval is when a learner needs to express the meaning of a certain item and is obliged to retrieve its spoken or written form; and generation implies the production of the item in new ways and/or new contexts. For Nation, these processes are essential for effective learning.


  It is also important to understand that learners have a receptive and productive vocabulary. Schmitt (2008) states that since acquiring productive mastery of vocabulary is more difficult than acquiring receptive mastery (p. 345), it cannot be assumed that having receptive exposure will automatically lead to productive mastery. He believes that words acquired by incidental learning are unlikely to be learned to a productive level and that recall learning from reading is more prone to forgetting than recognition learning. He concludes that for productive mastery to be developed, learners need to engage in productive tasks. For Schmitt, the idea of engagement is central to the effectiveness of vocabulary learning. This encompasses a range of factors, such as time spent on a lexical item, the attention given to it, increased noticing of lexical items, manipulation of the target item, and a requirement to learn. He sees the promotion of high levels of engagement with the lexis as a fundamental responsibility of researchers, materials writers, teachers, and students.


  Hulstijn (2001) highlights the importance for learners to attain quick and automatic access to vocabulary (automaticity). He points out that rich, elaborate processing on its own is not sufficient for this, and that frequent reactivation of lexical forms is also essential. For this, he proposes the allocation of sufficient classroom time for deliberate rehearsal of problematic lexis and the recycling of previously seen items. Schmitt (2008) also highlights the importance of increasing the automaticity of lexical recognition and production, noting that knowledge of lexical items is only of value if they can be recognized or produced in a timely manner that enables real-time language use (p. 346).


  Drawing on this literature, this study focused on a number of specific areas. The first of these was the need to raise learner awareness of the issue of negative transfer amongst Spanish-speaking learners of English. Due to the relative proximity of Spanish and English lexis, and therefore the scope for erroneous transfer, the focus was lexical interference. Jarvis (2000) definition of L1 influence was used to justify the choice of lexical transfer errors analysed in the study, as was Alonsos (1997) taxonomy of L1 errors, since this came from a study of Spanish-speaking learners. Finally, the study aimed to increase learner engagement with problematic lexis as a way to improve their attentional capacity and automaticity. Translation activities were employed to raise awareness of L1/L2 difference and correspondence. Also, Nations (2001) three steps were employed as part of the lexical analysis and practice: close analysis of erroneous and correct lexical usage (noticing), oral and written translation exercises and controlled practice oral discussion activities (retrieval), and mini-presentations and small group discussions of word pairs (generation).


  My research questions were as follows:


  
    	Would a sustained, explicit, systematic approach to addressing the transfer of L1 lexical errors reduce the production of this type of error by students?


    	How would students respond to a sustained, explicit, systematic approach to addressing the transfer of L1 lexical errors?

  


  Method


  This study was conducted within the context of a year-long teachers action research programme in 2016 at the Universidad Chileno-Británica de Cultura (UCBC). UCBC is a small, private university in Santiago, Chile, offering undergraduate degrees in translation, secondary English teaching, and primary teaching and nursery school teaching with a special focus on English. It is an action research project which addresses a local problem and follows the cycle of planning, implementation, observation, and reflection to bring about change and improvement in practice (Burns, 2015). In this section, I will first describe the participants, then the design and realization of the implementation stage, and finally the data collection and analysis.


  My project was carried out with two groups of UCBC students over a 13-week period during the first semester of 2016. Both groups were studying in general English language courses as part of their degree programmes. An overview of the profile of these groups can be found in Table 1. One of these courses was Lengua Inglesa 3 (English Language 3), which students take in the first semester of their second year, and the other was Competencia Comunicativa 1 (Communicative Competence 1), which is taken in the first semester of the fourth year. The former class was made up of 25 students from both translation and teacher training degree programmes. They had an intermediate/upper-intermediate level of English and were using a Cambridge First Certificate in English (FCE) course book as part of their course material. The FCE examination corresponds to a level B2 of the Common European Framework of Reference for Languages (CEFR). The latter class consisted of 20 students from the translation degree programme, who had an advanced level of English and were using a Cambridge Certificate in Advanced English (CAE) course book (CEFR level C1).
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  I taught the Lengua 3 course with another teacher, who focused on grammar, vocabulary, listening, and speaking. That component took up two thirds of the course time. The remaining component, which I taught, focused on reading and writing. In the Competencia Comunicativa 1 course, I was the only teacher. Students in both courses are assessed by means of written tests, oral tests/presentations, and written assignments throughout the term (70% of their final mark) and three final exams (use of English and listening, reading and writing, and oral) which have a weighting of 30% of the final mark. I decided to carry out the project with two groups to see how useful it would be for students at different stages of the language learning process. All of the participants were Chileans and native Spanish speakers. Their ages ranged from 20 to 30, but the majority of them were in their early 20s.


  My initial task for this research project was to develop a bank of typical L1 errors. My main considerations when choosing the lexical items to be included were frequency of error occurrence and intelligibility of the erroneous form to a native English speaker—intelligibility because such errors are greater obstacles to communication, and frequency because high-frequency lexis merits attention if students are aiming for productive mastery. I developed the word bank from my memory of typical lexical transfer errors made in class, along with examples I found in approximately 75 second and third year students written examinations from previous years. This list was then cross-referenced with examples given to me by university colleagues and other English teachers who had been informed of my project. I subsequently selected 40 items to use in the input sessions, taking into account the two considerations previously mentioned of frequency and intelligibility.


  I programmed 13 weeks for the intervention, setting aside between 45 and 60 minutes of class time per week. In week 1, students were asked to complete a pre-test to establish the extent of their knowledge of some of the target lexis and also to provide a point of comparison for the post-test which would be used at the end of the project. In week 2, students were informed about the objectives of the project, asked to complete a questionnaire, and given an explanation of key concepts, such as transfer, L1 interference, cognates, and so on. Finally, the participants were asked to read a document about the purpose and nature of the study, and to sign a consent form if they wished to participate; all of the students agreed to do so.


  The teaching input and analysis of the lexical items took place from weeks 3 to 12 and took two main forms: teacher-led activities, which involved the analysis of a short text or series of sentences which I devised, and student-led activities, which took the form of mini-presentations followed by small group discussions. My programme allowed for eight input sessions, in each of which five lexical items would be analysed, thus covering the 40 items selected from the word bank. This approach allowed time for testing, feedback, revision, and quizzes (see Table 2).
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  The pre-test contained two types of items:


  
    	Items 1-8 – Translation: The first set of items contained eight sentences in Spanish, sections of which the students were asked to translate into English. Most of the underlined sections contained words or expressions in L1 where students often make mistakes due to negative transfer (see Figure 1, i.).


    	
      [image: ]

    


    	Items 9-16 – Error identification. The second set of items was an error correction exercise, in which students were given eight sentences and asked to identify errors. The students were told that the sentences may contain one, two, or no errors. Again, these errors were typical L2 lexis errors that come from L1 interference (see Figure 1, ii.).

  


  Before the pre-test was carried out, students were informed that it was a general diagnostic test which had no bearing on their course evaluation, and therefore they were not aware of what specific aspect of language use was being assessed. My aim was to obtain as accurate an idea as possible of the problems these lexical items caused. All the items in the test were included in the input during the following weeks along with other items from my word bank.


  The first stage of each of the five teacher-led activities—the textual analysis input sessions (see Table 2)—consisted of identifying errors in a short text or series of questions in English. Students were given a few minutes to read the text/sentences and identify the errors. By this stage, they were aware that they were looking for examples of negative transfer. There then followed whole class feedback and analysis of the errors, during which students were encouraged to suggest why a Chilean Spanish speaker might make them. Students were encouraged to make a note of these items in their notebooks to build up a word bank of L1 interference items containing examples of misuse and correct usage. The final stage was a controlled practice activity. This activity was usually done as a written translation where half the students in the class were given one set of sentences and the other half given a different set to translate into Spanish. Both sets contained the target language and students were encouraged to use natural Spanish. They then swapped their papers with someone from the other group and translated their classmates Spanish sentences back into English, being careful to avoid erroneous L1 transfer. When done orally, the activity involved splitting the class into two groups with different texts to translate into Spanish. Students were then paired off (one from each group) to read their translations to their partner, who had to translate it back into English, again being careful to avoid L1 interference. An example of a written translation activity can be seen in Appendix A.


  This translation stage was not employed in all of the five teacher-led sessions. On one occasion, the error identification stage came in the form of a series of pairs of questions, such as those in Figure 2. Each pair contained the same word, once correctly used, and once erroneously used as a result of typical L1 interference. In this case, following the identification, analysis, and recording stages, the students were asked to discuss the questions in pairs. They were then given just the target lexis, isolated from the questions on the board and asked to discuss the questions again with a new partner.
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  The student-led activities were a series of three mini-presentations. On each occasion, four or five volunteers from each class were given five pairs of words—one in English and one in Spanish (see Appendix B). The volunteers each prepared a short oral presentation which explained the usage of the words in English and Spanish, highlighting any correspondence and difference between the two and giving examples. They delivered their presentations individually in class the following week to a group of about five students. After 15-20 minutes, I drew the different groups together as a whole class, and we discussed their ideas. I gave feedback and examples for the class to record. (During this stage and the presentation stage, words also came up in discussion which had not been in the word pairs, such as the words bookshop and stationers which came up when analysing librería - library). A controlled practice activity followed, in which students used the target vocabulary to complete a series of opinion questions. In the final stage, students discussed the questions in pairs.


  As well as these presentations, all students from the fourth-year class prepared a separate presentation of between five and ten minutes, delivered in pairs, which involved them recording (or finding a recording of) a native Spanish speaker talking in English. They analysed the recording and presented it to the class, commenting on any examples of L1 interference.


  In order to answer the first research question regarding the impact of the intervention on students lexical errors, quantitative data in the form of results from the two tests were collected. The pre-test has been described in some detail in the section above. The post-test was carried out in the final week (13) of the study. It was the same as the pre-test in terms of format, and included many of the lexical items from that test and also some items that had not been in the initial test, but had been analysed in class over the course of the project.


  In order to address the second research question regarding the students perceptions of the intervention, qualitative data were collected at the beginning of the project, mid-project, and at the end: Prior to the beginning of the input and practice sessions (week 2) students completed a questionnaire and, audio recordings of students opinions were made. Students opinions were also recorded mid-project (week 7) and immediately after the post-project test (week 13).


  Students opinions were collected post-project via focus discussions with five members of each class. The discussions lasted about 20 minutes each and were audio-recorded. These were semi-structured interviews whose aim was to remind students of the objectives of the research project, ascertain whether, in their opinion, these had been achieved, and get a general idea of how useful they thought the project had been. The interviews were carried out in English and Spanish. (Questions were asked in English, but students were encouraged to respond in Spanish if they felt they could express themselves more clearly in that language). These interviews took place immediately after the post-project test and I invited students who tended to be more willing to express their opinions in class to participate so as to maximize the data I would receive. The audio recordings from the focus group sessions were later transcribed so that they could be analysed more thoroughly.


  Findings


  The data collected from the tests, questionnaire, recorded group discussions, and focus groups are presented and analysed here with reference to my two research questions.


  Research Question 1: Would a sustained, explicit, systematic approach to addressing the transfer of L1 lexical errors reduce the production of this type of error by students?


  Not all of the students who completed the pre-test completed the post-test (see Table 3).This was particularly true of the Lengua 3 group, whose low attendance may have been due to students perceived need to study for tests in other subjects during this period.
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  In both the pre- and the post-tests, each question was marked either correct or incorrect. In some cases, half marks were given (if an expression was wrongly translated but without signs of L1 interference in Item 1, and where an error was correctly identified but not corrected in Item 2). Although the allotting of half marks in this way is somewhat subjective, I strove to maintain consistency in the marking of both tests. The marks for each students test were then transformed into a percentage and an average was calculated for the whole group.


  Table 4 shows that both groups improved their scores on both translation and error correction exercises. The post-test results for the fourth-year group are around 20 - 25% higher than the pre-test results, and those of the second-year group are around 30 - 40% higher. The final column shows that almost all, and in one case all, of the students improved their individual marks in the post-test.
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  Research Question 2: How would students respond to a sustained, explicit, systematic approach to addressing the transfer of L1 lexical errors?2


  The questionnaire which students were asked to complete in week 2 was in English and required them to provide their names and ages. The aims of this instrument were: to obtain information about students exposure to native English speakers; to gauge how aware they were of the problem of L1 interference; to find out if and how the issue had been addressed in their previous classes; to ascertain whether they thought it useful to spend time in class analysing the problem in a systematic way, and to elicit suggestions on what classroom activities might facilitate such an analysis. There were nine items, two which were limited response questions, five which were open questions, and the remaining two which were yes/no questions with the option to give further details.


  From analysis of these questionnaires, it became apparent that less than half the students (in both groups) had any real awareness of negative lexical transfer. Only six students (15% of the total number) mentioned having previously looked at this problem in any systematic way, which coincided with the number claiming to have made any attempt to keep a record of these types of errors (only three of whom mentioned actually writing a word list). Interestingly, one student made the comment that he thought that only native (English) speakers would notice the transfer problem, lending weight to the point made by Amara (2015) that students in a monolingual L1 classroom would struggle to correct these errors and may even have them reinforced. However, all students expressed the opinion that it was either very useful or essential to spend time in class focusing on transfer.


  Following the completion of the questionnaires, students spent about 15 minutes, in groups of four or five, discussing some of the questions featured in the questionnaires and a spokesperson from each group then summarized the opinions discussed. This summary was recorded. The main points that were highlighted were:


  
    	Greater exposure to/contact with English is needed to help eliminate errors of negative transfer.


    	It is natural for students to try to adapt their Spanish lexis to English if there is a gap in knowledge.


    	Error correction/analysis, translation activities, more writing practice, and the recording of word lists would be useful ways of addressing the issue.

  


  Another small-group discussion session was carried out in week 7. Students worked in groups of four or five and discussed five pre-prepared questions. They were asked how appropriate they deemed the time spent in class on the project, the lexical items analysed, and the practice activities we had done. They were given the opportunity to suggest alternative ways of approaching the issue, and were asked to consider whether they now felt more aware of their own lexical transfer errors and of the issue of L1 interference in general. A spokesperson from each group then summarized the ideas of their group. This discussion was recorded. The responses were mostly positive, though students naturally expressed preferences for some activities over others. The overall impression was that they appreciated taking part in the project and valued its aims.


  At the end of the project, a focus group was conducted with five students from each group. In these meetings, the students were asked their opinions on a series of questions about the project. In response to the first question about whether they thought that the activities carried out in class had helped them avoid L1 interference errors, the students were overwhelmingly positive. All the students said that the activities had helped them become more aware of these errors and many gave specific examples:


  
    One mistake that I always made was share time. (Camila, L3)
  


  
    In the written tasks, I still write called my attention and then I think, No wait! Its caught my attention. (Francisco, L3)
  


  
    I always said arrive to instead of arrive at. (Sofia, L3)
  


  
    I always translated dar una prueba and practicar un deporte wrongly. (Andrea, CC1)
  


  
    Now I am much more aware of these types of errors, and thanks to everything we have done in class, I am increasingly managing to avoid them. (Sofia, L3)
  


  Some of the students from the fourth-year group (CC1) made the point that they had already been aware of some of the errors highlighted during the project but pointed out that they nevertheless thought that the activities had been valuable:


  
    We were aware of the majority [of these errors] but we think in Spanish so we still make mistakes…so I think it is still worth practising them. (Soledad, CC1)
  


  This comment reflected a general appreciation that the errors we analysed were difficult to eliminate because they had become entrenched. For example, Pablo (L3) pointed out that although he was aware of the correct versions of the lexical items, he was often unaware that the other alternative (in this case, an example of negative transfer) was not acceptable. Other comments reflected the perception students have of how important it is for them to eliminate these errors:


  
    When we leave here and go out and get jobs, we wont be able to make these types of mistakes, because as translators and teachers, it will affect our work. (Francisco, L3)
  


  The students also favoured the systematic treatment of negative transfer errors over dealing with errors as they arose:


  
    Before, when we made one of these mistakes, for example, in a writing task, it was highlighted, but we never did exercises to help us to not make the mistake again, and so we continued making them. (Soledad, CC1)
  


  Other students expressed the view that the time spent analysing these errors, and the translation and discussion activities that we did to practise the correct forms, were helping them to avoid these errors. The point was made that simply drawing students attention to examples of negative lexical transfer at the moment the errors occurred would not raise awareness of the issue:


  
    If you had only corrected these mistakes in class when we made them, and mentioned that they were examples of L1 interference, we wouldnt have paid much attention to it. But since it became part of the class, it made it easier for us to remember them. (Camila, L3)
  


  I also asked the students about whether they thought that the activities had raised their awareness of the general problem of negative lexical transfer. Again, the response was positive. Students from both groups claimed that they had noticed changes in the way they thought when writing and, to a lesser extent, speaking. This development was not limited to the problem of false cognates, as students also mentioned thinking more about collocation and whether or not certain combinations of words used in Spanish could be used in the same way in English.


  
    Before now, I just sat down and wrote, and l1 interference happened, but now I take my time and think about what I have written and whether it actually comes from Spanish, and if it will be understood. This has been a turning point. (Francisco, L3)
  


  
    I have realized that I think in Spanish a lot and translate Spanish to English word for word. Now I am more aware that I make certain mistakes and I ask myself, does this combination of words work in English? (Vicente, CC1)
  


  
    We are much more careful about not making these mistakes. If we make a mistake, it is immediately going to sound wrong and were going to say, No. Thats not right, especially with the words that we have practised, but we are also more careful about not making mistakes that we havent seen. (Soledad, CC1)
  


  Another noteworthy comment, which was made by a number of students, both during the mid-project group discussions and the focus group meetings, was that the activities should be included in the syllabus from year one. Francisco (L3) summed up this view:


  
    I think that instead of being just a one-off project, this should be part of the syllabus because for us as translators and teachers, whether we like it or not, this is something essential.
  


  Towards the end of the project, I was pleasantly surprised to receive an e-mail from one of the second-year students with further examples of possible L1 interference. When asked to tell the group about her reflections, she commented:


  
    I had been thinking about [L1 interference] for a while, and suddenly I thought of the word realize and I said to myself, Im sure some people think that means realizarand I looked it up. Then I thought of another one, which was slow motion which means cámara lenta, but people might translate it as slow camera and that would be wrong. (Claudia, L3)
  


  I found this students comments very encouraging. Not only did they provide evidence that she was engaged in the issue of L1 interference and was perhaps beginning to think differently about the two languages she spoke, but also because they offered a clear example of what I, as a teacher, had wanted to achieve, which was for students to think more critically about how Spanish and English correspond and differ.


  Discussion


  My initial impression of how the students reacted to the activities we did during the project was that many of them were less able to identify examples of negative transfer than I had expected. Some of them seemed surprised to learn that language forms that they had assumed to be correct for many years were actually wrong. However, once they had recognized these errors as stemming from L1, and so to a certain extent theirs, students from both groups quickly became engaged with the issue. On the whole, students participated enthusiastically in both the teacher-led activities and the mini-presentations, which generated extended and animated discussion. Students were keen to seek clarification about correspondence and difference between L1 and L2 and they became more alert to possible instances of negative transfer. These impressions were confirmed by comments made in both focus groups.


  Both the quantitative and qualitative data from this study seem to support the claim made by Nation (2001), Schmitt (2008), and Hulstijn (2001), among others, that direct focus on, and engagement with certain lexical items (in this case, those which cause problems for Chilean Spanish speakers) help learners make those items part of their usable vocabulary. Furthermore, the type of instruction carried out seems to have raised awareness of a common problem of second language learning: that of L1 interference.


  It should be noted that despite the positive results of the study, some of the errors which were dealt with were still being made in instances of freer production by some students after the project. This point highlights the importance of repeated revision over the long term to ensure automaticity of recall and production.


  Conclusion


  When drawing conclusions about the impact of this research project, it is important to be aware of the limited nature of the study. First, it has to be acknowledged that the errors which were analysed were somewhat artificial in the sense that they were not collected from samples of free oral or written production of the students who participated in the study. Neither did the instruments used to analyse students knowledge of the target items incorporate free production. In addition, the qualitative data obtained from the students throughout the study were collected in the presence of the researcher, which may have influenced the answers and opinions given. Finally, it must also be observed that due to the short-term nature of the project, it was not possible to check the retention of learning over time and so the long-term impact of the instruction, discussion, and practice done in class is still questionable.


  Nevertheless, the findings of the study seem to give some indication that the systematic analysis of typical examples of negative lexical transfer can, at least in the short-term, reduce the frequency of the errors being produced. They also indicate that the students generally valued the opportunity to focus on the typical lexical mistakes that they are prone to making as Spanish speakers and point to an increased awareness in the participants of the lexical pitfalls implicit in having an l1 which shares roots with the L2 being learnt.


  This research project has highlighted an area of study which has hitherto been neglected or overlooked in many English language-teaching institutions. This is because course programmes in many schools, institutes, and universities are often closely tied to general English language course books which have been produced for the international market and which therefore cannot cater to local learner needs. The need to focus on the specific linguistic problems which arise in monolingual classes and to design appropriate materials for this purpose is, therefore, something which ought to be addressed by course planners, not just in Chile but in all contexts where L1 interference is a significant problem. The participants in this study were university students studying translation and English teaching degrees. They expressed the view that the fossilization of certain errors might impede the attainment of the linguistic proficiency required in their future careers. It is therefore important that lexical L1 interference be given sufficient attention.


  In terms of future research, there are a number of avenues which could be explored further. A longer-term study would allow for investigation of the possible impact of this type of vocabulary instruction on L1 interference errors in free production and provide a more credible measure of improvement over the long term. Another area for exploration would be more specific research into the frequency and type of lexical transfer errors made by students of different ages and levels, and in different educational contexts, for the purpose of building and piloting a number of target lexical lists and study materials which could be incorporated into syllabuses.

  


  1Learners may have learnt a lexical item correctly in the sense that they understand its correct usage, but they will still make mistakes in freer production due to the influence of L1. For example, a Spanish-speaking learner, when asked to explain the difference between sensible and sensitive in English, may be able to tell you their correct usage, but may continue to say sensible instead of sensitive in free oral production due to the fact that L1 more readily influences their word choice.


  2The quotes that appear in this section have been translated by the author from the original Spanish and pseudonyms have been used.
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  Appendix A: Translation Exercise


  Student A


  Read the sentences below and translate them at the bottom of the page:


  
    	The degree programme that I am studying in lasts five years.


    	He hardly ever attends class, and when he does he arrives late.


    	Teacher, if I give you $50,000, will you give me a 7?


    	His strange accent caught my attention.


    	If we are going to have a party, we need to think about the food.

  


  (When doing this exercise, students were encouraged to use the following terms in Spanish: Carrera, asiste a, ponerme, me llamó la atención, hacer/pensar en but not to retranslate erroneously into English as: career, assist, put me, called my attention, do/make a party / think in)

  


  Appendix B: Instructions for Mini-Presentations


  You are going to give a short presentation to a group of about four students on the differences and similarities in the use of the following pairs of words, which might cause problems for Spanish speakers:


  
    	Actualmente - Actually (adv.)


    	Librería - Library (n.)


    	Perder - Lose (v.)


    	Recordar - Remember (v.)


    	Revisar - Revise (v.)

  


  Can any of these words in Spanish be translated as the word in English? If so, is it the only way to translate the word? If not, how would you translate the words?


  Are they equivalent in meaning in some contexts and not in others?


  Can you provide examples of the usage of the words?
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  This research paper reports on the development of oral presentation skills in a 3D virtual world called Moviestorm machinima, in contrast with real-life videos. In this way, the implementation of both types of videos sought to promote the improvement of oral communication skills, specifically oral presentations in a foreign language, as well as promoting collaborative work. The study involved 60 students from different semesters of a private Colombian university from the schools of electronic engineering, computer science, and law, focusing on English for specific purposes. The results showed how students from different faculties worked collaboratively to achieve one goal: improve their oral presentation skills.


  Key words: English for specific purposes, machinima, Moviestorm, presentation skills, real life videos.

  


  Este artículo de investigación versa sobre el desarrollo de habilidades de presentación oral, en un mundo virtual en 3D denominado Moviestorm machinima, contrastado con videos reales. De esta manera, la implementación de los dos tipos de videos buscaba promover el mejoramiento de las habilidades de presentación, específicamente, producción oral en un idioma extranjero, así como promover el trabajo colaborativo. Dicho estudio involucró a 60 estudiantes de las facultades de Ingeniería Electrónica, Sistemas y Derecho de diferentes semestres de una Universidad privada de Colombia, con un enfoque de inglés con propósitos específicos. Los resultados mostraron cómo los estudiantes de diferentes facultades trabajaron colaborativamente para alcanzar una meta: mejorar sus habilidades de presentación.


  Palabras clave: habilidades de presentación, inglés con propósitos específicos, machinima, Moviestorm, videos reales.

  


  Contextualization of the Problem and Rationale


  This research was conducted with students of electronic engineering, computer science, and law from Universidad Santo Tomás (USTA), a private Colombian Catholic university located in an intermediate size city. They must demonstrate competence not only in understanding English as a foreign language (EFL), but must also be able to express themselves appropriately and make contextualized language use. At times, students have difficulty speaking English because they do not feel prepared to assume this challenge due to personal reasons like fear of mispronunciation, among other aspects.


  This project seeks to create a collaborative environment through real life videos and the software Moviestorm, which may allow students to prepare for better oral production. Moreover, it seeks to implement the use of 3D virtual worlds in the university setting as educational tools used to simulate real life cases, thus facilitating the contextualization of educational processes and raising awareness about the importance of significant learning. Furthermore, these tools might help students face real everyday situations at a personal and professional level.


  Research Question


  What is the relationship between the creation of real life and virtual videos and the development of oral presentation skills, focused on English for specific purposes (ESP) environments among undergraduate students from the USTA?


  Objectives


  General


  
    	To involve undergraduate students in the creation of videos in order to contribute to the development of their oral presentation skills in an ESP course.

  


  Specific


  
    	To create real life and 3D videos based on technical topics.


    	To promote the use of videos as pedagogical tools in ESP courses.


    	To compare real life vs. Moviestorm (3D) videos in terms of the development of oral presentation skills.

  


  Theoretical Framework


  In this section of the paper, we present the theoretical framework describing all the aspects of studies about 3D virtual worlds used as tools in teaching EFL in an ESP course. English has quickly become the language of globalization and, as such, it is important to recognize its worldwide use and its relevance to different disciplines and areas of knowledge.


  English for Specific Purposes


  ESP appeared due to the need to integrate different English fields, topics, and users interests. Paltridge and Starfield (2013) point out that [ESP] refers to the teaching and learning of English as a second or foreign language where the goal of the learners is to use English in a particular domain (p. 2).


  In USTA, ESP is not a tool EFL teachers use very often as the main focus of the general English classes, although the University does offer some ESP courses. In some cases, it is used to motivate students to improve and develop their English skills. Most of the English classes at USTA are not focused on ESP, but it could be used as an alternative way for students to learn English. What we also want to demonstrate is that the use of ESP will help students have different perspectives about the process of learning a second language in terms of developing their foreign language skills. Belcher (as cited in Bathia, Anthony, & Noguchi, 2011) traces the development of ESP along sociodiscoursal, sociocultural, and sociopolitical tracks. In other words, ESP is always concerned with the socio or the society in which the language is functioning (p. 147).


  In this way, when students are able to relate the knowledge they are acquiring in their undergraduate programs with ESP, they will generate meaningful learning in terms of improvement and development of their English skills since they are able to practice in real situations and contexts by using English methodologies that are different from what they use in standard classes. Besides, it is helpful for EFL teachers who want to carry out their job with effectiveness, while incorporating other methodologies that can provide a wide variety of possibilities in teaching the language.


  ESP has been one of the components in some of the English courses at USTA, especially the highest levels, and its characteristics in this institution are as follows:


  
    	These courses are designed to engage undergraduate students in meeting their professional goals, in terms of technical English.


    	The courses are designed as a complement of regular English classes.


    	Students bring technical material to the classes, mostly video and reading texts.

  


  Students are interviewed at the beginning of the course regarding the topics, activities, and resources they would like to include in the course. This means students participate in syllabus design since it is flexible and allows them to negotiate with the ESP teacher.


  Regarding this type of courses, Marculescu (2015) carried out a study on ESP at the Bucharest University of Economic Studies with first-year students from the Faculty of finance, insurance, and banking and the Faculty of international business and economics. This study focused on project work for the purpose of improving and assessing the students knowledge of English, especially their oral communication skills (Marculescu, 2015, p. 230). According to Marculescu, at the end of the research, the students improved their oral skills based on what is now called the 21st Century Education Movement which emphasizes the four Cs: critical thinking, communication, collaboration, and creativity (p. 230).


  Simulation


  According to Meihami, Meihami, and Varmaghani (2013) a simulation game tries to copy various activities of real life in the form of games for different purposes: training, analysis, or prediction. Some examples are war, business, and role games (p. 60). According to the authors, there are three types of simulations:


  Live simulation: It involves humans and or equipment, an activity and a stage where they can act in a real way. Time is continuous as in real life. For example, video war games and car batteries testers.


  Virtual simulation: It involves human beings or equipment on a computer-controlled stage. The time comes in discrete steps, allowing users to concentrate on what is important. For example: a flight simulator.


  Constructive simulation: No human or computer involved as participants. More than time, simulations are handled in suitable time sequences. For example, hurricane simulators take into account temperature, pressure, and wind currents. (p. 60)


  Simulation in this project is defined as imitation and projection of real life. It is a space where you can recreate real-life events. The study we are conducting at the USTA is about real life video vs. Moviestorm through machinima, which employs virtual simulation to resemble real-life cases with students of different undergraduate programs.


  This is used in video games that recreate being on a battlefield or driving a car, among other situations. It is also used in the field of business to assume roles that can be carried out in real life. In education we find experiences such as metaverses, where participants can choose and design an avatar, receive a conference or virtual class, and be transported from one context to another simply by moving the avatar and creating learning communities according to their tastes, needs, and interests. Meihami et al. (2013) pointed out that the simulation gives users the feeling of being in a real context that requires the development of motor skills and analysis to understand these environments and know how to behave in them as they would in real life (p. 61).


  Machinima


  Machinima refers to


  
    The use of real-time computer graphics engines to create a cinematic production . . . In a broad sense, any piece of linear audiovisual content such as a short film or series made with settings, characters, or video game engines can also be seen as machinima. (Machinima, n.d., para. 1-26)
  


  Machinima in this research is a key concept, as it was the end-product after resorting to Moviestorm (see Figure 1), the software that allows students to create their projects.
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  Although there are many subscribers to Moviestorm, studies on the use of this software by efl students to create machinima area are scarce. One study by Butler (2012) involved students from Queensland University of Technology in the program of law and consisted of two courses where students learned, through simulations and virtual environments, how to develop negotiation and mediation skills as well as to address legal and ethical issues related to contract formalities. In the end, the results showed that the motivation of students towards certain subjects improved and that they were able to recognize the importance of creating virtual spaces that reflected the application of their profession in real-life (Butler, 2012). This research is one of the studies related to our proposal, as it involves law students who simulate, in a virtual world, legal cases which reflect real-life environments and communication.


  According to Meyers (2014):


  
    Communication in a virtual world is then dependent on two levels of meaning making: in-world comprehension of digital action and a translation of that meaning to out-world significance. The two levels of meaning combined become a literacy of digital play. To be fluent in this kind of literacy requires immersion in the culture of the space. (p. 670)
  


  Therefore, the use of the machinima technology through the software Moviestorm, takes students from a virtual space to real contexts in order to portray real life situations and give meaning to the simulation of different experiences related to English language learning.


  Moviestorm


  According to the Moviestorm official website (www.moviestorm.co.uk), this is a 3d real-time software used to create animated films with machinima technology. It is licensed software which has been used in the educational field with students of different educational levels to recreate situations of everyday life, using avatars that allow them to have another identity in the virtual world.


  Moviestorm is a good tool for university students as it allows them to explore another way to create videos using different tools such as sceneries, characters, colors, cameras, and editing, among others. However, students at USTA are not very familiar with this kind of tools even while having access to the technological devices to use them. The present project about the contrast between real life videos and machinima produced through Moviestorm emerged as an innovative way to take advantage of these technological materials within an ESP course while promoting the development of oral presentation skills in two environments: real-life vs. 3D.


  Use of Video in ESP


  If it is demonstrated that students like videos, these could become an important part in academic spaces where the students can find additional tools to learn and improve their English skills. Learning a language implies applying various strategies to receive input from other sources and not just the teacher. Arthur (as cited in Çakir, 2006) claims that videos can give students realistic models to imitate for role-play and can increase awareness of other cultures by teaching appropriateness and suitability (p. 68). Using videos is a way to involve students in different issues and situations while at the same time using an approach that provides authentic language input.


  Guidelines to Support English Oral Presentations


  Nowadays, English is one of the most spoken languages all around the world. It is used for different matters such as education, science, politics, arts, and literature, among many other fields. English is a tool used to express and share information, as well as a means for connecting people by breaking down language barriers. One method that might allow English language learners to interact is oral presentations, such as those discussed in this research paper. Oral presentations might allow students to be part of a globalized world which demands better, qualified professionals willing to face new challenges and take risks.


  Therefore, many authors have proposed different guidelines and recommendations to do oral presentations in any language. According to Burns (2008), there are some dos and donts to have clear:


  
    	Consider your audience. It is important to convey to your audience information they have not heard before and they would consider relevant to know (para. 1).


    	Practice. A presenter has to read his/her notes many times before making the presentation. It is advisable to practise with all equipments needed in order to avoid having any equipments flubs (para. 2).


    	Avoid reading. An audience needs to know you are prepared, so you can use some notes but not read insofar as possible (para. 4).


    	Use visual aids. Appealing visual aids support your presentation. Some examples could include PowerPoint presentations, handouts, charts, transparencies, slides, although these should not be so extensive but helpful for your presentation (para. 6).


    	Maintain eye contact. Keep eye contact with the audience as much as possible in terms of capturing the audiences attention (para. 8).

  


  Sukitkanaporn and Phoocharoensil (2014) carried out a study with 26 students of the M.A. in English at Thammasat University (Thailand) that further illustrates the development of oral presentation skills. The method used was a cross-sectional research survey. The students were divided into two groups: students who studied [the course] and those who did not (p. 95). According to the authors, the students who took the course on presentations were more organized but they should mostly improve their delivery, while the students who did not take the course should improve their organization/content, as well as their delivery (p. 91). The authors concluded that the course Effective Presentations should be a required course for all graduate students (Sukitkanaporn & Phoocharoensil, 2014, p. 91).


  In the same way, King (as cited in Živković, 2014) states that oral presentations represent an opportunity for developing real-world communications as well as leadership skills (p. 469). According to King (as cited in Živković, 2014):


  
    Among the many advantages of designing oral presentations for students are:


    
      	bridging the gap between language study and language use;


      	using the four language skills in a naturally integrated way;


      	helping students to collect, inquire, organize and construct information;


      	enhancing team work;


      	helping students become active and autonomous learners. (p. 469)

    

  


  Oral presentation skills courses are crucial in any undergraduate program but at times, these kinds of courses are not common or explicitly required in university studies since they are not taken as specific subjects. However, students at USTA, given the holistic education promoted in the curriculum, must develop oral presentation skills which are included in their subjects in a subtle way. In the esp and general English courses, these skills are taught through the teachers guidance, demonstrations, presentations and oral reports, among other techniques.


  Method


  This study corresponds to a mixed method research, which includes quantitative and qualitative data. Besides, it was a proposal that involved elements of action research at a basic level (only one cycle) as described by Metler (2014) taking into account different stages: initial reflection, planning, action, observation, and reflection. The process in this research is described as follows: Initial reflection: description of the situation about a concern on the development of oral presentation skills; planning: an instructional design was created based on the use of real-life videos vs Moviestorm videos; action: the implementation of the instructional design; observation: the results displayed during the process and finally, reflection: analysis and understanding of the outcomes regarding the implementation of videos.


  Thus, this research was based on students developing oral presentation skills through video production in groups, as well as obtaining new literacy abilities through the use of Moviestorm. In this regard, the project was developed in two principal phases, keeping in mind an instructional design. In the first one, students were asked to create a real video on a topic of their study programs and consider some guidelines of English proficiency and editing. In the second phase, students worked on a project with the tool Moviestorm machinima about a specific topic of their study programs.


  Participants


  The participants in this study comprised 60 pre-intermediate English level students from law, computer science, and engineering at USTA. They were between 19 and 24 years old, and there were 23 women and 37 men. These students came from different parts of the country. Participants were informed about their role in the present project; in that sense, they were asked about their voluntarily participation as well as their rights in terms of ethical principles for educational research, consent, and privacy. In the same way, they signed a written consent form previously discussed and accepted by every single participant before they provided any information and allowed us to use their real-life and machinima videos as part of this study.


  Data Gathering Instruments


  We used three instruments to collect data: an interview, a survey, and students artifacts. Furthermore, we analyzed the information and systematized it. The instruments are described below.


  Interview


  In this study, we used a semi-structured interview since it contains components of both, structured and unstructured interviews. [The] interviewer prepares a set of same questions to be answered by all interviewees; however, additional questions might be asked during interviews to clarify and/or further expand certain issues (Dudovskiy, n.d., para. 5).


  The interview is an instrument necessary to collect data which reflect a persons attitudes, interests, issues, and opinions regarding a specific topic proposed or researched by the interviewer. In this way, the interviewer collects data which will help him/her arrive at an understanding of the way people act, think, and conceive the world. In the present project about real-life videos vs. machinima, interviews (see Appendix A) are used to obtain information regarding the students experiences and consider their strengths and weaknesses when dealing with two kinds of videos for educational purposes in their English learning process.


  Survey


  Marshall and Rossman (2006) point out that a survey research is the appropriate mode of inquiry for making inferences about a large group of people based on data drawn from a relatively small number of individuals in that group (p. 125). In this study, surveys (see Appendix B) seek to corroborate information about the use of videos by undergraduate students, that is, the information gathered through the interview format and studentsartifacts to create the research categories that arise or are common in the three elements of information gathering. In the format of the survey, open and close-ended questions were answered by the participants regarding the implementation of videos as an educational tool, the ability to talk about specific topics, learn about video production, and work together in order to contribute to the improvement of oral presentation skills.


  Students Production Through Videos (Artifacts)


  Videos should be characterized as an information source within which data could be identified. To create data, the researcher strategically selected video segments from an available corpus and used them for a specific analytic purpose (Goldman, Erickson, Lemke, & Derry, 2007, p. 18). Therefore, in this research, real-life and Moviestorm videos were gathered as a set of data in order to categorize and analyze them, taking into account the participants performances. To collect these data, a pedagogical intervention based on the students videos was implemented in order to see how this intervention worked in this specific context. Since this investigation analyzed oral presentation skills and new language abilities in computer software, the videos were an ideal tool for this study.


  Methods of Analysis


  Information was collected using the three instruments mentioned above: the interview, survey, and studentsartifacts. The data produced by these instruments were analysed, compared, and systematized in order to provide information on the students production and opinions regarding the use of both videos. The purpose of this type of research was to use a pedagogical intervention to analyze the results obtained from Moviestorm vs. real-life videos in the ESP classroom.


  Findings


  First Stage: Use of Real-Life Video to Promote Oral Presentation Skills


  The participants were asked to create their own real-life videos based on some parameters for the design of educational videos and presentation skills. Such parameters included the technical part (editing) and aspects such as pronunciation, intonation, stress, language use, and body language, among other considerations.


  During the creation of the real-life educational videos, participants were asked to write scripts based on a topic related to their majors. Then, they received feedback on their writing from us in order to make corrections. Final corrections were made on coherence of ideas and video production. In total, students spent 12 hours of class time writing and creating videos, keeping in mind comments that we had already given them. To illustrate the procedure, we will describe one video made by the law students. They were asked to form groups of three people and to think of a topic that was related to their field of study; in some cases, students worked by pairs. One of the groups chose the topic violation of human rights in Colombia. So, we asked them to write a script which was corrected by us and then they started preparing it in terms of pronunciation, intonation, and stress. They took enough time before recording themselves using cellphone devices. The results seen in the videos and analyzed from the rubric (see Table 1) were as follows: In 70% of the videos students did not look natural as regards their body language; on occasions, they looked nervous because of the camera, read the dialogues instead of presenting them, memorized the script and then repeated it without the necessary pauses which made them sound artificial.
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  One of the most noticeable aspects observed in the real-life videos was the creativity shown in making this kind of videos where students changed their scenarios, used objects around them, and assumed different roles within the situations on their specific majors.


  Through this kind of video students learned new vocabulary and demonstrated knowledge about specific topics and their application to real contexts. We could see in the videos and from an analysis of the rubrics in terms of grammar that only some students focused on the grammatical correctness in spoken English, even though they were given some feedback during the writing of their scripts before recording the video. In terms of pronunciation, 80% of the students did not pay much attention to this aspect. For example, when they used technical words, participants mispronounced some of them. Also, some participants used different lexical resources since they wrote their scripts on topics related to their professions.


  Students with a major in law and engineering participated in this investigation. For the most part, their reactions to filming real-life videos were varied. Most of the law participants found that producing real-life videos was appealing to them since their overall confidence in front of an audience made it easier to face a camera. On the other hand, it was found that some of the engineering participants found the real-life video activity difficult due to the need for spontaneous and natural acting when the camera is set on them. Besides, most of the participants from the different majors thought that speaking in English made them feel more anxious because they do not manage English as properly as their mother tongue.


  The students were interviewed about the use of educational videos in an ESP course:


  
    Teacher: Do you think the use of real life videos influences your oral production skills in English regarding pronunciation, intonation, stress, fluency, and body language?
  


  
    S1:1 I think it does contribute somewhat, it helps to improve fluency and development in public. (Interview)
  


  
    S2: I think it is useful because we do not have the opportunity to speak in English during the day and by doing these exercises, the structure of these sentences, and speaking you perform better and you learn more. (Interview)
  


  
    S3: By using the real-life video, you use body language and English proficiency orally. (Survey)
  


  In the previous excerpts the students said that real-life videos helped them improve fluency, pronunciation, and public presentations; besides, they could perform better in English and learn more. Taking into account the previous opinions, it was observed that even though presentation skills improved, using videos in the ESP classroom implied repetition, perseverance, accurate use of language, appropriate use of technological resources, body language, and lexical range among other aspects mentioned above.


  We observed in the videos that there is still a lack of understanding related to some technical vocabulary used by the students during their presentations and a lack of pauses, intonation, fluency, and so on.


  During the survey, the students expressed their opinions regarding the creation of real life videos as shown in Figure 2.
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  In general, the creation of real-life videos was useful for the participants to practice and develop oral presentation skills since the creation of these videos engages body language, creativity, and language use.


  Second Stage: The Use of Machinima


  The second stage of the project was about the creation of a Moviestorm video. We wanted to use Moviestorm machinima because it is used around the world for some people who might like to use this kind of tools in order to do different things through new technologies. Because of current pedagogical activities, for instance, the incorporation of technology, students might feel motivated to use it in order to face difficult tasks; for that reason, we incorporated this machinima technology to increase students motivation and to create new spaces to practice the language.


  One machinima characteristic is the creation of animation through video games. In this stage, participants were asked to write their own scripts once again. They were trained in the use of machinima when the teacher-researchers presented the technology step by step. The first step was for participants to bring their computers to the classroom. They logged into Moviestorm and followed our instructions on producing and editing their machinima videos. Participants were given time to explore the different icons and terminology offered by the platform. They created their first avatars and simulations through settings, environments, and objects around each situation. There were some issues related to camera movement and sound incorporation. These problems arose from a lack of knowledge in specific software language and in training time needed by EFL students to edit and produce their video content.


  Some of the participants (especially the law students) had some trouble during this stage. They found it hard using some items in the creation of characters and settings, as well as using the 3D cameras in the virtual environment. Those students also thought they needed more vocabulary to use Moviestorm because there were some items they did not know how to use. They also thought the software was hard to use because there were some aspects such as details related to clothes, settings and characters behavior that they could not successfully utilize.


  In the video analysis and the rubric (see Table 2), 60% of the participants created good videos in terms of specific issues such as pronunciation, organization of grammatical structures to deal coherently with a suitable dialogue, accurate handling of cameras, and incorporation of different items to deal with avatars movements and actions; 65% of the participants demonstrated coherence and cohesion in the recording of the Moviestorm video, in terms of the organization, the presentation, and delivery of it. Seventy-five percent of the students used a great deal of lexical resources, taking into account specific topics related to their professions. Regarding grammatical range, 80% of the participants from the faculties of law, computer science, and electronic engineering made mistakes with the use of pronouns, possessive adjectives, verbs and some technical words, among other things, during the production of the 3D video. Regarding pronunciation, intonation, and fluency, 70% of the students did not pay enough attention to these aspects (even though they did not have to use body language) perhaps due to the technological problems they claimed they had during the recording and editing of the video. Finally, the delivery of the video in most of the cases (70%) resulted in a video with good delivery resorting to creativity, the use of the software, role-plays through avatars, and scenarios, among others (see Figure 1 for a sample of the participants machinima).
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  Law students did not think Moviestorm was a suitable tool to work with because they said, real life videos is sort of an easier way to use because the only tool we need is our speech (interview excerpt). Students also think that they can use the body language that is meaningful because it supports their ideas, considering, of course, that they do not waste time using technology tools that make things harder. Nevertheless, law students pointed out: using this kind of resources such as Moviestorm as part of the class is an appealing strategy because it is different from other typical activities as using a book or filling out copies (survey excerpt); however, they think Moviestorm is not an entirely meaningful tool because it limits some aspects like spontaneous performances and body language useful to express feelings and they can not express them through avatars.


  On the other hand, engineering students (computer science and electronic) consider Moviestorm to be a good tool for developing their oral presentation skills. First, they claimed that if they did not have a camera recording them, they would be able to act more easily because they might not feel pressured in any way, so they would have a better performance. They feel motivated when they have to use technology; for instance, one participant said: When we record ourselves and listen there is a chance to delete, be aware when the words are mispronounced and if necessary to record it again (interview excerpt). Engineering students also think these kinds of tools help them look for new ways to learn because they find Moviestorm a new way to improve their English language level. In the same way, they recognized that real-life videos are a good tool because, as they expressed: We use the English we know and have the chance to improvise if necessary (interview excerpt) in order to be able to communicate what they mean.


  Students claimed the problem they found in Moviestorm is related to licenses considering that they are expensive and when the trial period expires, some items are restricted. They also pointed out, there is a disadvantage because body language is limited a lot (interview excerpt); they cannot use the body language they usually do to support the ideas they want to express. In general, engineering students perceived 3D video to be suitable because they could practice English without pressure and because it is a different tool; they also recognize the current importance of incorporating technology in classes. Finally, they expressed that they liked 3D videos because when they listen to their recordings, they can analyze their mistakes and correct them.


  The students were interviewed about the use of educational videos in an ESP course:


  
    Teacher: Which video, real life or Moviestorm, do you think is more appropriate for you in order to perform an oral presentation?
  


  
    S4: For me it was Moviestorm, since when we recorded ourselves and listened there was a chance to delete it, be aware about the things that were not correct and if necessary to record it again. (Interview excerpt)
  


  
    S5: In my case, it is Moviestorm because it is something different from other tasks, instead of the first video where we got nervous and we had to prepare so well the dialogues, so in this case we start improvising more, acting more, and using the tools we got. (Interview excerpt)
  


  Creating videos can make students solve problems. For example, in the present research using 3D video, participants had trouble using the software and the organization of the presentation as such. However, working as a team, they tried to solve any difficulties to create videos based on a topic related to their professions and, in the end, they overcame the negative aspects and produced well-planned 3D videos by using the software Moviestorm. During the survey, the students expressed their opinions regarding the creation of 3D videos as shown in Figure 3.
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  In general terms, students claimed that the creation of Moviestorm videos was a good technological tool to develop oral presentation skills in a different way by using specific software to create characters, assume roles, and talk about a technical topic. Students also realized that this kind of activities lets them recreate real life situations in different contexts.


  ESP in the Implementation of Videos: Students Perceptions


  Videos are tools that have been used for years in English classes in order to incorporate different input material for students to have different sources, especially in listening and speaking development. The main idea of using esp videos is to have a pedagogical strategy for practising that allows students to learn while at the same time to connect English with their studies and careers.


  Some participants in this study think that using videos in ESP courses is attractive because they think this is a way to practice English and study topics they really care about, and this is thus an accurate strategy.


  They pointed out that if they use vocabulary about their major it will be useful in their future: It is something useful when I travel abroad, I am sure, integrating something I am learning with something I like, I get interested so much more, because in the future I will use it, it motivates me a lot (interview excerpts). For that matter, most of the participants think that when going abroad where English is spoken, they will use this sort of vocabulary and it will represent an advantage in terms of learning and communication.


  Law students as well as engineering students agreed that using ESP videos for practising is a good strategy. Law students preferred real-life videos whereas engineering students preferred Moviestorm; they shared their points of view about having those activities which they found nicer, more useful and meaningful. As they expressed: We can reinforce both aspects at the same time: English and the topics of our study program (interview excerpt). In this way, there is no doubt about the advantages of creating ESP videos in courses since students in general like their study program. What this means is that if they are motivated in their fields, they will have that empathy for ESP.


  There is nevertheless a small percentage of students who thought they would not feel motivated using ESP videos in English classes. I personally believe that it would be a motivation or a limitation, you know? I want to learn the daily vocabulary and I do not just want to talk about my program of studies (interview excerpt). It means some participants might think learning a language does not necessarily imply studying about things they usually like because they would also like to have a free space which they can use to do different things related to their academic programs. Even though they knew from the beginning of the ESP course about the objectives and requirements, it was more appealing for them to switch from one ESP topic to a general topic.


  During the project, most students agreed using ESP courses helped them build up knowledge they might use in the future. Students think that when using ESP, they get interested in English because they feel they will have the opportunity to connect the new knowledge they are acquiring with previous knowledge and thus make relating to things they are studying easier and making learning English more meaningful.


  Some students answers about the perception of using ESP topics are shown in the following excerpts:


  
    Teacher: How do you describe your oral English production related to the use of your career topics?
  


  
    S4: Well, I think that in my learning process it is good and those topics motivate me because I like my career a lot, it means, it is not just another topic, besides it helps to learn new words I might use when I travel in the future. (Interview excerpt)
  


  
    S6: I personally believe that it would be a motivation or a limitation, I want to learn the daily vocabulary and I do not just want to talk about my career it depends on…not everybody likes what they are studying. (Interview excerpt)
  


  
    S7: Integrating something I am learning with something I like, I get interested so much more, because in the future I will use it, it motivates me a lot. (Survey excerpt)
  


  Finally, content knowledge is a relevant aspect in an ESP course because students use the foreign language to talk about a topic in their profession. In the creation of both videos, real-life vs. 3D, students wrote their scripts in English about a specific technical topic in order to show what they learned by investigating and studying the topic. Some students decided to present their topics through role-plays, assuming situations related to their university programs. In the end, the participants belonging to different undergraduate programs highlighted videos as comprising good technological tools for ESP classes. They can also be autonomous outside of the classroom, even though they receive guidance and feedback from the teacher. Moreover, videos can help students in terms of learning English and in the development of oral presentation skills.


  Going back to the initial question (What is the relationship between the creation of real-life and virtual videos in the development of oral presentation skills, focused on ESP environments, directed to the undergraduate students from the USTA?), we can find some similarities in the implementation of both kinds of videos based on the data obtained from the participants:


  
    	Participants made some mistakes regarding English grammar use.


    	They did not revise the pronunciation of words before presenting the topics.


    	They wrote their scripts to create a more accurate presentation.


    	They changed their scenarios or resources they had in order to be more creative.


    	They worked collaboratively.


    	They reflected on the use of both videos in terms of oral presentation skills.


    	In both videos, students paid much more attention to the delivery of the video rather than English language use.


    	They did not use the appropriate pauses in both videos.


    	They used language appropriate to the content in both environments.

  


  Regarding the differences in the implementation of both videos:


  
    	In the real-life videos, the participants had a medium with which to use their body language: gestures, postures, eye contact, hand movements, and so on. However, in most of the videos, their body language was limited during their presentations. They focused more on remembering the scripts and looking well dressed.


    	In the 3D videos, the use of the software was more difficult for students than using their cellphones for creating real-life videos.


    	The participants claimed that with the use of real-life videos they could express more feelings, body language, and language use rather than 3D videos.


    	Most of the students pointed out that through the 3D video they felt less afraid of using ESP since they were not exposed to a camera that made them feel intimidated.


    	Law students highlighted they preferred real-life videos to create their presentations while engineering students preferred 3D videos instead, given the nature of their majors.

  


  Conclusions


  The use of real-life and 3D videos in the ESP classroom promotes the development of oral presentation skills that allow students to talk about their professions and other topics, facing contexts where they can represent real life situations. Therefore, videos prepare students to assume real life presentations in terms of pronunciation, intonation, body language and, in general, English usage. When undergraduate students use different materials such as real and 3D videos to learn English as a foreign language, they can make this experience meaningful and enhance their lives as future professionals.


  Due to the characteristics of the students study programs, law students found real-life videos easier than the 3D ones because they are used to making oral presentations and they found, in this kind of videos, a way to improve aspects when performing related to their body language as well as their speech. Engineering students prefer to use virtual videos because they are familiarized with different computer programs and applications. Using machinima videos as part of the project allows students to think that learning languages can be different, interesting, or innovative. Students can see this technology as a current tool that might allow them to be part of the globalization trend and become aware that they themselves can explore the world.


  Using Moviestorm videos allowed students to focus on specific things related to their speech such as intonation, pronunciation, fluency, phonetics stress, and so on. When students analyzed their videos, they were capable of reflecting on different aspects and points of their oral presentation skills. Thus, we conclude that when students use different tools before having an oral presentation and then analyze their performance, they can build self-confidence and start losing their fears when they present in public.

  


  1Participants are identified with a letter s followed by a number. All the answers given by participants were translated from Spanish into English.


  2The interview is originally in Spanish


  3The survey is originally in Spanish.
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  Appendix A: Interview2


  
    	Do you think the use of real-life videos influences your oral production skills in English regarding pronunciation, intonation, stress, fluency, and body language?


    	Which video, real-life or Moviestorm, do you think is more appropriate for you in order to perform an oral presentation?


    	What are the aspects, either positive or negative, of real-life videos?


    	What are the aspects, either positive or negative, of Moviestorm videos?


    	How do you describe your oral English production related to the use of your career topics?


    	What suggestions would you make for oral presentations using real-life videos vs. Moviestorm in an eventual course?

  

  


  Appendix B: Survey3


  The following survey focuses on a research project about the use of videos as pedagogical tools directed to undergraduate students from USTA, in order to explore technological fields regarding the English learning processes.


  Please, answer the survey honestly.


  Indicate to what extent you agree or disagree with the following statements:
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    	From your perspective, which video (real-life or Moviestorm) might or might not contribute to your development of oral presentation skills? Justify your answer.


    	To what extent do you consider that the use of virtual programs (Moviestorm) contribute to your English learning process in terms of oral production skills? Justify your answer.
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  This paper investigates the conceptions of research held by English as a foreign language teachers in Argentina. Quantitative data from 622 participants from an online questionnaire were followed by qualitative data from online interviews with 40 of those participants. Results show that the teachers conceptualised research through conventional notions closer to a quantitative paradigm. They felt research was not part of their job, and a lack of time was the main reason for not engaging in/with research. Teacher development, agency, empowerment, and autonomy could be sought by engaging teachers with forms of research which are meaningful to them, such as action research.
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  El presente artículo investiga las concepciones de investigación sostenidas por docentes de inglés como lengua extranjera en Argentina. Los datos cuantitativos de 622 participantes obtenidos a través de un cuestionario fueron seguidos por datos cualitativos de entrevistas en línea a 40 participantes. Los resultados muestran que los docentes conceptualizaron a la investigación a través de nociones convencionales cercanas a un paradigma cuantitativo. Los participantes reflejan una posición marginal para con la investigación. La falta de tiempo es la razón principal para no involucrarse en investigación docente. El desarrollo profesional, la agencia, el empoderamiento y la autonomía pueden ser explorados para involucrar a los docentes en formas de investigación, tales como la investigación-acción que les resulten significativas.


  Palabras clave: agencia, desarrollo docente, investigación docente, participación en investigación.

  


  Introduction


  According to Yuan, Sun, and Teng (2016), the past decades have witnessed a teacher research movement in teaching English to speakers of other languages (TESOL) (p. 220). Concomitantly, language teacher research engagement has increased in the literature through empirical studies (e.g., Anwaruddin & Pervin, 2015; Borg, 2013; Borg & Liu, 2013; Dikilitaş & Mumford, 2016), instances of practitioner research (Parsaiyan, Ghahremani Ghajar, Salahimoghaddam, & Janahmadi, 2016), literature reviews (Borg, 2010), and a collection of teachers research (Borg & Sanchez, 2015a; Dikilitaş, Smith, & Trotman, 2015).


  Understanding teacher research engagement may contribute to gaining deeper insights of teacher-researcher identity (Edwards & Burns, 2016a), teacher motivation (Yuan et al., 2016), teachers practices, professional development and research (Erlam, 2008; Nassaji, 2012). McKay (2006) observed that research contributes to more effective teaching, not by offering definitive answers to pedagogical questions, but rather by providing new insights into the teaching and learning process (p. 1). Nonetheless, Richards (2003) has been critical of imposing research on teachers already pressurised schedules.


  With an international sample of 13 countries, Borg (2009) published an article on English language teachers conceptions of research (also Borg, 2013) to promote teacher research engagement. In my identity as a Latin American teacher-researcher I noticed that the Borg report did not include countries from the Americas, and that most of his 505 respondents had less than 10 years of teaching experience. In contrast, in the present study 40% of the 622 participants had between 20-30 years of experience. A small percentage of the participants did not hold any teaching degree, and that unlike the Borg (2009) study (see also Nassaji, 2012), only a small proportion held MA degrees.


  This article aims at exploring the conceptions of research held by English as a foreign language (EFL) teachers in Argentina. This study is the first of its kind in Argentina, and it may contribute to the visualisation of language teacher development from Latin America as practices from this region do not feature strongly in international journals (but see journals such as AJAL, BELT Journal, LACLIL Journal, or Profile, or edited volumes such as Banegas (2017) and Kamhi-Stein, Díaz Maggioli, and de Oliveira (2017). However, the sample of 622 participants and 40 interviews does not attempt to offer overgeneralisations.


  Theoretical Background


  The term research is not easy to define because a definition entails adopting one ideological position. Despite different views on what research is, there is agreement among academics on the key characteristic of research. For example, recent definitions of research in TESOL include:


  
    An investigation, examination or inquiry that requires planning, organising and ethical considerations as well as systematic and careful analysis of data, sound interpretations and conclusions on the basis of evidence and inferences being made. (Paltridge & Phakiti, 2015)
  


  
    To do good research we need to be systematic so that by the end we can stand by our results with confidence . . . Or in short, research is disciplined inquiry. (Dörnyei, 2007, p. 15)
  


  Yet, how do teachers see research? Understanding language teachers conceptions of research is necessary to empower teachers as teacher-researchers (Edwards & Burns, 2016b). It is critical to problematise teachers research perceptions through research engagement as a central construct to understand how they conceive research and how they think it should be done. Research engagement, i.e., how teachers interact with research processes and outputs (see Borg, 2016), can become observable through practices such as reading research, using research, and doing research. Furthermore, research engagement is concomitant to the research culture observed and enacted in teachers professional settings. Research engagement may be affected and dependent on institutional support, teacher preparation (see Banegas, 2017), teacher motivation (see Dörnyei & Ushioda, 2011), and teacher-researcher identity (see Xu, 2014) and power. For example, in a study conducted with four EFL teacher-researchers in Turkey, Yayli (2012) concludes that the unequal distribution of power between researchers and teachers may have a negative impact on teacher research engagement. In this regard, studies on teacher research should examine teachers views of researchers.


  Language teacher education programmes usually include modules on research in language teaching and applied linguistics, or experiences which help pre-service teachers understand research from the inside (Nakata, 2015; Phipps, 2015). Furthermore, in-service teachers sometimes engage with research by reading and using research produced by professional organisations, such as TESOL or IATEFL, and to a lesser extent by universities and research bodies. It is expected that such outputs are used by teachers to inform and improve their practices (Ball, 2012).


  Teacher research can be minimally defined as systematic self-study by teachers (individually or collaboratively) which seeks to achieve real-world impact of some kind and is made public (Borg & Sanchez, 2015b, p. 1). Teacher research can encompass action research (Burns, 2010; Dikilitaş & Griffiths, 2017) and exploratory practice (Allwright & Hanks, 2009; Hanks, 2017) and it is used as continuing professional development in Latin American countries such as Argentina (Banegas, Pavese, Velázquez, & Vélez, 2013), Brazil (Seixas Vial & Kurtz de Souza Welp, 2015), Chile (Burns, Westmacott, & Hidalgo Ferrer, 2016; Smith, Connelly, & Rebolledo, 2014), Mexico (Roux & Mendoza Valladares, 2014) and in other countries, for example Australia (Edwards & Burns, 2016b), China (Wang & Zhang, 2014; Yuan et al., 2016), or Turkey (Wyatt & Dikilitaş, 2015). Previous research reports how future teachers (Villacañas de Castro, 2014) and practising teachers engage in action research to bridge the so-called gap between theory and practice and produce context-responsive answers to their classroom concerns (Edwards & Burns, 2015).


  Teacher research engagement has been the object of a few studies in TESOL. For example, Borgs (2009) study, the pillar of this investigation, was based on data collected from 505 teachers from 13 countries. A high proportion of respondents showed limited engagement in and with research due to a lack of time and, secondly, little knowledge about research. In a similar study, Nassaji (2012) investigated English language teachers perceptions of links and relevance of second language (L2) research in language teaching. The study was based on a written questionnaire completed by 119 EFL teachers teaching in Turkey and 82 English as a second language (ESL) teachers teaching in Canada. Due to a lack of time, they rarely or never read research articles or conducted research themselves. Results indicated that the teachers undervalued the relevance of academics research in language teaching from a practical classroom stance (Xu, 2014).


  In a mixed-methods study about Bangladeshi English-language teachers research engagement, Anwaruddin and Pervins (2015, p. 29) results reveal no engagement with reading research. The most frequent reasons were: (1) my institution does not encourage me to read research, (2) reading research is not necessary to keep my job or get a promotion, (3) I face difficulty in understanding research articles, (4) I dont have enough time to read research. Based on the interviews, the authors add that poor teacher salary is another major obstacle for engaging with research.


  Despite drawbacks, teachers do become involved in research undertakings and therefore it is necessary to investigate how such experiences have an impact on their perceptions of research, their teaching practices, motivations, and identities.


  Teacher Research in Argentina


  Research is central to initial English language teacher education (IELTE) programmes based at Argentinian universities. In the case of pre-service teacher education at the tertiary level, since the 1990s there has been a national interest in equipping future teachers with an awareness of educational research tools to examine their practices (Dirección Nacional de Formación e Investigación, 2013). According to Banegas (2014), some programmes include Research in the ELT module with a special focus on action research and mixed methods as described in, for example, Brown (2014).


  In-service opportunities to engage in and with research are often channelled through teacher associations (Porto,Montemayor-Borsinger, & López-Barrios, 2016). For example, the Argentine Federation of Associations of Teachers of English (FAAPI in Spanish) launched the Argentinian Journal of Applied Linguistics, an open access online journal, in 2013 with the aim of encouraging teachers, teacher educators, and researchers in the country and elsewhere to publish not only research reports, but also reflective pieces and informed classroom accounts and activities. Furthermore, FAAPI organise a well-established annual conference for the dissemination of teachers and teacher educators concerns through the open access Selected Papers.[bookmark: _ftnref2]1


  Against this background, the following questions guided this study:


  
    	What do EFL teachers in Argentina think of research?


    	How do they engage in and with research?

  


  Method


  The design of this study, an extension of Borgs (2009), follows a sequential explanatory multi-method strategy (Creswell, 2003). In the present study, large quantitative data collected through an online questionnaire were followed by qualitative data obtained through online interviews with a reduced teacher sample from those who completed the questionnaire.


  In June 2015, an English-medium online questionnaire was uploaded at an IELTE programme website[bookmark: _ftnref3]2 and promoted through FAAPI and social networks such as Facebook and Twitter. The online questionnaire was completed by 622 EFL teachers in Argentina between June and October 2015. Initially, 178 (28.6%) of those participants accepted being interviewed. Due to participants personal and workload issues, only 40 (6.43%) were eventually interviewed through Skype between November 2015 and March 2016. The use of Skype was grounded on the fact that the main interviewer and assistants were located in a remote southern area in Argentina and most of the interviewees were in the centre and the northern part of the country. For the interviews, it was ensured that the 40 participants represented a balanced sample of geographical distribution in the country, years of experience, and the educational level in which they worked. This distribution was achieved through selective sampling of those 40 interviewees. In this respect, the qualitative findings cannot be generalised over the total number of participants or those who were not interviewed.


  The online questionnaire mirrored Borgs (2009) survey, which consisted of: background information (e.g., degree, teaching experience), scenarios (through a Likert scale participants had to decide whether each scenario represented research), characteristics of good quality research, research culture at their place of work, reading/not reading research, doing/not doing research, and a final question to participate in the follow-up interview. Modifications were made to respond to Argentinian teachers professional settings: details on background information (e.g., type of teaching degree, type(s) of teaching experience, and nature of posts), localised scenarios and terminology (e.g., evaluating revised curricula in the participants province, referring to a licenciatura rather than an MA course, ELT coordinator instead of head of the English department).


  The follow-up interview consisted of revisiting those answers provided by the participants for clarification and illustration purposes. Unlike Borgs (2009) study, given the digital format of the present survey, respondents answers were tracked for comparative purposes (e.g., a participants view of what research is and his/her claimed experience with reading or doing research). Interviews, carried out in Spanish to encourage rapport, lasted between 30-60 minutes and were audio recorded and orthographically transcribed. Through initial coding and thematic analysis (Creswell, 2007) the interviews provided illustrative excerpts which could show alignment, dissonances, and contradictions with the survey results.


  Findings


  The first section shows the findings obtained from the survey regarding the participants professional background and teaching experience. The second section presents percentages of answers over the total number of 622 respondents. The last section shows the qualitative data derived from the follow-up interviews following thematic analysis.


  Participants Background


  Background information about participants was recovered from Questions 1-6 in the survey (Tables 1 and 2).
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  Respondents were asked the type of institution where they taught most often (state sector: 49.8%, private sector: 38.6 %, and subsidised: 11.6%), the age of the learners (11 or younger: 19.3%, 12-18: 51.1%, 19-23: 14.8%, and 24+: 14.8%), and the nature of their work. As regards this last background aspect, 54.7% of the respondents had teaching periods, while 30.9% of them held teaching periods and posts, possibly part-time. Only 14.5% had full-time posts. It is worth mentioning that teachers who only held teaching periods (around 30 a week) were only paid for their teaching time. Other activities such as marking or meetings are part of their posts but unacknowledged in the salary.


  Survey Findings: Scenarios


  Question 7 of the online questionnaire included 10 scenarios (e.g., A school head met ELT teachers as a group and asked them to evaluate the diseños curriculares [jurisdictional curricula]. She made notes and used them to write a report which she submitted to the Ministerio de Educación). Respondents were asked to determine the extent to which each was an example of research (Table 3) through a four-point Likert scale which ranged from definitely not research to definitely research.


  [image: ]


  There was a tendency (64.9%) to assess the scenarios as instances of research. The probably research option gathered 35.9% of responses, while definitely research represented 29%.


  Scenarios 2 (89.6%), 4 (87.7%), and 6 (82.8%) were assessed the most as examples of research. Scenario 2 stated: A teacher read about a new approach to teaching writing and tried it out for two weeks. He videotaped some of his lessons and collected samples of learners work. He analysed this information and presented the results to his colleagues at a meeting.


  Conversely, scenario 8 was not considered research by 62%. Scenario 8 read: At the beginning of the second term, a teacher gave a class of 30 learners a feedback form. The next day, 5 returned their completed forms. The teacher read them and used that info to decide what to do in the second and third terms.


  In general, research was identified as a systematic and academic practice. Systematicity can be achieved, according to the responses, through the collection and analysis of large data and the dissemination of findings.


  Characteristics of Good Research


  In Question 8 participants rated different features of research according to their importance (Table 4).
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  Objectivity was found to be central to good research. Participants also underlined the importance of hypotheses, variables, and a large amount of data. These features seem to signal that participants believed that good research equated a positivist paradigm in research. They also underlined the necessity of socialising findings, which should offer practical ideas for classroom situations.


  Furthermore, participants had an optional question about other features that good quality research should have. Their 198 answers were organised through selective coding. The most cited characteristics of good research included: practical implications for teachers in different and real settings (112 respondents), updated bibliography (45 respondents), a combination of qualitative and quantitative methods (32), a solid literature review (30), and clear aims (15). Those who mentioned qualitative instruments observed that the items in the questionnaire were quantitative-oriented and felt they did not apply to ELT research.


  Overall, these results might indicate that teachers believed that good research must be carefully supported and offer in-depth analysis of classroom life with direct resonances with practice. In other words, there is pressure for research to offer direct applications in teachers professional contexts, a feature not usually included in academics definitions of research.


  Research Culture


  In relation to the research culture where they worked most often (Question 10), respondents opinions pictured the landscape shown in Table 5.
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  Table 5 shows a trend to disagree with the statements. This suggests that research attitudes and conditions are far from conducive in their contexts. However, relativised opinions were evidenced, judging by the percentages under the do-not-know option, meaning a lack of awareness of their colleagues attitudes towards research. Such apparent lack of knowledge may respond to the high negative percentages given to Items 6, 7, and 8.


  It can be advanced that the research culture perceived by participants did not encourage teacher research engagement as lack of awareness, access, support, and benefits operated against teachers researching their own professional contexts.


  Reading Research


  Questions 12-13 explored participants engagement with research through reading and its impact in their practices. Results revealed the following reading frequencies: 44.8% (often), 36.4% (sometimes), 17% (rarely), and 1.8% (never).


  Those who said that they often or sometimes read research mentioned the following outputs: web-based sources of research (75.2%), books (72.6%), newsletters (64.3%), academic journals (58%), professional journals (58%), professional magazines (48.2%), and others (7%). Other sources included: dissertations, Academia.edu, conference proceedings, and blogs. According to these respondents, the influence of those who read research on their teaching was distributed as follows: strong (20.5%), fairly strong (40.4%), moderate influence (33.3%), slight influence (5.8%), and no influence (0%). Interestingly, in the interviews, those who said that research influence was fairly strong or moderate usually referred to practice-oriented outputs such as newsletters, magazines for teachers, or blogs which display activities and worksheets. Responses reveal a contrast between what these teachers deemed as good research and reading sources which are essentially practice-based and not necessarily context-responsive. Conversely, those who expressed that they rarely or never read research justified their behaviour as Table 6 shows.
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  Research engagement through reading research was present in teachers lives. However, there seem to be a wide array of outputs which does not always base its publications on primary research. It should be stressed that even though lack of time is a powerful obstacle, teachers still engaged with reading research to answer their professional challenges.


  Doing Research


  Participants indicated their engagement in doing research: often (30.4%), sometimes (35.1%), rarely (24.1%), and never (10.5%). The interpretation of such figures (Table 7), however, depends on the respondents conceptions of research and their interpretation of such frequencies.
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  Conversely, those who said that they rarely or never did research selected the statements shown in Table 8.
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  Doing research then was still an activity present in the participants lives. Reasons could be professional development and classroom practices (e.g., better teaching, solve a problem in teaching) together with personal motivations (e.g., because I enjoy it). Conversely, reasons for not doing research were time constraints and lack of knowledge about research methods.


  Interview Findings


  From the 40 interviews conducted with teachers three main themes around teacher research engagement emerged: (1) research features (e.g., systematicity, practical implications), (2) research forms (e.g., action research or quasi-experiments), and (3) identities (teachers and researchers). Numbers of participants with similar views appear in brackets followed by representative quotes from the 40 interviews transcribed.


  In general, the 40 participants confirmed the results of Table 4. Research features such as generalisability, systematisation of data collection and analysis (30 participants), presence of hypotheses (12), and a need to make results public (12) through different outputs (e.g., conferences, informal teachers meetings) were considered important. The excerpts (E) below illustrate such views:


  
    Good research has to be generalisable. You need a lot of data, numbers, figures, experiments. If I do something with my students, its very small. And besides it must be shared, call it a conference, a meeting, something more informal. (E1)
  


  
    You need to be objective to do research. I mean looking at results, at hard data that you compare against a hypothesis. An experiment in a classroom. We need information more than what people think because this is very subjective and limited. (E2)
  


  However, other features emerged. Although practical research implications had been also endorsed in the survey (Table 4, Item 10), some participants (21) emphasised that research results had to lead to change, but such change could only be achieved through collaboration (15):


  
    You can do research through questionnaires, but the results are to make a change, I mean, to help you change something with your teaching. (E3)
  


  
    I come from action research as a teacher educator, so I see research as an instance to change and inform our changes. But I cant do it alone. (E4)
  


  
    We dont need results like 50% said this and 20% said that. We need help. We need guidance. Ive got students who do drugs. Ive got abused students. Who can help us with these issues? Research has to help us change that terrible problem. (E5)
  


  Only six participants explained that experiences carried out by one teacher with their learners did not constitute research. Two participants expressed that:


  
    If youre a responsible teacher, then you will assess your own work and evaluate your own practice with your students. But that cant be research. Its just you and them. (E6)
  


  
    Just what one teacher does is not research, I dont know. One swallow doesnt make a summer. (E7)
  


  Although these two excerpts reinforce the need for a large number of participants, they will be compared below to other views expressed by the same participants.


  The results presented in Table 3 show a heterogeneous vision of what counts as research. Only one participant expressed that such amplitude of responses was the result of uncertainty about what research is by those who do research:


  
    I felt bad when completing this question. To me they were somehow all forms of research. The scenarios made me feel that I need to learn more about this from people who actually do research. I felt confused. (E8)
  


  Similarly, different forms of research emerged from the interviews when they were asked about their experiences with doing research. The number of participants who had indicated doing research represented around 60% of the total number of respondents. However, in the interview, 30 participants claimed to have done research in different forms. In the interviews, the participants (12) from higher education institutions coincided in describing instances of doing research which involved a problem, data collection and analysis and sharing of results through, mostly, conference proceedings and paper presentations. They reportedly used quantitative and qualitative methods, action research, and critical discourse tools. Their experiences were located in the areas of information technology and its influence on ELT, English for academic/specific purposes, literature, phonetics and phonology, systemic functional linguistics, and cultural studies. Some of them (5) even published their research in conference proceedings.


  In contrast, the participating teachers based at secondary schools (18) had other experiences which they regarded as research. These ranged from bibliographical search (9 participants, Excerpt 9) to teachers practices evaluation (6, Excerpt 10), and cases to change teaching practices (5, Excerpt 11). It should be noted that two participants who expressed that small-case studies do not count as research voiced their opinions in Excerpts 10 and 11.


  
    I sometimes start collecting information about a specific topic, like the state of the art. A couple of years ago, I wrote a paper about bullying. I used different sources. I wanted to condense the information for me to have a clear idea and think about how I could help at the schools where I work. (E9)
  


  
    Last year I asked my learners to assess my work and their own work. Then we compared our different perceptions. (E10)
  


  
    In 2014, I asked my trainees to complete an online questionnaire about strategies for listening comprehension. I repeated the questionnaire in 2015. I used those results with the trainees to compare groups and think about how to improve our practices for 2016. (E11)
  


  An interview recurrence was that of identity in relation to both teachers and researchers. While teachers, and even teacher educators, perceived themselves as practitioners only (13 participants), they perceived researchers as distant intellectuals (7):


  
    Im only a teacher. I teach. Who am I to say what is and what isnt research? Im not a researcher. I dont want to tell people how they should do what they do. (E12)
  


  
    Why should I do research? I teach and thats quite enough. Besides, you cant expect EVERYTHING from a teacher. Research is important, I guess. To do research we need to know how to do it, and we need to be paid for research. Otherwise, its very easy. I do the work but someone else will take the credit? (E13)
  


  
    Research is useless. Its very far from our realities. Researchers from the uni dont come to schools to work with us. They get their information and then bye bye. They have no idea of practice. (E14)
  


  
    Im not interested in research because those up there who do research are not interested in us teachers. (E15)
  


  
    Maybe its not real research what I do, but its what I can do as a teacher. (E16)
  


  Discussion


  Conceptions of Research


  Based on Tables 3 and 4 and Excerpts 1-7, the participants conceive research as an academic activity characterised by systematicity, objectivity, varied data collection instruments (e.g., questionnaires or surveys), analysis, and socialisation of findings which are expected to be generalisable and with classroom application. As regards systematisation and data analysis, their conceptions are similar to the definitions of research included above (Dörnyei, 2007; Paltridge & Phakiti, 2015). However, they add an element of direct practicality to research.


  Although the participants mentioned the combination of quantitative and qualitative methods, the collective view held was that of research under a psychometric tradition. To them, good research included hypotheses and tests. Excerpts 1 and 2 illustrate that teachers believed that the nature of the data must be obtained through quantitative instruments and that peoples opinions do not count because they are not objective. This view shows that qualitative research may be assessed as anecdotal or context-bound and that makes it less useful to others (Excerpts 6 and 7). However, some of the participants who held such quantitative and positivistic research views offered divergent practices (e.g., asking learners opinions about their teaching performance) when asked about their ways of doing research (Excerpts 10 and 11). Only those respondents who endorsed action research adhered to an ethnographic and qualitative tradition.


  Thus, research is conceived as carried out by other professionals rather than teachers as if university-based academics were the only authoritative figures to produce research (Excerpts 12 and 15). Research is not for all. This notion may explain participants self-marginalisation to research. They believe that they cannot be producers of research but are expected to be the consumers of the by-products of research. The value of research appeared as relative, decontextualised, and not part of a teachers job or professional development. There was a tendency (Table 4, Item 10) to rate it as important that research should offer practical suggestions for teachers, but this feature did not seem to be found by teachers in practice (Table 6). The ambivalent view between research being important but useless to teachers was further supported by the participants perceptions of researchers (e.g., Excerpt 15), who are usually seen at universities or in distant geographical locations. Research, understood through orientation metaphors, is up there; out there.


  These results reveal the need that, as Xu (2014) and Edwards and Burns (2016a) conclude, the identity of teachers as researchers should be explored and promoted so that other enacted forms of research are acknowledged without normativity judgements from academics. Furthermore, examining these divergent research views as contradictory could be assessed as simplistic.


  Results show different views between school EFL teachers and higher education lecturers/tutors. The secondary school EFL teachers in this study indicated that there were opportunities to learn about current research, yet research engagement was limited and not encouraged or supported institutionally. In the higher education context, there were differences between those from tertiary institutions and universities. Even when this latter group was aware of research, their views were heterogeneous and did not show signs of research collaboration between institutions of different levels of education. The apparent fractures in the research culture as we move from one level of education to the following may explain why teachers in primary and secondary education felt that research was not for them (Excerpt 16).


  Given the heterogeneity of the participants background, their experiences and responses, it may be suggested that the participating teachers envisage research in a continuum. In this continuum, the two ends are: (1) research characterised by quantitative methods and large samples, and (2) research featuring qualitative methods and case studies with a direct impact on classroom practices as is the case of action research. In this continuum and following participants conceptions of research, researchers based at universities or settings different from schools lead the first end. From this end, research should be objective, generalisable, and based on hypotheses. The second end, in contrast, is led by teachers and teacher educators. From this end, research is conceived as context-bound to solve problems and enhance classroom practices. It can be added that while the first end may represent teachers declarative knowledge, that is, what research is expected to be, the second end represents their enactment of research activities, that is, what teachers can do in their immediate contexts.


  Research Engagement


  It has been posited that teachers conceptions of research may influence their research engagement through reading and doing research.


  While teachers reading research was not deemed as a systematic attitude in their contexts (Table 5, 34.4%), 81.2% of the participants later indicated they read published research. Those respondents, who clarified differences between survey questions, expressed that they had other colleagues in mind the first time they answered. Published research included books and digitised materials, and research exerted a strong influence on their teaching practices. However, this influence was instrumental thus strengthening the view of teachers as receptors and consumers of research produced elsewhere. We should be cautious about this positive engagement with research as their reading research habits and reading sources depend on what each participating teacher deemed as research. This positive engagement may contradict the relatively low percentages obtained in relation to value of research, access to published research, and the research culture at the workplace (Table 5).


  Conversely, those who said that they did not read research found three restrictions: lack of time, lack of access to research outputs, and lack of practical advice. Lack of time is consistent with the fact that research is not encouraged or part of a teachers post and, in order to engage with research, teachers need to invest part of their personal time. Lack of access and lack of practical advice were mentioned by primary and secondary EFL teachers.


  In relation to doing research, answers were heterogeneous possibly because they responded to the views of research the participants held. Around 60% claimed to do research. Table 7 shows the variety of motivations underpinning their engagement. Following Dörnyei and Ushioda (2011), the motivations to do research were personal/intrinsic (I enjoy it), extrinsic (to secure my post), practice-oriented/teaching efficacy (to teach better, to solve problems), identity-driven (to gain recognition), and professional-focused (individual and collective professional development). Those who engaged in research held a wide range of reasons, which stresses the complex relationship between teacher motivation and teacher research. Such a relationship can be examined from a relational in-context working framework as many teachers do engage in research even when it is not part of their jobs or does not grant them any benefits (Anwaruddin & Pervin, 2015).


  Lack of time and lack of knowledge of research were assessed as obstacles by both teachers in secondary and higher education settings. However, it may be true that their perceived lack of knowledge may derive from their engagement with research, research awareness, and professional trajectories. In other words, their limited opportunities to access reports and attend conferences, for example, have an impact on their experiences with research. Therefore, they only know about what research should be in academic circles and do not know what research can be like in other professional settings.


  Interestingly, the collaborative and social nature of research and knowledge generation emerges here as the participants felt the need of an expert or of colleagues to engage in research. Such connections between research engagement and motivation resonate with Yuan et al.s (2016) study in relation to external encouragement, support, and incentives to do research. It seems that the Argentinian EFL teachers interviewed may need external support as novice researchers, but once they gain experience and recognition, they initiate a process where internal drives exceed external factors.


  Thus, it can be concluded that teachers engagement with research strengthens the view of a continuum to organise teachers perceptions of research. In their view, there exists a difference between what researchers do and what teachers and teacher educators do. As indicated above, research is perceived as quantitative and led by researchers. At such an end, research seems to be less flexible. At the other end, in contrast, research is more flexible, classroom-driven, and carried out by teachers despite different constraints.


  Conclusion


  Albeit limited, this study reveals that Argentinian EFL teachers conceptions of research and research engagement do not differ from the results in Borg (2009) and Nassaji (2012). Working conditions, nature of teaching posts (e.g., part-time vs. full-time teachers), and salary issues exert a particular influence on Argentinian teachers. Research is considered important but there exist difficulties to see its direct benefits. Teachers may struggle with research given the workload generated by teaching, their general expectations on research, and their identity as just teachers. Power, agency, identity, and monolithic notions of research constitute constant factors. Understanding research conceptions through a continuum can help in the development of flexible and realistic forms of research conducted by teachers.


  It may be necessary to address the factors mentioned above from pre-service teacher education programmes where research should be embraced from a stance which integrates practice and theory and where trainees and also trainers engage with research from the start. In addition, collaborative research projects should be explored (Wang & Zhang, 2014), but these should become innovative as regards roles so that teachers do not feel as data gatherers or informants only. In this sense, paternalistic practices should be replaced by practices and critical ideologies which promote agency, autonomy, and empowerment.


  With the aim of promoting teacher research engagement drawing on teachers understandings of research, action-research projects can be devised with language teachers as suggested in the literature (Edwards & Burns, 2015; Smith et al., 2014). Action research may give teachers the opportunity to engage in research from a practical angle and help them theorise their practices so that the distance between theory and practice, as discussed in Erlam (2008), is reduced. Following the continuum introduced above, teachers can move from consumers of research produced elsewhere to producers of context-responsive action research.


  In line with Richards (2003) warning, teachers engagement with research should be a bottom-up process rather than an imposed, over-demanding, and unrealistic task. If teacher research is the process of teachers examining their practices and pedagogical contexts to understand and improve teaching and learning processes, it follows that they should be in a position to determine, as Borg and Sanchez (2015b) indicate, the whats, hows, and whens of research. Furthermore, research in all its forms should be more accessible and written in more friendly manners so that the impact of findings reaches a wider community.


  At the level of meta-research, this study shows that the use of an online questionnaire followed by a Skype interview acted as an instance of reflection and sharing. However, it should be mentioned that 40 teachers cannot represent the opinions of the rest of the 622 participants involved. Many respondents revealed that the time between the online questionnaire and the interview gave them the opportunity to examine their own beliefs and practices. Others said that after they completed the questionnaire, they embarked on a journal search and found helpful open-access journals. These events may suggest that in-service teacher development opportunities should also seek to promote collaborative research and writing and help colleagues make their research outputs visible. Factors such as accessibility and socialisation should become stronger and endorsed by educational institutions across contexts. Certainly, more research is needed to find out the effect of research modules in initial teacher education during a course and after graduating, and how EFL teacher-initiated research informs institutional and curriculum policies in a wider context. Similarly, it would be worth exploring novice EFL teachers views on research.

  


  [bookmark: _ftn2]1FAAPI Selected Papers at http://www.faapi.org.ar/congreso-faapi/publications/


  [bookmark: _ftn3]2Online survey at https://es.surveymonkey.com/r/eltarg
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  This paper describes a case study research project carried out in a public school in Bogotá, Colombia, with four unlicensed teachers of English as a foreign language. Although the institutional guidelines in the school suggest that teachers should collectively propose changes to shape pedagogical realities, there is evidence of little communication among them. This study emphasizes collaborative, reflective inquiry as a means to educative transformation. Findings suggest that collaborative inquiry prompts the language teachers to conjointly design teaching strategies and materials that articulate with students contexts. Furthermore, along the way, the teachers were empowered to propose curricular changes to adjust contents and goals of the area with the students contextual reality.
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  Este artículo describe un estudio de caso realizado en un colegio público de Bogotá, Colombia con cuatro profesores de inglés no licenciados en lenguas. Aunque los lineamientos institucionales del colegio sugieren que los docentes deberían proponer cambios a nivel colectivo para transformar realidades pedagógicas, no hay evidencia de que existan escenarios de comunicación entre ellos. Este estudio se enfoca en la investigación colaborativa y reflexiva de prácticas de enseñanza como medio para la transformación educativa. Los resultados sugieren que la investigación colaborativa impulsa a los profesores a diseñar conjuntamente estrategias y materiales para la enseñanza del inglés que se articulan con los contextos de los estudiantes. Adicionalmente, durante el proceso, los profesores se empoderaron para proponer cambios curriculares con el fin de ajustar los objetivos y contenidos del área a las realidades contextuales de los estudiantes.


  Palabras clave: desarrollo profesional de docentes, enseñanza reflexiva, investigación colaborativa, profesores de inglés no licenciados.

  


  Introduction


  Research on teachers professional development over the past two decades has centered consistently on the potential educational benefit of collegial work in professional communities of learning (Little, 2002). Researchers converge on the idea that improving teaching and learning is plausible when teachers collectively question ineffective teaching routines, examine new conceptions of teaching and learning, find generative means to acknowledge and respond to difference and conflict, and engage actively in supporting professional growth (p. 917). In this sense, Richards and Farrell (2005) explain that when teachers work together, they have more chances to construct knowledge, shape their knowledge base and thus, their teaching practices. Further, an emphasis is often given to the benefits of collaboration within a community of inquiry for supporting teachers learning (Cochran-Smith & Lytle, 2004). This is believed to promote growth collectively as professionals (Richards & Farrell, 2005).


  The body of work on collaboration as a legitimate source of development has increasingly demonstrated what communities of learning look like and the conditions for the construction of knowledge in different settings. Notwithstanding, there is relatively limited evidence on the type of knowledge that is constructed by teachers and what happens when they assume the necessary role of decision-makers as a result of interaction and participation in the core of teacher learning communities (Butler & Schnellert, 2012).


  Regarding the attention given to teachers as agents of change in schools, stakeholders and administrators call for teachers professional development programs to hone institutional and academic improvement (Butler & Schnellert, 2012). Albeit these administrators interest is to promote teachers development through imposed agendas, there exist conflictive assumptions about where to locate legitimate causes of classroom phenomena. Tierney (2006) argues that the consequence of these top-down initiatives, which lack sensitivity to local contexts, is that they fail to capitalize on the local knowledge constructed within and by professional communities.


  Some authors consider that schools need to make a special effort to develop teamwork among teachers, since teaching is mistakenly seen as an individual activity. Jerez (2008) agrees with this claim which portrays the local case of Colombia. She asserts that although some institutions in Colombia have models to foster professional development such as teacher collaboration, teachers seldom engage or are motivated to collaborate. The problem, according to Jerez, is not the lack of situated models or guidelines, but rather the lack of a collaborative culture in institutions. In this sense, I believe such a culture depends on the importance to work with collaborative, situated, and flexible agendas, sensitive to teachers needs which, according to Aldana and Cárdenas (2010), are promoted by networking between teachers.


  In this fertile ground for research, this study presents the results of providing a group of four unlicensed in-service language teachers with the power to explore teaching aspects so they can find reasons to work together. In this article, I describe the type of knowledge about language teaching aspects that the teachers constructed together when engaging in collaborative work. Consequently, I explore the influence of such collaboration in their language teaching practices in a learning community constituted in a public school.


  Furthermore, in a context where the threshold for the language teaching field is becoming more accessible for different professionals other than licensed language teachers, it is necessary to avoid adjourning the discussion of how unlicensed language teachers develop professionally in schools, instead of backlashing the phenomenon. In general, empowering language teachers to be proponents of change in schools by working together goes a long way toward transforming the figure of teachers from simple instructors and knowledge consumers to knowledge builders and theorists in their contexts (Kumaravadivelu, 2003).


  This research demonstrates that when teachers are given the scenarios and tools to engage in collaboration, it is more plausible for them to encounter legitimate motives to unwind, share experiences and knowledge with peers and, ultimately, take action. A collaborative orientation in language teaching not only affects positively language teaching practices but can also transcend to institutional levels in the form of curricular transformation.


  Theoretical Background


  The Role of Collaboration in Teachers Professional Growth


  Collaboration can be defined as a continuous process of supporting one anothers efforts to sort out problems in the classrooms and to enhance the quality of teaching in schools (Little, 1982); or simply, a practice of learning and working together to achieve common goals and tasks (Butler, Lauscher, Jarvis-Selinger, & Beckingham, 2004; Griebling, Harte, Dyke, & Bauer, 2011). In so doing, teachers learn and teach abilities and reinforce existing skills (Butler et al., 2004), and awaken to a more conscious stance of approaching teaching based on respect and appreciation for peers (Griebling et al., 2011). Ultimately, according to Griebling et al. (2011) and Butler et al. (2004), collaboration can be an essential element to bring about reforms at different levels, starting from teachers own practice.


  These theoretical contributions focusing on the importance of collaboration in changing teacher practice have led to its widespread acceptance as an essential component of any effort aimed at (re)shaping teaching practices (Brownell, Adams, Sindelar, Waldron, & Vanhover, 2006, p. 170). Interestingly, research has not sufficiently demonstrated in what way the teaching aspects that motivate English teachers to work with peers might vary amongst contexts and cultures. Also noteworthy is to find out how constructed knowledge in populations of teachers, who are professionals in other areas other than language teaching, differs from knowledge constructed in conventional groups of English teachers. I find it worthwhile knowing about the aspects that motivate teachers who are not Modern Language bachelors by profession, to collaborate in their particular context; that constitutes the main inquiry of this investigation.


  Collaborative-Reflective Teaching


  Glenn (2011) defined reflection as an act of thinking that follows a series of steps such as doubting, inquiring, and searching for information that would solve the doubt. That doubt is formulated on the basis of an action performed by someone and how it is performed. On the other hand, Hagevik, Aydeniz, and Rowell (2012) gave the following definition of reflection: it is the deliberate and purposeful act of thinking which centers on ways of responding to problem situations (p. 660). Thus, reflection is associated with thinking about what a teacher does in the classroom and has to do with involving the cognitive processes of both problem finding and problem solving (Leitch & Day, 2000). The articulation between finding a problem and solving it was adopted in teaching under the concept of reflective teaching or reflective practice.


  Reflective teaching then is understood by Farrell (2007) as the process of teachers consciously subjecting their beliefs about teaching and learning to critical analysis, assuming their responsibility in the classroom, and engaging in a process of improving teaching practices. Similarly, for Milheim (2010) reflective teaching is any type of critical reflection upon teaching practices which leads to career development. Collaborative reflective teaching is defined in the same way, yet this indicates that reflection is occurring with others. This process leads to the construction of shared knowledge that might benefit the students learning and ultimately a community of practice (Onks, 2009).


  Leitch and Day (2000) contend that reflective teaching in these terms entails making conscious and explicit the dynamic interplay between thinking (p. 181), learning, and making decisions together. Most of the studies draw on reflection as an initial step toward interaction with others as members of learning communities (Chou, 2010; Halim, Buang, & Mohd Meerah, 2011; Wong, 2011). Other scholars complement this notion by arguing that it constitutes a central mainstay of a research-oriented conception of teaching (Fichtman Dana & Yendol-Hoppey, 2003) and as such, is regarded as an important characteristic of newfangled outlooks in teacher education and professional development (Conway & Clark, 2003; Zeichner, 1996).


  Language Teachers Professional Development


  According to Richards and Farrell (2005) development facilitates the growth of teachers understanding of teaching and of themselves as teachers (p. 3). Professional development involves the analysis of different dimensions of teachers practice which is the basis of reflection. For this reason, it can be seen as a bottom-up process.


  The strategies that foster development in teachers are: documenting different kinds of teaching practices; reflective analysis of teaching practices; examining beliefs, values, and principles; collaborating with peers on classrooms projects and conversation with peers on core issues (Richards & Farrell, 2005, p. 4). Most of the aforementioned constitute the cornerstones of the teacher education model in this study.


  One of the aspects to consider when adopting a model of professional development is to clarify that such process should not be seen as the result of a lack of teaching abilities or bad performance. Richards and Farrell (2005) argue that the need for a progressive renewal of professional skills and knowledge is not necessarily the response to inadequate training but the response to the notion that what a teacher needs to know does not only come from their pre-service period. It also comes from the fact that, in my opinion, ones knowledge-base for teaching needs to change as much as contexts, populations, and methods do.


  From another perspective, Jerez (2008) contends that professional development programs (PDP) are not only the responsibility of universities where pre-service teachers prepare for the craft of teaching. Schools and institutions have also the responsibility to pursue the education and development of teachers in the in-service phase by establishing development programs as part of their work. Although not many schools advocate for these programs in Colombia, Jerez claims that important contributions to in-service programs have been made in the country during the last few years. Some examples are the studies conducted by Clavijo, Guerrero, Torres, Ramírez, and Torres (2004) and McNulty and Quinchía (2007), which show the relevance of giving teachers the opportunity to pursue further professional development so that their practices can be enhanced (Jerez, 2008, p. 93). Another relevant contribution to the local context is the work by Cárdenas and Nieto (2010), who explored how professional development can be strengthened through the formation of academic networks of English teachers in the form of study groups.


  Cárdenas, González, and Álvarez (2010) converge with Jerez (2008) on the growing attention given to permanent teachers education in Colombia. According to Cárdenas et al. (2010), this interest increased in the years after the Colombian Framework for English—COFE—project (Aparicio et al. as cited in Cárdenas et al., 2010). This project highlighted the necessity to not only attend to teachers initial education but also aimed at achieving PDP for primary and high school in-service teachers. These programs were based on international models and local experiences in the field (Cárdenas et al., 2010). Nevertheless, the field should be more influenced by local research than by foreign pre-conceived models that inform PDP for in-service teachers in schools. In this sense, González and Quinchía (2003) assert that in Colombia the efforts to establish standards and directions for teacher education programs have been made by individual institutions. The authors suggest the necessity of establishing a joint effort to administer the teacher education programs using approaches discussed between teachers and teacher educators (p. 88).


  The Colombian advances in the field of professional development of in-service teachers open the door to continue looking into the nuances that promote teachers learning collectively. This paper contributes to exploring the inside of a learning community to ascertain the language teaching aspects that motivate four unlicensed English teachers to collaborate in a public school. This collaborative endeavor eventually prompted the teachers to act upon the curriculum based on informed criteria gained in the learning community over time. In order to respond to the inquiry of investigation, I designed a methodological path that will serve the purpose of collecting data for further analysis. To start off, the main aspects of the context are depicted in the following section.


  Context of the Study


  The study took place in South Star school (name changed by researcher), a state institution located in south Bogota, Colombia. The school offers grades from 1st to 11th. The curriculum has a constructivist pedagogical focus that fosters the collective construction of knowledge. Additionally, the Institutional Educational Project (IEP) of the school has an orientation for teachers to be agents of change in the educative process.


  The four participating English teachers, three females and one male, have a proficiency in the foreign language ranging from A2 to B1. They hold degrees in areas different from English teaching such as Spanish, early childhood education, and psychology. Nevertheless, they were required by the administrator to teach English so as to cope with the demand of English classes, especially in primary courses. Their experience teaching English in the school ranges from 2 to 7 years.


  My role as a researcher was of peripheral observer. This peripheral membership, according to Adler and Adler (as cited in Merriam, 2009), allows researchers to observe and interact so closely enough with the participants that an insiders identity is established without participating directly in their activities. In this regard, Patton (2001) claims that qualitative methodologists can avoid affecting what is observed, specially when they are outsiders, by practicing long-term observations with people in the setting.


  The participants partook of an academic year process of collaborative sessions in the school. Those sessions, along with semi-structured interviews, provided information regarding the sort of knowledge they managed to construct together and what they could do with it.


  Diagnosis


  During an initial phase of analysis in the school carried out by administering surveys and interviews, it could be evidenced that each language teacher had a quite different perception of what the reasons for students low achievement in the English class were. For example, a 7th grade teacher said it was because the instructional basis in 5th and 6th grade was poor. Opposite, a 6th grade teacher said in an interview that the lack of linguistic basis occurred in elementary courses. Another 7th grade English teacher mentioned the reason was the students lack of interest in the foreign language and failure to see the usefulness of it in their lives. The following comment by a teacher exemplifies the former statement:


  
    It is really difficult to find activities to keep [the students] involved, because some of them just seem not to be interested at all . . . I sometimes feel that I have tried it all. (Interview 1, T2)[bookmark: _ftnref2]1
  


  After surveys and interviews were administered, I proceeded to collate the information obtained with institutional documents so as to find coincidences or discrepancies.


  Thus, the teachers profile, included in the Schools official documents, has an orientation for teachers to be agents of change in the educative process. This means that pedagogical changes in the school should not be imposed by administrators but promoted rather by the teachers. In the document, it is also stated that:


  
    The process of pedagogical practice will have as a fundamental axis the interpretation and the construction of knowledge. In education, it is not possible to detach the pedagogical practices from reflection. (IEP, p. 49)
  


  Notwithstanding, there was no evidence of mechanisms or scenarios for language teachers to reflect and collaborate to propose joint solutions in the school, as established in guidelines. These samples collected from an interview demonstrated that even though those mechanisms are inexistent, there is willingness on the part of teachers to professionally work and learn from their peers:


  
    The meetings are only to talk about information that we are supposed to know, like informative, but we do not have other type of meetings like to share opinions about what to do with the classes. We dont have much time for that. (Interview 2, T1)
  


  A 5th grade teacher stated:


  
    It would be interesting to learn from others since we lack many things. Some [teachers] are even afraid to talk in English. I am not, though. Besides, there are colleagues that have more expertise, I guess. (Interview 2, T3)
  


  All in all, it was observed that there is not a collective consensus to pin down the causes that hamper students achievement of curricular goals in the foreign language. This entails a distance in terms of teachers communication along the courses, yet institutional guidelines in the school suggest that teachers should propose changes in their pedagogical reality by reflecting and working collectively.


  A possible way to bridge that communication gap among teachers is by fostering scenarios and opportunities for English teachers to socialize and eventually work together. Therefore, this study aimed to investigate: What possible language teaching aspects drive a collaborative-reflective work among a group of four unlicensed language teachers?


  Method


  The study used a qualitative descriptive and interpretive case study. Since I wanted to describe a phenomenon occurring in a natural setting, this design is the one that fits the investigation. The phenomenon to describe is the language teaching aspects that moved a collaborative inquiry process among four language teachers. According to Merriam (2009) a qualitative case study is intended to describe, give insights, and interpret rather than to test hypotheses. Qualitative studies focus on the phenomena that take place in a natural setting.


  Merriam (2009) also presents a descriptive case study as a detailed account of the phenomenon under investigation. In this article, I want to present a thorough description of the phenomenon of collaboration, more specifically, the language teaching aspects that motivate the collaboration among the teachers. Moreover, I aim to describe the way in which knowledge constructed collectively is interwoven with language teaching practices.


  The instruments employed to collect the data were audio recordings of the collaborative meetings, teaching journals, and semi-structured interviews. These provided sufficient information to describe the language teaching aspects that move the four teachers to share and co-construct knowledge.


  The Collaborative-Reflective Inquiry Process


  The intervention carried out in South Star School with four non-licensed language teachers consisted of an inquiry process based fundamentally upon a reflective-collaborative work. According to some authors, inquiry can be associated with activities ranging from reflective teaching (Cochran-Smith & Lytle, 1990), to teachers recursive engagement in planning, enacting, monitoring, and revising practices in order to achieve valued goals for students (Butler & Schnellert, 2012, p. 1208).


  The reflective-collaborative model took on sociocultural principles that encompass knowledge construction as mediated by social interactions (Vygotsky, 1986/2000). Those interactions can be conceived within a collaborative environment. Moreover, the model is grounded on properties regarded by Cárdenas et al. (2010) as a basis for teachers PDP:


  
    	Support systems for teachers collaboration and reflection.


    	Collaboration among the participants of the pedagogical process.


    	Knowledge constructed collectively from teachers experience.


    	New ideas are flexible and situated.


    	Teachers empowerment and agency.

  


  During the inquiry process the teacher participants were given the opportunity to think and socialize their experiences and reflections about teaching the foreign language in the school. Throughout this process, the teachers gained knowledge on what it takes to become a collaborative-reflective practitioner by looking into their practices and analyzing information from them. As time went by, the teachers started to interact using the information they gathered from their language classes. Collective reflections endowed the teachers with tools and knowledge to begin collective tasks. Some meetings also constituted the opportunity for the teachers to assess the achievements of the tasks they carried out together. The collaborative meetings were sustained during an academic year (9 months approximately).


  Data Collection


  Data collected were coded using Atlas.ti software. The coding was open and axial. Open coding is the part of the analysis concerned with identifying, naming, categorizing, and describing phenomena found in the text (Strauss & Corbin, 2003, p. 78). Essentially, each line, sentence, paragraph, and so on, is read in search of possible relations with the language teaching aspects that moved a collaborative inquiry process among four language teachers. According to Strauss (1987), axial coding consists of intense analysis done around one category at time in terms of paradigm items. (p. 32) This could indicate that some elements allied with the grounded approach theory, like the type of coding (Strauss & Corbin, 2003), were employed to analyze the data in the study.


  At the beginning, the transcriptions of the collaborative-reflective meetings and interviews were read in search of aspects related to collaboration that aimed at answering the main inquiry of the investigation. Then, as the analysis progressed by reading the teachers journals, commonalities were sought in the data that helped to strengthen the presence of codes.


  Findings


  As a result of the analysis, the data revealed five language teaching-related aspects that drove the reflective-collaborative process between the unlicensed language teachers. Figure 1 illustrates how those results interweave.


  [image: ]


  Awareness of Self-Performance


  During moments of shared reflection, there was evidence of the participants recognition of strengths and weaknesses when reflecting upon the connection between the aspects related to their performance as language teachers and students outcomes. As Brookfield (1995) states, the fact of understanding and reflecting on the impact that teachers have on their students is important for their development. Likewise, Eslami and Fatahi (2008) posit that studies that focus on teachers perceptions and beliefs [of their own performance] indicate that these perceptions and beliefs not only have considerable influence on their instructional practices and classroom behavior, but also are related to their students achievement (p. 1).


  The following excerpt taken from a reflective-collaborative meeting is a salient example of this aspect:


  
    My problem is since I dont...I am not fluent when it comes to talking [in English] for example; I look for mechanisms for them [students] to learn listening because I find that important.

    So, I take a lot of...like songs, so they can listen to and watch them . . . because sometimes they end up enunciating like me, thats why I use a lot of videos. (Collaborative reflective meeting, T4)[bookmark: _ftnref3]2
  


  Interestingly, this comment evidences a critical response to a problematic situation known as teacher agency (Priestly, Biesta, & Robinson, 2013), since the teacher implements and adapts audio materials for her students to have a proper exposure to English pronunciation as she is aware of her own limitations in this sense. As Priestly et al. (2013) argue, agency in this case is not a capacity that resides in individuals but rather is an action that is done through engagement with very specific contextual conditions, in this case, the conditions required for the teacher to provide a proper teaching model despite her lack of skills in pronouncing English words properly.


  Articulation of L2 Learning With Students Context


  The teachers expressed conceptions about establishing connections between what the students learn and the context associated with their reality, so as to make learning more meaningful. The following excerpt, extracted from a teachers journal and written after one language session, can show those connections:


  
    They learn when they relate what they see with their lives. When they are able to incorporate the new knowledge to their lives, to their individual and social life. (T4s journal)
  


  Based on the linguistic outlook that the teachers have about teaching, they use their theories to find the source of the problem they evidence in class. They agree that whenever they as teachers find ways to incorporate new knowledge in the students lives, learning is promoted since learners find legitimate ways to apply it to their reality.


  According to the data obtained from journals and meetings, it is contended that, in spite of having different professional backgrounds, the teachers managed to theorize about language teaching and learning. Hagevik et al. (2012) suggest that nothing matters more in language teaching than teachers being able to generate theories about the craft as the ultimate purpose of their practice. This process of theorizing in a situated context could be informed, inter alia, by teachers experiences, knowledge-base, and by putting knowledge co-constructed collectively into practice in language classrooms. Those dimensions of knowledge socially constructed by the unlicensed teachers of English as a foreign language (EFL), took particular forms in this context, which were categorized as language teaching strategies and resources.


  Initially, the language teaching strategies that the teachers designed as a result of collaboration aimed at helping students to assimilate knowledge through cross-cultural association techniques which are explained as follows.


  Cross-Cultural Association Techniques


  These techniques relate to the teachers use of students L1 cultural backgrounds to teach English contents. The participants challenge was to know the aspects that were interesting to the students or at least that could connect to their socio-cultural context. Due to the students social conditions, the teachers knew they did not have access to certain socio-cultural practices that some children in other contexts have, such as going to amusement parks or traveling on vacations. An example of this aspect is evidenced in the following segment of interaction during a collaborative meeting.


  
    T1: I got something. For example, what you said about sports.

    T2: But I need to cover the vocabulary of sports to be able to...

    T1: I have an idea. There are sports that people can practice here [in Colombia], which children happen to know, and others that they dont, right? Can people play soccer here? Yes, they can play soccer. Can people ride on a sleigh? No, they cant.

    T2: So, are you proposing to do a sort of song?

    T1: no, no, no.

    T3: that is for the association purpose. (Collaborative reflective meeting)
  


  In this example, T1 was suggesting the utilization of social-practice-oriented associations to teach abilities with the verb can. He presented the option to teach it with soccer since it is a sport the children know about.


  In general, the language teachers were concerned about creating a bond between teaching contents and students knowledge of the world that spurs learning. In so doing, they shared teaching strategies based on cultural aspects to create associations that they implemented in their lesson plans. Along with them, the four teachers also designed teaching resources which are described in the following section.


  Language Teaching Didactic Resources


  These resources refer to the different activities and materials that the teachers jointly proposed and designed for their classes as a result of the collective work.


  Audio Visual Aids


  The teachers agreed to utilize audio visual tools to support the teaching of the foreign language using multimedia resources, something that, despite their having technological aids at their disposal in the school, they had not used in their classes before. These materials were used as a means to engage students during the classes with entertaining footage and expose them to a standard pronunciation of the language. In the next excerpt, one teacher proposes the use of videos:


  
    T4: Why dont you start with a video? Do that, a video that treats the topic of the clock. You could find something on YouTube™. (Collaborative reflective meeting)
  


  YouTube™ and blogs with audio visual material were the main sources of videos suggested by teachers for their classes. This material became the major resource for topic presentation. This excerpt from a journal that reported a class experience shows an example of how T4 introduced her class:


  
    The children watched a video about parts of the body and they repeated the pronunciation and touched the part of the body accordingly. Then, they wrote the words they were learning in their notebooks in one page each, so they could draw the body part afterwards. Finally, we listened to the song head and shoulders (from the source: http://keivanemediosaudiovisuales.blogspot.com/). (T4s journal)
  


  Audio materials were another main resource that the teachers proposed to work out as regards the curricular contents and resorting to the technological resources they had at hand. In the following segment of a conversation during a collaborative-reflective meeting, one teacher proposes the use of a pop song to teach the modal verb can/cant:


  
    T2: Yes, have [students] recall those verbs.

    T4: So, first I will have them revise the verbs.

    T1: There is this song by Phil Collins I think...Im not sure if its Phil Collins or Genesis, I dont remember. That goes like cuz I cant dance, I cant jump, I cant do whatever I want. And the song is pretty much the same chorus.

    T3: Oh yes, thats cool!

    T1: That one can work.

    T3: And it has some of these verbs.

    T1: At least to work on the chorus.

    (Collaborative reflective meeting)
  


  Songs were the basis for most of the lessons planned by the teachers during the meetings. Additionally, they also gauged their functionality after their application, which calls for collegial accountability and further inquiry for improvement. In their journals, some teachers reflected after their sessions on the impact of the audio-based materials.


  
    Afterwards the students listened to the song in English about the parts of the body for the kids to keep touching the corresponding parts of the body as the song was playing. (T3s journal)
  


  In this other excerpt, the teacher explains the procedure to use a song in class, previously shared in a collaborative meeting:


  
    First, the students will listen to the song Hello, how are you? Then the students will try to write as many words they remember as possible from the song. After that, they will write the song with the help of the teacher and they will draw the moods depicted in the song. (T2s journal)
  


  The aforementioned results can shed light on the correlation that exists among collaboration, reflection, and action (Mena, Sánchez, & Tillema, 2008) and professional learning (Diaz Maggioli, 2012). All four constitute building blocks of teachers professional development (Cochran-Smith & Lytle, 2004; Schnellert, 2011).


  The collaborative endeavor at South Star Public School was then driven by the teachers willingness to design language teaching strategies based on socio-cultural associations, as well as teaching materials based on audio-visual alternatives. Both strategies and materials, designed with the intention to help to enhance students learning, constitute the language teaching aspects that answer the research question of the investigation reported in this paper.


  Beyond the boundaries of the collective work, but propelled by it, the four unlicensed teachers felt the necessity to engage in an ongoing process of curriculum transformation. That is how they came to re-dimension objectives and contents in their English courses, which constituted another motivation to continue collegiality across time.


  Reforming Curricular Contents and Learning Goals


  This last category describes the teachers evaluations of guidelines related to curricular contents and objectives of the English area in the school. Moran (2007) argues that one avenue for teachers willingness to intervene in curricular reform originates in their awareness of the importance to collaborate with colleagues to transform the school reality at institutional levels.


  The following statement illustrates the teachers intention to reform curricular guidelines as regards the English area during sessions of collaboration:


  
    T1: But then the next year we need to make up a team...I mean, we already have it; we need to try reforming those competencies, those objectives in English especially for elementary courses.

    T3: We are going to restructure the English area next year.

    T2: Yes, lets start restructuring the syllabus.

    (Collaborative reflective meeting)
  


  Apparently, the possibility that institutions allow teachers to adjust curricular aspects in schools could be a far-fetched one in practice. Notwithstanding, in the case presented in this paper, the precedent set by these four unlicensed EFL teachers has obtained support from the administrators in the school that could make this intention feasible. In any event, this finding shows the degree of teacher involvement in the process and the trustworthiness that their work has attained in the institution. The influence of the collaborative inquiry process in the development of a collective sensitivity when working together and the initial traces of consolidating a culture of collaboration in this particular setting are conclusive outcomes of this investigation.


  The school academic committee holds yearly encounters to discuss curricular aspects and possible adjustments to academic processes in the English area. The year following the study reported in this paper, the four unlicensed English teachers participating in this investigation were invited to take part as a result of the process of shifting practices through collaboration. They could propose changes as far as topic and lexical contents of the English courses per level, as well as adjustment of the objectives. The results of the entire process are summarized in Figure 2.
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  Overall, what was evidenced is a multi-layered sequence of changes in the school. First, at the classroom level, teachers achieved an influence in students learning processes, as well as in their own professional learning. At the institutional level, teachers were empowered to provoke changes in curriculum as part of the motivation to collaborate; and ultimately, not only did the teachers invest in the practices of the community, transforming it, but also in their own professional development through becoming generators of knowledge and agents of change.


  Conclusions


  In this article, I reported the findings from a case study of a group of four unlicensed EFL teachers in a state school in Bogotá, Colombia. To address the main inquiry of the investigation, I described the language teaching aspects that drove a collaboration process among the research-participant teachers. In this concluding section, I comment on the most salient aspects suggested by the findings.


  The collaborative work among the four teachers was initially informed by two aspects that emerged from their reflections on teaching practices. The first one is the awareness of how the teachers see themselves and perform as teachers. The second one is the awareness of articulating language contents with the students contexts and needs.


  Taking into account the initial participant teachers awareness, the collaborative-reflective work was driven by the teachers willingness to design language teaching strategies based on socio-cultural associations that benefited students learning, as well as teaching materials based on audio and visual alternatives that hone students assimilation of contents in the foreign language.


  In the same vein, the collaborative-reflective work was also triggered by the participants interest and intention to suggest curricular changes that fit the contextual reality of the students in this particular setting. The teachers invested in performing an in-depth analysis of curricular contents and goals to better fulfill students learning outcomes. This initiative needed a higher effort and commitment that empowered the teachers to make their voices heard in other institutional power structures. What is discussed here reaffirms Beneshs (1996) critical analysis of schools as sites for possible reform where the people at the bottom of the hierarchy in institutions are entitled to more power than they have.


  Although the results reported in this article cannot be generalized, in-service teachers in general can benefit from this study as they can take an active role in their respective communities with their voice and knowledge when they are shared and nurtured with colleagues experiences.


  Collaboration is an important source for unlicensed language teachers to find avenues to master their craft, break down isolation barriers, theorize about teaching, co-construct knowledge, and propose informed initiatives that impact the learning community. This reality exists regardless of the circumstances that put them in the not less demanding position of teaching English. However, I consider that collaboration should not be another external imposition of what others think is good for teachers. This study is about creating opportunities for practitioners who are not professional language teachers, for them to share their knowledge and find a motivation to collaborate with other professionals.


  Finally, it is argued in this paper that an authentic culture of collaboration emerges in a learning community when two factors interplay. One, when there is a relevant problem-solving necessity, and two, when a problem-solving necessity arises from the teachers own initiative and willingness to collaborate, since imposed, vertical agendas might hinder sustained collaboration endeavors. These conditions meet to position teachers as knowledge generators in local communities, empowering them to provoke change at higher levels in educative institutions.

  


  [bookmark: _ftn2]1Participants are identified with a letter T followed by a number.


  [bookmark: _ftn3]2The teacher participants communicated in Spanish for the sake of obtaining deeper reflections. I translated the excerpts into English, trying to keep their responses as verbatim as possible.
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  This article presents partial results of research exploring links between language teacher identity and queer identity in English language teachers working in Colombia. Three gay male teachers participated in a narrative research project framed within a poststructural perspective on identity. I conducted and recorded semi-structured interviews with the participants and then carried out a thematic analysis of these interviews which led to the emergence of three main themes. Here, I present the most prevalent theme, that of being a gay language teacher in the Colombian context which reveals that the participants all live their queer identity alongside their language teacher identity with ease although they do recount instances of homophobia which have impacted their day-to-day lives and their careers.


  Key words: Identity, language teacher identity, queer identity.

  


  Este artículo presenta resultados parciales de un estudio que exploró las relaciones entre la identidad del profesor de lenguas y la identidad queer en docentes de inglés que trabajan en Colombia. Tres profesores gais participaron en un estudio narrativo enmarcado en una perspectiva post-estructuralista de la identidad. Para recolectar los datos se realizaron entrevistas semiestructuradas con los participantes y se llevó a cabo un análisis temático que condujo a tres categorías emergentes. Este artículo se enfoca en el tema principal, ser un profesor de lenguas gay en el contexto colombiano. Esta categoría devela que los participantes viven su identidad queer con su identidad como profesores de lenguas cómodamente, aunque se refieren a momentos de homofobia que han impactado su vida diaria y sus carreras.


  Palabras clave: identidad, identidad del profesor de lenguas, identidad queer.

  


  Introduction


  The recent social turn in applied linguistics has seen sociocultural theory applied to English language teaching (see Lantolf & Thorne, 2006) which has in turn meant an increasing focus on the teacher-student and student-student interactions in the language learning process. Many factors are at play in these interactions including language teacher identity (LTI). I became interested in LTI when, as a foreigner, I observed that a large number of my English teaching colleagues openly identified as gay or lesbian, something which conflicted with my impression of Colombia as a traditionally conservative society. My curiosity about this prompted me to design my masters research project to find out if any connection existed between these teachers language teacher identities and their sexual orientation. My guiding research questions were:


  
    	Are there connections between language teacher identities and queer identities?


    	What influence does the Colombian context have on these identities?

  


  I use the term queer in order to associate the project with the existing research on non-heteronormative identities that has drawn on poststructuralism and queer theory. However, the participants all refer to themselves as gay so I use that term when referring to their sexual identities with the understanding that this is one of the referents of queer.


  This article will focus on the second research question, placing context at the forefront. With this in mind, it is relevant to mention that despite the traditionally conservative nature of Colombian society, people who identify as lesbian or gay in Colombia have seen significant moves towards equality with their heterosexual peers under the law. The LGBT (lesbian, gay, bisexual, and transgender) knowledge base Equaldex (2016) lists that, for example, in Colombia same-sex couples are recognised as the legal parents of their children; same-sex marriage was legalised in 2016 and transgender people can serve openly in the Colombian military. Colombia is thus one of the most progressive countries in Latin America regarding LGBT rights. This study aimed to investigate whether or not this was reflected in the reality of the lived experiences of gay language teachers in Colombia.


  Literature Review


  The Nature of Identity


  It was following Nortons (1995) seminal article that researchers in the field of applied linguistics began to turn their attention to the topic of identity. Since then, applied linguistics has taken a broadly poststructural approach to identity (Block, 2007, p. 863) reflected in Norton and Tooheys (2011) definition of identity as diverse, contradictory, dynamic and changing over historical time and social space (p. 417). Such has been the interest in identity research that Block (2013) wrote of the field being immersed in identity (p. 14). This immersion has provided no shortage of definitions of identity. Aneja (2016) stated that, individuals identities are dynamic and encompass individual agency and the local and community context, as well as connections to global discourses and ways of making sense of the world (p. 574). Gray (in press) concurs, stating that identities are plural and dynamic; that they emerge (or are constructed or performed) in social interaction; that they are sensitive to context; and that they are relational (p. 9). Furthermore, the vital role of language in identity creation is clearly illustrated by Norton (2010),


  
    Every time we speak we are negotiating and renegotiating our sense of self in relation to the larger social world and reorganising that relationship across time and space. Our gender, race, class, ethnicity, sexual orientation, among other characteristics, are all implicated in this negotiation of identity. (pp. 350)
  


  It is within this poststructural framework, understanding identity as something multifactorial that is in constant development, constructed in social processes using language and influenced by social context, that I pursued the project. Despite the acknowledged fluctuating, evolving nature of identity, Gray (in press) asks how,


  
    can identity be said to entail a temporary point of attachment to a subject position (and therefore to some extent be inherently ephemeral) and at the same time be used to discuss more enduring senses of self in terms of gender, race and class? (pp. 10-11)
  


  The existence of these enduring factors appears to contradict the idea that identity is something in constant evolution. Gray (2016) answers his own question when explaining that some facets of identity could be described as sedimented (p. 232) because an individual has the experience of doing, or living this facet over and over again for a long period of time in their life so that for them it has developed constancy. This implies that for most people some aspects, such as identification with a particular group, may seem temporary, while other factors, like gender that is perpetually repeated over time, appear to be permanent.


  Language Teacher Identity


  Turning specifically to LTI, Varghese, Morgan, Johnston, and Johnson (2005) argued the importance of research in this topic when they describe that learning processes involve the teachers whole identity (Varghese et al., 2005, p. 22). They explained that teacher identity is a critical component in the sociocultural and socio-political landscape of the language classroom and a crucial component in determining how language teaching is played out (Varghese et al., 2005, p. 22). In the 2016 special edition of TESOL Quarterly the editors begin with a quote from Clark (2009) who suggested that as a profession we ought to make a serious recognition that our work as teachers shapes and is shaped by our very mode of being thus thinking about the formation of our identities is crucial for all of us in education (p. 186). These authors clearly emphasise the critical role of LTI and argue strongly that research into this topic is a crucial pursuit in order to fully understand the processes of language teaching.


  Varghese et al. (2005) proposed three principal factors in the construction of language teacher identity: its inherent instability; the social, cultural, and political setting; and language.


  Within the first factor, the idea that identity is not fixed, the authors emphasised the primacy of agency (Varghese et al., 2005, p. 23) which allows individuals to have a central role in shaping their own identities. Although agency is undoubtedly an integral part of a poststructural view of identity, it is important to remember that in the professional domain language teachers are likely to be influenced by the rules and norms of the institutions where they work. Language teachers will possibly have to follow rules that force them to act in a certain way as discussed by Moore, Edwards, Halpin, and George (2002).


  The second factor Varghese et al. (2005) discussed is the impact of the social, cultural, and political setting on identity thus furthering the possible role of a teachers workplace on their identity formation. They make the distinction between those aspects of identity that a person assigns to her/himself, claimed identity, and those aspects that are bestowed upon individuals by external sources, assigned identity (Varghese et al., 2005, p. 23), which inevitably include a persons place of work. Finally, they stated that identity is constructed, maintained and negotiated to a significant extent through language and discourse (Varghese et al., 2005, p. 23). They illustrate the importance of this by invoking the subjugation carried out by the labelling of teachers as non-native-speakers. Varghese et al.s three factors reflect the general theories of identity formation discussed above.


  Queer Identity


  Nelson (1999), while recognising the tradition of identity research in applied linguistics, decried the neglect of sexual identity issues. More than 15 years later a search of the literature reveals existing teacher identity research (Kanno & Stuart, 2011; Trent, 2016; Tsui, 2007) but also exposes continued neglect of teachers gendered and sexual identities. This is particularly evident in Colombia where there is almost no evidence of research into sexual identity issues in either the databases or the prominent English language teaching journals. In Rondóns (2012) study, LGBT students reported feeling ill at ease in the English as a foreign language (EFL) classroom as they are constantly concerned about revealing their sexuality. Rondón suggests that this impacts directly upon their participation in activities and ultimately on the development of their language skills. Some research has also been done concerning gender identity and its role in the language learning process (see Castañeda-Peña, 2008). Although Nelson (2004, 2009) has since explored the topic, it is obvious that the call for research on queer language teacher identity made by Varghese, Motha, Park, Reeves, and Trent (2016) reflects a continuing and urgent need for examination of the topic.


  The term queer, a broad term for a wide range of non-normative sexual and gender identifications (Gray, 2016, p. 225), is used as a counterpoint to heteronormativity which Cameron and Kulick (as cited in Gray, 2016) defined as those structures, institutions, relations and actions that promote heterosexuality as natural, self-evident, desirable, privileged, and necessary (p. 225). Nelson (1999, p. 374) reported that the term queer has two functions. Firstly, it dispenses with essentialist labels of sexual identity thus promoting a more poststructural perspective, and secondly, it acts as a kind of shorthand for individuals who do not conform to heteronormativity. These two functions create a tension; on the one hand signifying a reaction against labelling of people but at the same time being a label. In the academic realm the role of queer theory, according to Nelson (1999), is inquiry, seeking to expose the ways in which sexual identities are created by language and culture and the ways in which these perpetuate heteronormativity. Nelson (1999) exemplified a poststructural perspective on queer identity when she stated that sexual identities are facts not acts, they are not what people are, but what they do and that it is difficult to separate sexual identity from other acts of identity because identities are not just multiple but are mutually inflicting (p. 376). She also affirmed that interacting socially and discursively involves producing and interpreting sexual identities (Nelson, 1999, p. 375). This framework is thus highly relevant when considering data gathered in oral interviews which can be considered as sites of the production and interpretation of identity.


  Disclosure of Queer Identity


  The act of coming out demonstrates the divide experienced by queer language teachers between who they are inside and who they are outside the classroom. Nelson (1999) argues that for heterosexual teachers, declarations of their sexual identities are a natural, everyday occurrence. They need only make a comment about what they did at the weekend with their husband or wife and children for them to incorporate their sexual identity into their teacher identity without thinking. In contrast queer teachers have to make a deliberate decision about whether or not it is appropriate to reveal this information about themselves.


  Nelson (2004) explains how a poststructural perspective on identity problematizes the act of coming out for queer language teachers. If identity is in endless flux, then there is no stable, pre-existing queer identity for these teachers to reveal in class. However, as discussed above, most teachers experience their sexuality as constant due to the phenomenon of sedimentation described by Gray (2016). Therefore, the reality is that teachers who do not fit into the heteronormative mould are in fact forced to decide whether to reveal this in class or not.


  Nelsons (2009) research found divergent opinions among teachers about whether it was appropriate to come out in the classroom. Some felt that it was essential as sexual identity was integral to every part of life (p. 99) whereas others felt that it should remain private. Kanno and Stuart (2011) insisted that becoming an L2 teacher requires the commitment of the self, not just playing an assigned role in the classroom (p. 239). They implied that a teacher must incorporate all aspects of their identity into their work, presumably including their queer identity, thus requiring teachers to come out. This stance seems to ignore that in some parts of the world admitting to non-heteronormative sexual identity in the classroom might be dangerous for teachers, putting them at risk of both losing their job and physical harm. This is recognised by Lipkin (as cited in Donahue, 2007) who commented that the act of coming out was the last frontier, a leap into a wholly different territory marked by serious taboos (p. 81).


  Despite this danger, Kupfer (2000) concluded that a certain level of intimacy is required between teacher and student to engage students and to facilitate the learning process. Kupfer detailed the positive sequelae she attributes to revealing her sexuality in the classroom: LGBT students feel more included, she provides an authentic example of a lesbian for the students who would otherwise resort to stereotypes to inform their perceptions, and finally she says that honesty is demonstrated as an integral value of the classroom.


  Method


  I collected the data presented and discussed in this article in the first semester of 2016 as part of my masters dissertation project. This article focuses, as already mentioned, on my second research question exploring the lived experience of gay English language teachers in Colombia.


  Following Creswell (2007) a narrative research approach was taken. He describes narrative research as studying one or two individuals, gathering data through the collection of their stories, reporting individual experiences, and chronologically ordering . . . the meaning of those experiences (p. 54). The oral interviews conducted yielded data resembling Creswells personal experience story which is a narrative study of an individuals personal experience found in single or multiple episodes, private situations, or communal folklore (p. 55). Barkhuizen (2014), referring to language teaching, states that narrative research is concerned with the stories teachers and learners tell about their lived and imagined experiences (p. 450). This approach therefore suited my priority to focus on the individuals, their stories, and their experiences. There was no intention to focus on any particular predetermined issue. Additionally, Reissmann (as cited in Menard-Warwick, 2011) asserts that a central function of narrative is the construction of identities (p. 565) thus demonstrating the appropriateness of this approach in identity research.


  The Participants


  Participant selection was carried out using Creswells (2007) homogenous and convenience sampling criteria. I approached the three male EFL teachers who agreed to participate in the study because I knew that they identified themselves as gay and were open about this with their colleagues. I hoped that this openness would make them willing to discuss the interaction between their sexual identities and their professional identities. Two of the teachers are in their early thirties and the third is in his early fifties. One works in a public school and private university, and the other two work in a public university. All of the teachers are Colombian; two of them graduated with the same undergraduate degree in foreign language teaching from a public university in Colombia and the third studied a previous version of the programme. At the time of the study two of the teachers had a masters degree and one was in the final stages of his masters. As long ago as 1990, Rampton argued that the term non-native speaker should be supplanted by other terms. However, I will designate these three teachers as non-native speakers of English because Colombian research journals demonstrate that the term non-native speaker is still in use in the Colombian context and because the participants refer to themselves as such. All participants signed a consent form and pseudonyms have been used to preserve their anonymity.


  Data Collection


  I conducted three hour-long, semi-structured interviews with each participant, thus collecting three narratives, each lasting for three hours. The reason for collecting the narratives over three interviews is described by Seidman (1991). The first interview functions as an ice-breaker, allowing the interviewer and interviewee to establish a relationship and allowing for a broad overview of the narrative to be recounted. In the second interview, the interviewee should be encouraged to go into more detail about parts of the narrative that the interviewer identifies as pertinent for the study. Finally, the third interview is conceived as an opportunity for both parties to clarify any doubts or ask any questions to complete the narrative.


  In collecting the data, I wished to ensure the participants sense of freedom and ease to talk. The subject matter made it imperative that the participants felt comfortable and able to share their reflections on this topic with the researcher. Polkinghorne (2005) explained that researchers need to demonstrate to the participant that it is safe to be open and revealing of deeply personal feeling and information (p. 143). At the same time, considering the notion of social interaction as the site of identity construction, I required a method that would allow participants to be comfortable and free to construct their narrative. I thus chose semi-structured interviews. Dörnyei (2007) described interviews as a known communication routine (p. 134) thus allowing participants to anticipate the format. Also, Mann (2011) viewed interviews as sites of social interaction, where ideas, facts, views, details and stories are collaboratively produced by interviewee and interviewer (p. 8). This definition places a spotlight on both the interviewer and the researcher and implies that the data produced are thus specific to this pairing. Changing the interviewer would result in the production of a different data set. Although I agree with this position it is important to note that I wished to highlight the stories of the participants and so I was as quiet as possible in order that they were allowed to talk at length on what they perceived to be relevant. It was only at a complete stop in the participants narratives that I intervened. However, it is important to recognise that other factors such as my demeanour, my clothes, my being a foreigner, and my being a gay man will all have had an impact. A different interviewer would have had a different impact on the interview and the data produced. It was made clear to the participants that they could use Spanish if necessary although the interviews were conducted in English.


  Data Analysis


  I began the process of data analysis by listening repeatedly to the recordings while taking notes. I analysed these for recurring themes within each participants narrative and for stories contributing to answering my research questions. Three main themes emerged from the data: participants language learning history, participants reasons for becoming a language teacher, and being a gay language teacher in the Colombian context. I transcribed pertinent sections of the interviews not following the conventions of transcription for conversation analysis. I justify this method by reiterating my wish to focus on the content, not the form of the narrative thus placing the participants voices front and centre with as little distortion as possible of what they actually said. Therefore repetitions, false starts, and syntactical errors can be seen in the transcriptions. To save space I have used ellipses to avoid presenting lengthy extracts that do not contribute directly to the theme being discussed. Precedent for this can be found in the literature (see for example Gray, 2010; Tsui, 2007).


  A thematic analysis was thus conducted and this paper will present findings related to the third theme, being a gay language teacher in the Colombian context.


  Findings


  By far the largest of the themes that emerged from the data was that of being a gay language teacher in Colombia. I present here some extracts from the participants narratives that illustrate how their professional and sexual identities are mutually inflecting (Nelson, 1999, p. 376) beginning with the issue of disclosing their sexual identity.


  Coming Out in the Classroom


  For most people who do not conform to the heterosexual norm, a significant issue in their lives is the revealing of this information to their family, friends, and colleagues. For the participants in this study the issue of coming out in their professional contexts and in class with students uncovered some noteworthy and conflicting points. Two of the participants, Alex and José, deal with this issue in a similar manner that could be summed up as neither advertising, nor denying their sexuality.


  
    Im not the person whos going, Oh Hi! Im gay. . . . With some kids that immediately realise, Hey teacher are you gay? I have no problem to say Yeah, Im gay. They are like, Really? (Alex, Interview 2)
  


  
    I dont say hello to my class or to my colleagues and I say, Hello, Im gay. No, I dont do that. But but I dont deny it . . . And I guess most of them know Im gay . . . I do my job and they respect me so, so I feel very comfortable. It was a long process. (José, Interview 1)
  


  In 2007 the Editors Note in a special edition of the Journal of Gay and Lesbian Issues in Education noted that coming out is still difficult, if not impossible for many teachers (p. 2). Cultural context, educational setting, perhaps the teachers age, and previous experiences of coming out are some of the factors that might contribute to this difficulty. The strategy described by Alex and José could be seen as a compromise and it could be argued that according to their narratives it is possible for a gay teacher in their contexts to be honest about her or his sexuality. On the other hand, the lack of complete openness does also suggest that these teachers are not totally sure about coming out to their class. However, a third interpretation of the way these teachers deal with coming out in the classroom could argue that in fact these teachers do not view their sexuality as a great concern. It is there, part of their identity, but they do not treat it as a major concern. José hints at the fact that he did not always have this attitude and the following fragments of his narrative help to build a picture of the process he has been through to feel comfortable as a gay language teacher.


  
    Im relaxed with the fact that Im gay . . . it wasnt always that way. Years ago, I was so concerned with that. I was so uptight, I was so . . . restless . . . because I was so concerned about the fact that I was gay. (José, Interview 3)
  


  
    Right now, I feel comfortable with myself and I know who I am but during that process I thought, ah, ok, I need to be excellent because if Im not very good at what Im going to do then they are going to see that I am gay and they are going ah they are going to point at me and they are gonna say, Hes gay. (José, Interview 1)
  


  
    Somehow the thing of being good at something and trying to excel at things was somehow an idea that I had to kind of cover or support the fact that I was gay . . . I still had you know this little like thought in my head that thats not good, thats not good because I grew up in a Catholic family and in this society. (José, Interview 1)
  


  José describes an explicit concern that if he was thought to be a bad teacher people would focus on his sexuality and set him apart for being gay. He is clear that he is including himself in that potential criticism when he states that striving for excellence as a teacher may have been his way of hiding his sexuality, denoted as something negative by his Catholic background. Josés sexual identity and his professional identity were thus not always compatible for him and his process reflects the assertion by Norton and Toohey (2011) that not only are the various facets of identity often in conflict but they are also subject to evolution over time as Josés narrative demonstrates.


  Carlos, on the other hand, describes a very different evolution in his attitude to revealing his sexuality to his colleagues and students. He feels that it has always been evident that he is gay and early in his career this didnt appear to be an issue.


  
    My students, eh, I, the ones I went out with when I was younger than them, they knew I was gay, and they knew my boyfriend . . . once a month we would have parties together. (Carlos, Interview 2)
  


  There was thus no problem in the past for Carlos to socialise with students and take his boyfriend along. However, he explains that this situation has changed.


  
    You dont know what students might say. Then I dont say exactly that Im living with a man but but I dont say I have a a girlfriend or a, or that Im living with a woman. I, I use the Spanish le. It is like a neuter, a neutral term. (Carlos, Interview 1)
  


  
    I never tell my students Im gay . . . I mean of course they know I am . . . I always say my partner . . . I use indirect ways, I never say him because I sort of feel that eh some people in Colombia still feel that it is a bad thing. (Carlos, Interview 2)
  


  It is obvious that a change has taken place in Carlos attitude to revealing his sexuality. He is now much more guarded and unwilling to do this in class. This is particularly interesting considering that he is still teaching in the same institution, the institution has no religious affiliation and he has, over the years, held positions of seniority at that institution, suggesting that he might feel at ease in that environment. Carlos attitude is however challenged when he describes an occasion when one of his students was open about being gay in class.


  
    Shes a student and she says about her girlfriend and stuff eh in front of the other people. I havent been able and I, I dont think I would be able to make that conversation, or to to make it a class conversation topic. But it was very interesting that although she said that people did not react. (Carlos, Interview 2)
  


  Carlos makes it clear here that it is possible to be openly gay in his classroom. It is not the situation that prevents him from being explicit about his sexuality; rather, it is he himself who doesnt feel able to do this.


  Workplace Influence


  It would seem logical to suggest that the institution where a teacher works would have a bearing on their decision to be open about their sexuality, and there is some evidence for this in the participants narrative. I would speculate that within the largely conservative Colombian society institutions professing an explicitly Catholic orientation would be less favourable to their teachers being openly gay. The opposite of this hypothesis would suggest that the state schools that are ostensibly free from religious influence would be more welcoming of teachers who identify as gay or lesbian. In fact, my own personal experience negates this hypothesis as I have never experienced homophobia during my four years working in a private Catholic institution in Colombia, and the participants narratives illustrate that the situation is not as clear as the hypothesis suggests. Josés narrative seems to demonstrate that his place of work is crucial to his being an openly gay language teacher.


  
    Especially at the university where I work, which is a public university, its a very special place, ah in terms of openness, sexual differences. Well I, here you dont feel, you dont feel that much that being gay or lesbian, or whatever you are, its a problem. (José, Interview 1)
  


  José later corroborates this with an anecdote from the classroom that illustrates that his students were unfazed when he revealed his sexuality.


  
    They asked for my opinion . . . and I openly answered in a way that they realised that I was gay . . . and they just didnt say a word . . . The issue here is not, Am I gay or not? The issue here is, Am I a good teacher or not? (José, Interview 2)
  


  Despite this confidence in his own case, José makes it clear that the ease with which he can be openly gay is largely because of his place of work.


  
    The university is a place for diversity, for discussion, and for argumentation . . . So, maybe because of the fact that I am in this specific place . . . or because of the fact that Im gay I might have found a specialists spot for me to develop here. (José, Interview 2)
  


  
    Ive heard stories about people being you know, eh, rejected at jobs here in [name of city] because of being too gay, because eh people could tell. (José, Interview 2)
  


  We have already seen that José has not always felt this freedom to be himself. He explains the role played by the institution and his colleagues in allowing him to freely reconcile the two aspects of his identity: being a gay man and a language teacher.


  
    It helped me because there is freedom here. And I saw gay teachers working . . . of course you used to hear the comments like, Hes so gay . . . but then I heard Ah no, but, he speaks very well the language. Hes a very good teacher. (José, Interview 1)
  


  
    I learned that that [being gay] didnt affect my teaching. That somehow students were more concentrated on my level of proficiency in the languages or the activities that I brought to class. And I realised that good planning and improving my planning was even more important that thinking of trying to hide who I was. (José Interview 2)
  


  Josés experience of being a gay language teacher has thus been strongly influenced by his work environment. On the other hand, incidences of homophobia in the narratives of Carlos and Alex serve to complicate this comfortable situation presented by José.


  Impact on Career Path


  Carlos recounts that more than 20 years ago, when he was completing his undergraduate degree in language teaching, the actions of his cooperating teacher meant that he never taught a class in the practicum part of the course.


  
    I think it was because I was . . . a gay man, I did a practicum, in which I did not have to study at all, ah to teach . . . I think it was because of my being gay, and being very visibly gay . . . In practice two we had to teach and then I did teach, but to the teacher . . . she asked me to teach her English, because she felt I spoke better English than she did . . . so I never really taught a group of people. (Carlos, Interview 1)
  


  Carlos thus describes a situation where, although he was not explicitly discriminated against for being gay, he presumes that his teacher did not feel it was appropriate for a gay man to teach her class. On another occasion, early in his career, Carlos had a temporary contract in a Catholic school. His section head at that point seemed to steer him away from that school to another institution.


  
    She told me there was a call for a vacancy at the [local institution] and that she knew the principal would not call me . . . I think it is because of my being gay . . . for a Catholic school it was not like very good and then I applied to the [local institution] and ever since I have been somehow related to the [local institution]. (Carlos, Interview 1)
  


  In these two examples, it can be seen that other peoples attitudes to Carlos sexuality and his unsuitability for their professional setting has influenced his career. The impact of the local Catholic context can also be detected and it is not a coincidence that the local institution to which he was directed has no religious affiliation. The historical legal context is also cited by Carlos as a factor in being a gay language teacher in Colombia when he describes sitting the national exam to become a teacher in the state school system.


  
    In Colombia, there is something called el concurso docente [competitive examination for teacher placement in state school system] and in 1990 just before, eh, graduation, there was one. And I applied, with several friends who were gay, and . . . none of us passed the contest . . . and then I remember also that we had some friends that were not very good in English . . . people that were not like the best students they passed the contest . . . in 1994 . . . a rule was was taken out according to which gay people could not be teachers. So, at that time of the contest maybe thats what they thought . . . but anyway we did not pass the contest. (Carlos, Interview 1)
  


  Rather than express frustration about these events, Carlos adopts a positive perspective on these influences on his career that he understands result from other peoples attitude to his sexuality.


  
    I think that Secretary of Education people may have been following the law . . . but I think in general the people who have eh eh done things for my being gay have been doing it, somehow Ive been kind of defended by them . . . on the one hand she actually, she did something that affected my life enormously . . . so she was kind of defending me but she understood or she knew that I would not be for that school, because, I think because of my being gay . . . but that she still had to help me somehow because she saw potential. (Carlos Interview 1)
  


  It is also Carlos who has experienced explicit homophobia in his professional setting.


  
    Once, a mother . . . complained that that I was too faggoty to, for, for, for teaching her children . . . My bosses . . . they actually said to the woman that that she shouldnt think of that but rather that I was a very good teacher. (Carlos, Interview 2)
  


  What is interesting about Carlos narrative is that these events, which could easily be framed as homophobic, took place at the beginning of his career when he was relaxed about revealing his sexuality to his students and colleagues. Paradoxically, he does not recount any recent instances of discomfort with his position as a gay language teacher and yet he is now unwilling to be clear about his sexuality in the classroom.


  Homophobia in a Public School


  In contrast, when I asked Alex, who works in a state school, if he had experienced homophobia he was quick to reply, Absolutely.


  
    The Principal I have . . . shes completely . . . homophobic. Shes always doing these kind of jokes which are not really nice in in the meetings. Shes talking about the kids who are really girly in a not really nice way. At the, at the beginning I said OK, Im going to be quiet . . . but then when the things were like OK, Im saying this but, and Im going to make you understand that its to you, yeah, shes not being direct but a little bit sarcastic in my presence . . . I started being like in the same game. (Alex, Interview 2)
  


  
    She said, Ha, look the only thing that these kind of locas[bookmark: _ftnref2]1 [gay] can do is just go and dance or maybe go and and cut mm and cut some people hair, or going to a salon. And I remember I just turned to look at her and I say, Really, so thats what you think. So, you shouldnt go to a salon if you going to mistreat these people like that because they are those who are trying to make you feel comfortable with the ugly thing that maybe you have. Dont you think so? (Alex, Interview 2)
  


  Alex is evidently on the receiving end of homophobic comments from his head teacher who does not seem to be at ease with Alexs identity as a gay language teacher in her school. He also describes how students can be on the receiving end of discrimination.


  
    It was like they decided to put all the possible gay people in my classroom, yeah, so for me it was all right, but then there was this comment, Ah OK, its just that you know we decided that it was better for you to be with people like you in the classroom. . . . Two or three kids heard that and they, they say, Teacher, why they are saying that we are in the gay group? yeah, so I remember that I said that I need a meeting with you, with the Principal . . . and I said I need you to respect me . . . if we are going to create a kind of segregation here just let me know and Im going to start looking for some help in the Education eh Minister or something like that because I dont think in a public school this is going to be all right. And also, respect these kids, they are trying to understand who they are. (Alex, Interview 2)
  


  Alex is clearly not afraid to stand up to his head teacher, a security that comes from the fact that he has passed the concurso docente, the national exam for teachers who wish to work in the state system. He is protected by his status as a government employee. A further point of interest comes from Alexs description of his time in a previous job, in a private Catholic high school where it seems that being gay was not a problem for his employers.


  
    I felt so free to be to some extent mm myself . . . I was not scared to say, to say I agree or disagree with this or that, in fact I think I loved that school because they were not talking about other different conditions in a very hard and punish way. (Alex, Interview 3)
  


  It might be expected that homophobia would be more evident in the context of a private Catholic institution, but Alexs narrative refutes that expectation.


  Conclusions


  The most obvious, and perhaps unsurprising, conclusion that can be drawn from the data presented is that the day-to-day experience of queer identifying EFL teachers in Colombia is complex and varied. The participants did not describe one coherent attitude towards revealing their sexual identity in their professional milieu nor did they describe consistently their experiences of being gay language teachers. All three narratives do however show that queer identity and language teacher identity can coexist easily in the Colombian context. Alex and José are comfortable simultaneously living these two aspects of their identity. Carlos, although he does not feel able to be so explicit, is also comfortable and supposes that despite his reticence his colleagues and students are aware that he is gay. I would speculate that the age difference between Carlos and the other participants may account for this difference. It can thus be concluded that these two identities are compatible in these three EFL teachers.


  In addition, all three participants place importance on their immediate professional context. However, it is not possible to draw general conclusions about these institutions as while Alex was welcomed into a private Catholic institution Carlos felt that he had been directed away from that particular context. Whereas José feels that a public university has been instrumental in his journey to becoming comfortable being a gay language teacher, Alex has encountered explicit homophobia within his public secondary school. This reality points to the probability that it is individuals within institutions that play the greater role rather than the general ethos of an institution itself. In fact, some of the extracts presented clearly demonstrate other peoples discomfort with the participants sexual identities.


  The project was well designed for the in-depth study of my three participants. However, the personal nature of narrative research implies that the findings are highly specific to the teachers interviewed and their professional contexts. The findings are not easily generalizable. In order to broaden the knowledge created by this project it would be pertinent to carry out the project with teachers with a different profile. Most urgently it would be important to add the voices of female teachers who identify as queer to the data. Following Donahues (2007) assertion that learning to teach is about . . . negotiating identities, finding out who one is in the classroom (p. 75), it would be interesting to carry out a longitudinal study following queer identifying student teachers as they study for their undergraduate degree to gather data on queer language teacher identity formation.


  Concerning the influence of a teachers workplace, one limitation of the research is that all three of these teachers work in urban settings and it is important to note the role of setting upon the acceptance of diversity. I would speculate that gay language teachers in rural settings in Colombia would tell very different stories.


  The implications for the EFL classroom echo Kupfer (2000) and Kanno and Stuart (2011). All teachers, including those identifying as queer, bring all aspects of their identity into the classroom and being comfortable with these aspects, not having to hide a fundamental part of themselves, directly contributes to classroom dynamics and thus the learning process. Teachers who openly identify as queer not only provide queer students with a role model but they also demonstrate the importance of honesty in the classroom.


  In a small way, the scarce research on queer identifying language teachers has been added to by this project. Perhaps the knowledge created in this project might provoke more research on the topic and thus increase understanding of queer language teacher identity issues in Colombia and how these impact upon local teaching and learning processes.

  


  [bookmark: _ftn2]1Loca is a derogatory term in Spanish for a gay man who is very effeminate.
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  Master degree programs have rapidly increased in Colombia to the point where they are one of the most favored options for English teachers seeking to bolster their professional development. This survey study characterizes eighty participants, their five master programs, and their perceptions concerning the influence these graduate courses exerted on their teaching. While participants pedagogical and research work seemed to have benefited the most from their studies, their practices involving language policy and administration were regarded as distant from what they learnt. Findings suggest that innovation, reflection, and collaboration permeated participants overarching categories of development. Challenges to respondents integration of their newly acquired education with their teaching included competing ideologies and agendas exhibited by stakeholders in school communities.
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  Los programas de maestría en Colombia han aumentado rápidamente convirtiéndose en opciones preferidas para el desarrollo profesional de profesores de inglés. Empleando encuestas, se caracterizaron cinco programas de maestría, ochenta participantes y la influencia de sus estudios de maestría en su enseñanza. Mientras la pedagogía y la investigación fueron aparentemente los aspectos que más se beneficiaron de sus estudios, sus prácticas en política lingüística y administración fueron las menos favorecidas. Los hallazgos sugieren que la innovación, reflexión y colaboración permearon en general el desarrollo profesional de los participantes. Los retos que enfrentaron los participantes al integrar la educación posgraduada con su enseñanza incluyeron ideologías y agendas opuestas de los varios actores educativos en las escuelas.


  Palabras clave: desarrollo profesional de profesores de inglés, educación de profesores de inglés colombianos, educación posgraduada de profesores de inglés, maestría en enseñanza de inglés.

  


  Introduction


  Teachers can develop professionally by resourcing a vast array of formal and informal options. Though there are many options available to teachers, most choose to deepen and expand their knowledge base by enrolling in courses, seminars, and workshops. Colombian English teachers are not the exception to this trend as González, Montoya, and Sierra (2002) and González (2003) reveal. In their studies, educators in public and private schools expressed that teacher development programs and postgraduate courses offered by universities were their number one choice for continuing their education. From the time the aforementioned studies were published to date, university postgraduate programs, namely, master programs, have grown dramatically. As Figure 12 shows, from two programs in English language teaching (ELT) before the year 2000, the number of programs increased to almost twenty in 2016. These programs are offered mostly in regional capital cities, among them Bogotá, Medellín, and Cali.


  [image: ]


  This tendency in ELT masters programs aligns with the general trend in all the disciplines in the country as Figure 2 illustrates. By the year 2000, approximately one hundred masters programs had been opened and in 2015 that number soared to 400.
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  The rapid increase in the number of master programs in ELT calls for research to update and deepen the fields knowledge of teachers perceptions regarding their participation in these programs. Albeit Gonzálezs (2003) and González et al.s (2002) studies, conducted more than ten years ago, established key issues regarding Colombian teachers views on their options for professional development, the questions they posed did not specifically tackle postgraduate studies. Consequently, they do not provide substantial discussion concerning master programs.


  In this vein, this article seeks to characterize not only a group of masters programs in Colombia, but also the participants in these courses. In addition, by examining teachers perceptions concerning their masters level studies, the manuscript delves into the impact that they understand the programs might have had on their performance within their teaching contexts.


  Literature Review


  After their initial education in undergraduate programs, teachers nearly always need to continue their learning. As Richards and Farrell (2005) posit, the issue is not that their prior education experience might have not been a productive one, but that there are limits to what teachers can learn in each cycle of their education. Moreover, educators live in a changing world which requires them to constantly develop new knowledge and skills necessary to cope with new challenges faced when attempting to contribute to their students learning. In this vein, Freeman (2001) explains that after five years of teaching, in-service teachers make their learning goals the core of their instruction. At this point in their career trajectories, teacher education, especially education rooted in inquiry-oriented and reflective paradigms, provides an essential guide for their efforts to meet their career objectives.


  Though in-service teachers education can involve educators training or development, current tendencies in the field align with a developmental perspective. Richards and Farrell (2005) make a distinction between teacher development and teacher training. Teacher training is focused on teachers present responsibilities and typically aimed at short-term and immediate goals (p. 3) whereas teacher development serves long-term goals and seeks to facilitate growth of teachers understanding of teaching and of themselves as teachers (p. 4). Consequently, it behooves teachers to focus on development rather than training as they make educational progress, not only because of the technical conception associated with training but also due to the reflective, long-term, and teacher self-driven agenda behind seeking teachers development. In this vein, Cárdenas, González, and Álvarez (2010) underscore the need to adopt a general framework founded on a developmental perspective for Colombian English teachers education.


  In-service teacher options for development encompass a vast array of modalities. The level of formality, length of engagement, type of certification, association with others, and objectives being pursued constitute some of the variables shaping teacher education alternatives. Higher education courses, for example, master courses are included in what Roberts (2016) and Johnstone (2004) characterized as formal situations for teachers learning. These programs will grant university certification to teachers and in Colombia they required teachers to take courses for at least two years. The Colombian Ministry of Education has provided guidelines for master programs in Decreto 1001 (MEN, 2006a). In this vein, master programs are expected to contribute to the production, apprehension, and use of knowledge guiding participants to innovate and to update their knowledge base, not only at the methodological level but also regarding the scientific developments in their discipline.


  Nationally and internationally the consistency of master programs has also been aligned with overarching principles founded on adult education (Cárdenas et al., 2010; Díaz-Maggioli, 2003). Based on research areas on adult education, Brookfield (1995) posits that self-directed learning and learning how to learn, critical reflection, and experiential learning are major foundations considered in the education of this population. In addition to the previous principles, Díaz-Maggioli (2003) discusses how teachers, as adults, should be motivated and respected by taking into account their needs and decisions when they enroll in education programs. Likewise, encouraging them to collaborate with peers and providing suitable institutional conditions are of paramount importance in their learning.


  The following lines summarize studies published in Colombian journals targeting ELT master programs. Pineda and Clavijo (2003) examined participants beliefs about research and their development of research skills and determined that they were able to bridge reflective and research practices. Through their exploration of the innovation processes carried out in schools by teachers enrolled in a masters program, Clavijo, Guerrero, Torres, Ramírez, and Torres (2004) found that teachers planned and carried out curricular innovations thinking critically about students needs and interests (p. 11). Álvarezs (2009) examination of teachers reflections regarding their knowledge base concluded that these participants various knowledge categories were built from the interaction of what they learnt in their formal education and what they accumulated through life experiences. McDougald (2015) established that by using new technologies in their practices, M.A. candidates increased their instructional abilities to use these new technologies, their comfort when assessing them, and the encouragement of their pupils learner autonomy development. Quintero Polo (2003) concludes that participants involvement in a human approach to evaluation led them to comprehend the relevance of evaluation and of decision making as a staged process in their pedagogical practices. López Mendoza and Bernal Arandia (2009) posit that M.A. programs with assessment and evaluation components can support teachers to become agents of change in their institutions by contributing to the transformation of ideas and practices concerning assessment. Finally, Núñez and Téllez (2015) examined a material development seminars role in M.A. candidates personal and professional growth. Participants evidenced knowledge gains about the field, renewed pedagogical practices, and refined research projects.


  Though the following two studies do not exclusively focus on master programs, they yield valuable information concerning Colombian teachers perceptions about these formal professional development opportunities. Targeting public and private school English teachers, González et al. (2002) established that graduate studies were a major expectation of participants. Nonetheless, teachers viewed Colombian graduate programs as theory-based, without options to guide them in employing that theoretical knowledge in tackling their real needs at schools. These conclusions were corroborated by Gonzálezs (2003) study which determined that graduate degrees offered by Colombian universities were regarded as valuable but enrollment was deemed as problematic because they were theory-oriented, distant from real classrooms and unaffordable for many teachers (p. 163).


  The Study


  This survey studyattempted to explore ELT master programs in Colombia. According to Ary, Jacobs, Sorensen, and Razavieh (2010), such types of studies allow scholars to summarize the characteristics of different groups or to measure their attitudes and opinions towards some issue (p. 28). A mix-method approach guided researchers in the collection and analysis of both quantitative and qualitative data. By using descriptive statistics, the first type of approach guided the analysis of information in order to highlight the salient events and perceptions tendencies. Meanwhile, a qualitative paradigm expanded on participants perspectives concerning their master studies and their impact on their teaching practices.


  Participants and Data Collection Instruments


  This study was conducted with a group of 80 masters graduates and candidates from five different programs at different public (4) and private (1) universities in Colombia. As Figure 3 describes, participants exhibited diverse degree accomplishments, years of experience and positions in their teaching institutions. Fifty-two participants were master candidates and among them 41% were in the first year, 3% in the second year, 53% were writing their thesis, and 3% had already defended their project. Twenty-eight participants already had their masters degree and 35% of them had graduated during the last year, 3% graduated two years ago, and 37.5% finished their studies more than three years ago. Participants held a position in different public (62%) and private (37%) institutions. Their working contexts varied from primary (10%), secondary (66%), university (16%), and other institutions (1%) in rural (18%) and urban (82%) areas. The functions that respondents carried out at their institutions ranged from teaching (92%), administration tasks (1%), management (6%), and others (1%).
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  Instrument and Procedures for Data Collection


  According to the studys aim, a survey was administered by means of an internet application. This survey was divided into several sections concerning participants profiles, general and specific perceptions about the connections between their master programs and their teaching practices, the challenges they faced when trying to employ what they learnt in their pedagogical exercise, and, finally, a consent form section as a response to ethical issues. The survey contained different closed and opened ended questions which provided both qualitative and quantitative data (see Appendix). This survey was piloted with 10 students from one of the universities and then some adjustments were made. The researchers invited participants by contacting the master programs directors. The information was collected for about two months and 80 participants were willing to complete the questionnaire.


  Program Description


  Five master programs were studied. These programs were located in four main Colombian cities: two in the capital city of the country and the remaining ones in capital cities of other departments. Four programs completely focused on ELT and one of them was a Master in Education with an emphasis on ELT. Two were advancement programs and two research masters.3 Two programs started before the year 2000, the other two during the decade beginning with 2000, and one of them in the decade beginning with 2010. Table 1 shows that all the master programs sought to encourage participants to cultivate a reflective attitude, research skills, abilities to design and use curricular elements, and pedagogical strategies based on their students and contexts characteristics. Another common tendency was to guide participants learning towards the comprehension and construction of theories.
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  Table 2 reports that three curricular areas appear as commonalities among all the programs: research, pedagogy, and curriculum design. In these areas, in several cases, universities offer specific courses. Most universities also required candidates to take seminars on second language acquisition and disciplinary courses either to support their development of language ability or to increase their theoretical knowledge of language structure and functions. Finally, all the programs offered a diverse range of optional courses.
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  Data Analysis and Findings


  Researchers analyzed the data taking into consideration four pre-established areas in regard to teachers learning, namely, pedagogical practices, research, language education policies, and administration. Information collected for each area was categorized by following grounded theory principles (Glasser & Strausss, 1967). In addition, descriptive statistics were used to supplement qualitative data. Researcher triangulation (Patton, 2001) was useful to corroborate findings. This section starts by sharing findings concerning participants overall understanding of how their postgraduate studies had shaped their performance in their teaching contexts.


  As Figure 4 reveals, the highest number of participants (53%) and the second highest number (26%) acknowledged that their masters level studies had highly or very highly contributed to their teaching practices at schools.
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  Similarly, Figure 5 shows that 61% of participants regarded their masters program studies as facilitators of connections between schools and universities at a high or very high degree, and 32% at a medium degree. The previous findings contradict González (2003) and González et al.s (2002) studies in which their participants did not acknowledge master studies as substantial avenues to support them in connecting what they learnt in such programs with their classroom practices. An explanation for the contrast between findings in the two studies might be that M.A. programs have evolved from the time González et al.s and González studies were conducted and currently, these courses methodology, curriculum, focus, and approaches are more geared towards participants needs which lead to a greater impact of their education on their contexts.
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  The nuances of participants perceptions regarding these contributions highlight the following aspects: encouragement for reflection processes (all universities), innovating views and knowledge (universities A and E), support to conduct research processes (B, C, D, E), teaching practice improvement (B, C, D, E), the use of theory in their practices (A, D, E), the encouragement of their students to pursue higher education degrees (B, C, D). Other contributions encompass material design (E), changes in their institutions (D), and changes on a personal level (A). Conversely, three participants reported they did not perceive any impact from their studies on their teaching.


  The aforementioned findings align with studies results in Pineda and Clavijo (2003) who determined that by participating in master programs teachers increased their reflection and critical reflection. Other investigations concluded that participants reflection as a result of their graduate studies was associated with their development of inquiring skills, namely, their abilities to bring changes into their school settings (Clavijo et al., 2004) and their competence in intertwining theoretical frameworks with their teaching (Álvarez, 2009). Likewise, the studys findings support scholars deliberations in regard to the relevance of promoting critical reflection in adult education (Brookfield, 1995; Cárdenas et al., 2010; Diaz-Maggioli, 2003).


  Master Programs and Participants Pedagogical Practices


  When participants were asked to grade the level of impact that their master studies might have had in their pedagogical work, most of their answers place this category at the top of their perceived gains (see Figure 6).
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  Various aspects of participants pedagogical abilities and knowledge were perceived as being shaped by their M.A. education: critical and reflective thinking (all universities), innovation in the classroom (all universities), material design (UC, UD), classroom research (UC, UD), and coaching colleagues (UD). In particular, M.A. graduates and candidates asserted that increasing their understanding of conceptual frameworks supported different features of their practices as they gained clarity about the teaching and learning processes, and re-shaped their pedagogical actions.


  
    I think that when I enlighten my practice with theory, my job changes, to become not only a teaching practice but a space for analyzing, critiquing, and building awareness in regard to the relevance to learn another language understanding and valuing its context. (UD-P2)4
  


  While the previous excerpt illustrates how a participant perceived the program as a valuable avenue for establishing connections between theory and practice, it also evidences the close relationship between that connection and reflective and critical thinking. Moreover, teachers seemed to be more aware of the decisions they made and the reasons for those decisions in the classroom: Before enrolling in the program, I [prepared activities based on students preferences], its just that now I am more aware of what I do and the reason why I do it. (UD-P5)


  Furthermore, the impact did not merely concern reflection on action, but it apparently transcended the setting and contexts where they became involved in concrete processes of classroom innovation. Thus, it furthered/furthers change in traditional methods, provided students with activities they liked, created new events and opportunities to learn the language, and encouraged participants to lead projects aimed at improving pedagogical processes.


  
    I could confirm that the methodology applied in my current practices and learned during my masters studies, is remarkable in contrast to other colleagues. Likewise, I can refer to the positive opinion, love, and preference that my students show for my class. (UD-P3)
  


  In addition, some participants from UC and UD believe that their master programs have had an influence on designing material which relates to their adjustments of curriculum and syllabi in their institutions:


  
    I have contributed on the elaboration of printed and multimedia material focused on the students characteristics. Furthermore, I have proposed different strategies to tackle the teaching of English and to overcome the difficulties students may have. (UC-P25)
  


  For UC and UD master candidates and students who graduated with their masters, their studies encouraged them to conduct research and to carry out projects in their institutions. In fact, the following comment discusses participants willingness to implement their master thesis and projects in their settings to obtain better results in the classroom:


  
    My proposal, and research was conducted with eighth graders and I used TBL [task based learning], that helped students significatively to obtain better academic results.(UD-P67)
  


  However, as the comment above expresses, not only did participant students seem to benefit from their knowledge, but colleagues apparently also benefited from the coaching and support provided to them:


  
    Teachers from primary ask me for advice, masters candidates from different universities look for counseling, all these shows that the masters program opens a different way to teach and to learn English.(UD-P74)
  


  Master Programs and Participants Research Work


  Analysis of the data gathered shows that this area stands as the second highest in participants development being impacted by their master studies (see Figure 6). The different topics branching out from this impact encompassed: the influence in reflective processes (UA, UB, UD, UE), the development of research projects in the classroom to change realities (UA, UC, UD, UE), the diagnosis of contexts (UC, UD), and the increasing awareness on the relevance of research (UE); nevertheless, as shown in Figure 6, a few participants considered this impact as low, very low, or nonexistent (UA, UD).


  To begin with, participants acknowledged the master programs emphasis on research which aligns with the emerging characterization of targeted programs in Tables 1 and 2. This focus was acknowledged as an avenue for their involvement in reflective processes. Participants stated that they became able to elucidate and analyze problematic situations in their classrooms, students, and institutions which may turn into potential research projects: The masters program has guided me to focus on diverse realities and it has triggered on me the need to observe closely these situations to carry out possible research studies (UB-P38).


  Master studies seemed to give respondents the opportunity to learn about the process of conducting a formal research study leading them to feel more confident and prepared to carry out such processes. Indeed, some of the surveyed masters graduates or candidates had developed or were developing their research thesis or monograph within their own classrooms and settings. Participants believed that developing research in the classroom as part of their M.A. education allowed them to explore new and better ways of teaching and learning, and to change realities in their contexts: Its important to consider my role as a researcher in order to change my pedagogical perspective regarding methodology and teaching strategies (UC-P7).


  Other participants employed research in their teaching contexts as a means to conduct diagnostic processes of pedagogical issues. They claimed that they advanced in skills to explore, compare, identify, and recognize not only their and their students strengths or weaknesses, but also their classrooms, institutions, and practices possibilities and characteristics.


  
    There was a lot of work in the masters program about research approaches, this has helped me as a teacher because I can use diagnosis instruments to get to know how my students are doing in relation to previous terms and how I can guide them in the new one.(UD-P21)
  


  Finally, respondents (UE) believe that another type of impact has to do with theirs and their colleagues thus increasing awareness of the relevance of research. Due to the fact that participants develop research inside their own contexts, they believed that their peers seemed to become more aware of the importance of inquiry in their practices:


  
    By conducting a research study in the school and sharing it with all the educational community, and raising awareness about how important research is among other colleagues in the institution. (UE-P5)
  


  A few respondents from UA and UE did not perceive a major impact from their studies on their performance as researchers. Although other participants acknowledged their acquisition of research knowledge and skills, there were reports of various limitations constraining their exercising those competences. While some participants mentioned that within their master programs there was no consensus about how to conduct research, meaning that each one of their tutors had a different conception about it, other masters graduates and candidates affirmed that there was a lack of time to conduct research due to the substantial amount of work they were required to accomplish in other areas and the lack of resources to sustain their projects:


  
    In a private institution, the available time to conduct research is not always enough to put into practice what was learned. I also think that there was not only one research approach in the masters program, on the contrary, each tutor follows a different path and this becomes a limitation or disadvantage for us as students. (UD-P2)
  


  Master Programs and Participants Administrative Roles


  In contrast to participants highly perceived impact regarding master studies on pedagogical and research practices, as Figure 6 informs us, when analyzing gains in administrative roles, how respondents ranked this category as the one with the least impact. For some masters graduates and candidates their programs did not focus on or embrace education in program administration or the like. In this regard, though developing abilities to lead and manage programs was part of the objectives and expected graduate students profile in three of the targeted programs (see Table 1), there were no concrete courses or educational strategies available to potentiate these competences (see Table 2).


  Based on data gathered, another explanation for this low perception concerning impact on administrative roles could be that the majority of participants exclusively held teaching positions in their contexts (92%); nonetheless, a few participants affirmed that different from teaching, they developed functions concerning the coordination of academic units (6%) and administrative tasks (1%) (see Figure 3). In this vein, chances to become involved in managerial tasks were scant:


  
    Regarding the administrative labor, it is scarce the work that I have done, not because masters issues, but because of administrative matters in the institution, where I have worked, and where there are few opportunities for [developing administrative tasks]. (UE-P54)
  


  Digging into the impact of master programs on their work at the administrative level, some of the respondents highlighted the sporadic nature of their endeavors. Due to the variety of contexts in which participants worked and to the different and particular situations in which they developed administrative tasks, a variety of impacts were found. To begin with, participants from UB and UE regarded themselves as more able to carry out different projects at their institutions. Indeed, P37 from UB affirms: I have worked as head of department during four years, leading institutional projects in the area;and P61 from UE states that: I have strongly supported the elaboration and strengthening of educational projects for my institution in the English area and others. Furthermore, whereas teachers from UC remarked on the existence of an impact when they became involved in educational-policy, teacher-training tasks, teachers from both UC and UE emphasized management functions: I have been asked to develop lectures for my colleagues within the institution (UC-P10); one can support managerial activities at the institution through the pedagogical knowledge we acquired (UE-P55).


  Participants from UB, UC, UD, and UE seemed to view leadership as related to administrative roles. Specifically, they made this connection when discussing their involvement with educational policy in relation to curricular adjustments in their institutions. An educational policy, as the one embodied in the PEI,5 is discussed below:


  
    The impact [regarding the M.A. program] has been that much that, for example, in the institution where I work, I have always been taken into account to tackle topics related to pedagogical strategies, and I have been a leader in updating the PEI. (UD-P5)
  


  Apparently master studies contributed to participants expertise leading to their construction and consolidation of positive images as leaders in their school communities where they felt empowered by the high regard others exhibited of their input:


  
    Due to the knowledge about concepts and strategies, the value of a teachers word acquires credibility, which, to a certain extent allows opinions to be taken into consideration. (UD-P2)
  


  Master Programs and Participants Work With Language Policies


  Survey answers showed that the programs impact on respondents learning regarding language educational policy was ranked similarly in comparison with administrative work. Both of those categories received the lowest scores (see Figure 6). In this regard, it is worth mentioning that only one program, out of five, (UB), emphasized policy analysis as part of its objectives and graduated students profile, and only two other programs (UA) (UC), offered courses in this area (see Tables 1 and 2). Another explanation for this low perceived impact might be that, as in the case of administration endeavors, participants manifested their lack of opportunities to become involved in tasks concerning the analysis, construction, and reconstruction of language education policies. Finally, some participants indicated that their voices were not heard in their institutions because the policies were pre-established by the government so the institutions could not allow any changes:


  
    As teachers we are informed about institutional policies but I am not allowed to influence on these policies. They listen to my opinions, but because sometimes I am too critical I am ignored. (UE-P6)
  


  Among those participants who did regard an impact of master programs on their education as teachers, UE-P61 expressed:


  
    I have been able to comprehend more easily the changes in educational policies from a critical and constructive perspective. Although I cannot change the ones I consider harmful, I know that if I organize my pedagogical practice, I can reduce the impact of harmful policies on my students. Now, I know how to keep balance between my ideals, my institutions, and national educational policies. This is difficult because of frequent changes and lack of coherence, however, what I have learned has been useful and I have stopped feeling frustrated in my job.
  


  As shown in the excerpt above, graduate studies allowed participants to be keener at reflecting critically upon the official policies from the government. Apparently, processes of thinking and reflecting allowed participants to study and analyze such policies from different angles, and to establish a connection between them and real contexts.


  Consequently, participants seem to be more likely to make changes and contribute to the analysis of policies at their institutions. Some respondents from UB, UD, and UE affirm that now they participate in trying to revise policies in their institutions, which evidences the influence of their masters studies at this level. Others acknowledged the contribution of their master studies when they were able to promote the analysis of these policies as they implemented those policies in their classrooms.


  Challenges to Integrate Their M.A. Education Into School Work Teaching


  Before elaborating on respondents who claimed they had faced challenges when attempting to employ the knowledge and abilities acquired as a result of their masters level studies in their teaching practices (72%), it is worth noting that the remaining 28%, those who apparently did not encounter any barriers, pointed out the following factors as mitigators of those limitations: the pertinence and realistic nature of their proposals, the preparation they had achieved through their program, and their flexibility coupled with the support from their colleagues and administrators which buttressed participants autonomy:


  
    Ive got help from colleagues and administrators when I want to conduct a project, and schools in the public sector allow a bit more of curricular autonomy inside the classroom. (UC-P14)
  


  An unfavorable side of most of the aforementioned factors affected those participants who acknowledge the existence of challenges. These limitations tended to undermine the impact that their education could have on their overall professional development because the existence of adverse conditions to exercise what is learnt might not sustain teachers expertise. Challenges in connection with their students, their institutions, and their colleagues, among others, are discussed in subsequent lines. Participants in all the universities claimed that their institutions policies did not contribute toward their efforts to incorporate their newly acquired knowledge into their pedagogical practices. Firstly, they hinted at the lack of support in their schools concerning enough time, space, and resources as a problem. Secondly, conforming to institutional policies mounted by school authorities became an exhausting process which often times discouraged them. The following testimonies illustrate these circumstances:


  
    Well, in the M.A. there is always talk about the use of strategies based on resources like tv sets, video beams, and in public schools there is not full access to them; being honest, that issue sometimes makes it hard to use what you learnt. (UE-P66)
  


  Another level of limitations was associated with participants colleagues. In all the universities, there were masters graduates or candidates who listed reasons related either to their coworkers attitudes, qualifications, or job conditions as obstacles to integrate what they had learnt into their context. The following respondent shared his experience trying to implement a writing project:


  
    Some teachers are not that committed and dedicated to teaching such a complex skill as writing, so they end up working in a general and not very meaningful way. On top of this, not all of them are willing to explore new technologies and methodologies. (UC-P25)
  


  In addition to their peers lack of commitment and resistance to adopt new ideas, other participants indicated that trying to develop projects was a challenge when their colleagues knowledge and skills regarding the language and methodology were poor or at least conflicted with the expertise they had attained through their graduate studies. These types of issues coupled with the unfavorable job conditions some participants reported, especially in the public sector, did not seem to generate an encouraging environment in which they could establish collaborations among teachers:


  
    Evaluation is an issue which takes time to be understood. Being part of a team has been hard when trying to make all members follow the same direction. I have not found the right frame of mind in all team, so that they are ready to invest more time to check evaluation practices. (UD-P47)
  


  Regarding learners in their schools, for respondents in universities B, C, D, and E; their students language ideologies in connection with their learning habits made difficult, on occasions, their attempts to innovate using ideas from their master studies:


  
    Students are accustomed to traditional work, dictation, copying, transcribing and sometimes when I use new strategies, they dont take them seriously or theyre lazy. They are reluctant to be involved in activities that would challenge their brains. (UD-P58)
  


  In addition to the sort of learners beliefs and practices described by the respondent in the previous comment, large classes, students low English level, and lack of experience at working with certain types of students complicated their use of innovative ideas originating from their graduate studies. Participant 52 from UE explained: Once I had to teach English to a visually impaired student. That was a challenge because not even administrators answered to me about how to work with him.


  Other challenges were grouped into a miscellaneous category. They include, among others, parents expectations rooted in traditional beliefs, for instance, the use of Spanish as a means for instruction in the English class or of textbooks for learners to complete exercises. Parents attitudes created challenges because of their lack of commitment and preparation to support their childrens learning. What respondents colleagues exhibited as ideologies about the high prestige or certain curricular areas (e.g., biology and math) vs. others (e.g., English), emerged as another constraint faced in their schools; in this vein, resources and opportunities were not frequently a priority in order to allow actions to be taken for the improvement of foreign language pedagogy. Finally, competing agendas between M.A. candidates or graduate students and teacher training agencies (e.g., Secretarías de Educación, British Council) regarding the introduction of teaching methodologies turned into struggles which participants were not usually able to overcome because they faced institutional powers. One of the participants exemplifies the latter point:


  
    There is conflict with other pedagogical views from peers, administrators, students, parents, and teacher trainers from the secretary of public education. Usually there is lack of coherence between what is sought and what is offered, what is said and what is done, what is potentiated and what is evaluated. (UD-P64)
  


  Participants were also asked about their attitudes towards the challenges they had encountered when attempting to employ their M.A. knowledge in their teaching at schools. While in all universities a group of respondents persevered in their efforts by being more creative, trying to persuade colleagues to join them in their projects, or working on obtaining funding from other sources, other participants abandoned their innovation plans believing barriers were unsurmountable. On the positive side of the reactions, there were participants who saw the challenges as opportunities for change (universities C, D, E):


  
    My attitude was one of perseverance, willingness to create, innovate, participate, to explore academic and research topics, to modify what is not done well or one does just to stand out without considering others benefit. (UD-P3)
  


  Finally, in university E, some participants referred to their reflection coupled with research as their way to confront challenges.


  Conclusions and Pedagogical Implications


  For most participants their enrollment in master degree programs impacted positively their development as teachers. In all of the four pre-established categories discussed, three recurrent topics can help to summarize findings. To begin with, participants perceived that their graduate education made them more reflective, which allowed them to deepen their analysis of educational policies and to carry out curricular adjustments. Regarding research, reflection seemed to be of paramount importance in order for participants not only to configure and conduct informed and coherent inquiry and pedagogical activities, but also to understand the relevance of research itself. Innovation at various levels of their teaching-related endeavors emerged as a second topic intersecting the categories of perceived impact in association with respondents master studies. For master degree graduates and candidates, inasmuch as their education favored their reflection and research abilities, they were more prompt in transforming their pedagogical practices. Likewise, some participants felt empowered to examine and possibly adjust or change institutional educational policies.


  Findings also showed that collaboration within the school community was a topic permeating participants and their colleagues views when the former reported on their growth as teachers who were pursuing or holding masters degrees. By conducting research projects that involved several members of the community, their peers engagement resulted in a growing awareness about the relevance of research. Furthermore, their newly acquired knowledge and abilities put them in a more privileged position so that their peers, administrative staff, and other stakeholders accepted offers to engage in projects with them. For instance, in some cases, their colleagues seemed to welcome their coaching on how to implement better teaching plans.


  Putting into practice what teachers had studied in their graduate programs was the cornerstone to fueling their professional development; however, these opportunities were sometimes jeopardized by the ideologies, stakeholders profiles, agendas, and policies that existed in their school communities. Not only students and colleagues but even parents traditional beliefs would occasionally oppose participants innovation plans. Institutional guidelines also appeared to constrain where, when, and how they could implement their proposals; resources at various levels did not always seem to be available and in some cases, motivation appeared to be low due to job conditions coupled with perceived lack of opportunities to assume new roles in schools. Likewise, when their colleagues and students did not exhibit critical knowledge and abilities to team up in carrying out projects, they felt discouraged. Albeit a group of participants reacted to these challenges by abandoning their plans, apparently most of them understood challenges as fresh starts to reshape their plans and to probe for new options.


  The aforementioned constraints have led us to suggest that M.A. programs need to create and strengthen alliances with participants working institutions. These associations can become avenues to bridge gaps between traditional and innovative plans and practices in both scenarios. In addition, those holding masters degrees, candidates, and faculty can function as conduits sharing their knowledge and illustrating positive attitudes when implementing common agendas between university M.A. programs and schools. Specifically, the promotion of professional growth networks involving people from master programs and stakeholders in schools could result in the development of communities which allow teachers constant communication. This may represent an opportunity to tackle issues concerning the lack of cooperative work among colleagues in the institutions and the reluctance to incorporate new ideas.


  The characterization of the targeted programs using their objectives, expected graduate students profiles, and their curriculum contents seems to hint at a correlation between programs and participants perceived enhancement of their development as EFL teachers. In the case of research and pedagogical strategies where the highest levels of impact were reported, it was observed that all five universities clearly sought to buttress these dimensions of participants education. Despite this positive view, it is relevant to highlight that for some, the diversity in research approaches in masters graduates and candidates programs emerged as a limitation. Language education policy and administration did not seem to be emphasized through most programs curricular goals and contents and these two areas were the least favored by participants.


  In order to ameliorate the perceived gap between M.A. programs curricula and participants advancement in some aspects of their development, these types of graduate programs should, firstly, consider expanding their emphasis beyond teaching strategies and related research to include more issues regarding language education policy and program administration. Secondly, these courses can guide teachers towards an understanding of diverse perspectives on conducting research less focused on prescribed paradigms and more on employing inquiring methods according to contextual needs. Finally, due to participants concerns about master programs not tracking their work in their teaching setting, it is suggested they integrate practicum experiences in curricula favoring the tutoring and feedback that more expert faculty can provide in situ.

  


  1This article is based on a research study presented in a plenary session at 6° Seminario Internacional de Desarrollo Profesional de los Docentes de Lenguas Extranjeras, Medellín, Colombia, 2016 (Viáfara, 2016).


  2The information used to design Figures 1 and 2 was taken from Sistema Nacional de Información de la Educación Superior (SNIES) and from the document Situacion de la Formación de Programas de Postgrado en Colombia published online by the Ministry of Education (Ministerio de Educación Nacional [MEN], 2006b).


  3Based on the Colombian Ministry of Education, there are two lines for masters programs in Colombia. While the first one, profundización [advancement], is an in-depth study of a discipline in order to acquire abilities and knowledge to solve problems in the target field, the second one, research programs, seeks to encourage the development of abilities in order to enable participants to work in research processes and generate new knowledge (MEN, 2006a).


  4Excerpts from participants answers in the survey were translated into English by the authors of this article being faithful to the original statements. Excerpts have been codified using some abbreviations: UA, UB, UC, UD, UE, and refer to the programs targeted for this study. P followed by a number represents the participant.


  5PEI = Proyecto Educativo Institucional (an institutions educational project).
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  Appendix: Survey Sample


  Connection between Master Studies and Professional Development


  Professional and Employment Profile (Choose the option that is true for you)


  
    	
      
        	Masters graduate


        	Masters candidate

      

    


    	When did you graduate?

      
        	Last year


        	2 years ago


        	More than 3 years ago

      

    


    	In the case you have not graduated yet, how much have you advanced?

      
        	1 year


        	2 years


        	Working on thesis


        	Already defended thesis

      

    


    	Current job institution

      
        	Primary


        	Secondary


        	University


        	Other

      

    


    	Current job location

      
        	Rural


        	Urban

      

    


    	Position

      
        	Teacher


        	Administrative Staff


        	Coordination


        	Other. Which?

      

    

  


  Perception of Master Studies


  
    	Master studies impact on your practices as a teacher. (Explain answer)

      
        	Very highly


        	Highly


        	Medium


        	Low


        	Very low

      

    


    	Master studies impact in your teaching practices. Rank each one of the following items provide a number from 0 (lowest) to 5 (highest).

      
        	Research


        	Administration


        	Pedagogical strategies


        	Language education policies

      

    


    	Explain how your M.A. education might have influenced your pedagogical strategies.


    	Explain how your M.A. education might have influenced your performance in administration work.


    	Explain how your M.A. education may have influenced your work concerning research.


    	Explain how your M.A. education may have influenced your work about educational policies analysis and implementation.


    	Have you faced any challenges when trying to implement what you learnt in your M.A. programs at your school?

      
        	Yes


        	No

      

    


    	If your answer for the previous question was yes, explain.


    	What attitude have you taken regarding these challenges?


    	In case you have not faced any challenge, why do you think that occurred?


    	How do you think the master programs may strengthen the connection between what is learnt in the program and your work at schools?
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  This study seeks to examine how a supervisor scaffolds the student-teachers learning-to-teach process in the context of one-to-one tutoring sessions in an English as a foreign language teacher education programme in Argentina. The findings indicate that scaffolding implies two main phases: a diagnostic and an intervention phase. Moreover, the supervisor was found to provide contingent help, which suited the student-teachers perceived needs and/or difficulties. In conclusion, scaffolded help should be understood in relation to the function it serves and how it accommodates the students level of understanding.


  Key words: Learning-to-teach, scaffolding, student-teachers, supervisor, teacher education.

  


  Este estudio tiene el propósito de examinar como una supervisora orienta a los profesores en formación durante su proceso de aprender a enseñar en el contexto de tutorías uno-a-uno de un profesorado de lengua extranjera - inglés en Argentina. Los resultados muestran que el andamiaje consiste en dos fases principales: una de diagnóstico y otra de intervención. Además, se determinó que la supervisora proveía ayuda contingente, la cual se adaptaba a las necesidades y/o dificultades de los futuros profesores. En conclusión, el andamiaje debe ser entendido en relación con la función que cumple y cómo se adapta al nivel de comprensión de los profesores en formación.


  Palabras clave: andamiaje, aprender a enseñar, formación de profesores, profesores en formación, supervisora.

  


  Introduction


  Second language teacher education (SLTE) can be described as an evolving field. Wright (2010) contends that in the 1980s SLTE mainly focused on teaching methods and techniques whereas towards the end of the century, it became more concerned with learning to teach. Freeman and Johnson (1998) argue in favour of a reconceptualised knowledge base of SLTE, which encompasses three domains: (a) the nature of the teacher-learner, (b) the nature of schools and schooling, and (c) the nature of language teaching (p. 406). In a similar vein, socio-cultural theory (SCT) (Vygotsky, 1978) has influenced SLTE as teacher education programmes have come to conceive of student-teachers as a community of learners engaged in social practices and the collaborative construction of meanings and have advocated teaching modes which involve dialogue and collaborative inquiry (Richards, 2008, pp. 164-165). Activities that foster this form of joint participation help the student-teachers engage in conversation with teacher educators, school-based tutors, peers, and school authorities and learn from these formative meetings.


  Teaching practice offers a multiplicity of opportunities to work with others; however, most of the research carried out has tended to focus on post-observation conferences and the feedback that the student-teachers are given after teaching a lesson (Brandt, 2008; Copland, 2010; Tang & Chow, 2007). Much less is known about other instructional practices such as tutoring sessions which involve dialogue and collaborative inquiry. From the perspective of SCT, teacher educators play a crucial part since they need to effectively address each student-teachers individual zones of proximal development in order to enhance their potential for learning and focus not only on what they can already do on their own but also on what they can attain with the help of others. Therefore, one of the key skills that they need to develop is to scaffold the student-teachers learning-to-teach process. How and to what extent scaffolding unfolds in these tutoring sessions is the main concern of the present investigation.


  Literature Review


  The last decades have witnessed a steady growth in research on teacher education and development from the perspective of SCT. Adequate guidance or scaffolding is an essential process to assist and guide the prospective teachers to complete a task successfully or achieve a goal (Wood, Bruner, & Ross, 1976). In a case study involving a university supervisor (US), a cooperating teacher (CT), and a pre-service teacher (PT) in physical education during the field placement, Cartaut and Bertone (2009) explored the specific and complementary scaffolding modalities used by the two teacher educators as well as their effects on the PTs professional activity development. The researchers reported that the us supported the PT by suggesting directions for finding solutions and by raising new concerns about the requirements of the teaching profession in general and of the training institute in particular. It was further found that the CTs scaffolding activity comprised the provision of alternative actions both in terms of goals and concrete operations. In addition, the PT revealed that his views and actions in the classroom changed as a result of the USs and CTs joint and complementary scaffolding processes in the advisory visit and the CTs follow-up in the field training interactions. These results provided evidence of the scaffolds the two teacher educators deployed and the role that the support or scaffolding modalities played to help the PT develop professionally. Scaffolding can also be used as a strategy to prompt student-teachers to self-analyse and question their past experiences and current beliefs. Van Zoest and Stockero (2008) conducted research to examine the role of synergistic scaffolds (Tabak, 2004) in supporting knowledge of self-as-teacher. The researchers designed and implemented six scaffolds in a secondary school mathematics teacher preparation program. They concluded that the student-teachers had developed a sense of self-as-teacher and that the scaffolds had served the purpose of prompting changes. To a lesser extent, some changes not prompted by the instructor were introduced; an action which points at influences other than the specific six scaffolds. They also explored the pre-service teachers perceptions of the usefulness of the six scaffolds in supporting their thinking. All participants reported that the scaffolds had encouraged them to think more thoroughly than they would have otherwise, and alluded to their synergistic use. The researchers claim to have addressed the student-teachers learning needs when designing and implementing the scaffolds; nevertheless, when stating the limitations of the study, Van Zoest and Stockero call for the systematic diagnosis of pre-service teachers learning needs, which represent another dimension of scaffolding that was not analysed in this study.


  In order to research trainer talk from a linguistic point of view in the context of an MA class of Turkish pre-service English teachers, Engin (2013) analysed the trainers intervention strategies deployed in the post observation conferences as a means to scaffold the trainees reflections and classify them according to different levels of intervention. Afterward, the author found five different levels of trainer scaffolding in the interactions studied, ranging from least to direct intervention.


  Cartaut and Bertones (2009), Engins (2013), and Van Zoest and Stockeros (2008) research studies examine scaffolding provided to either pre-service or in-service teachers as an aid to support different activities. Nevertheless, these studies only analyse the scaffolding process from the perspective of support, thus focusing solely on scaffolded help in terms of intervention strategies. Van de Pol (2012) points out that not all forms of support can be equated with scaffolding since the assistance provided needs to be contingent upon the learners current level of understanding and faded over time.


  Some studies have analysed scaffolding from the perspective of contingent support. For example, Chin (2007) carried out research to explore how teachers use questions to scaffold student thinking and knowledge construction. Lessons taught by six secondary school science teachers were audiotaped and videotaped. The different questioning techniques used by the teachers were identified. It was also found that the teachers questions built on a preceding student contribution and served as rungs of a cognitive ladder enabling students to gradually ascend to higher levels of knowledge and understanding (p. 837). Therefore, the teachers questions were contingent in that they adjusted to the knowledge base of the students.


  Researchers van de Pol, Volman, and Beishuizen (2011) conducted research to investigate the one-to-one and small-group teacher-student interactions in order to describe the process of scaffolding. The study involved three social studies teachers working at secondary education innovative schools of lower prevocational education in the Netherlands. These innovative schools, contrary to more traditional schools, were expected to show more instances of contingent teaching and autonomous student learning, which are key features of scaffolding. The researchers observed that in two thirds of the non-contingent interactions, the teachers did not use diagnostic strategies. Lack of diagnostic strategies was found to occur along with miscommunication in many cases.


  That teachers resort to different strategies and skills to support and scaffold student learning is generally accepted notion. The studies that examine scaffolding and equate it with teacher help or support have identified numerous ways in which this scaffolded help can be realized. In addition, since these studies are mainly descriptive, the number of skills and strategies identified is quite comprehensive depending on their context of study. The review of the literature also emphasizes the fact that teachers need to diagnose and identify their learners needs before actually giving support. Therefore, they scaffold their students learning by making use of diagnostic strategies and providing contingent support.


  Theoretical Framework


  This research study is theoretically anchored on SCT (Vygotsky, 1978), which provides a detailed account of the interrelationship between learning and development. Vygotsky (1978) contended that psychometric tests only reflected the learners current developmental level and disregarded their potential abilities. SCT distinguishes two developmental levels. The actual developmental level refers to the individuals mental functions that are already completed or matured, which enable the individuals to perform activities on their own without any help. However, an individuals mental development is also indicated by those abilities that are under the process of maturation and that enable individuals to achieve different learning goals with the assistance of others. This stage is called the potential developmental level. The child is conceived of as an integrated whole of relationships that comprise developed and developing higher mental functions acquired through collaboration (Chaiklin, 2003). Vygotsky introduced the core concept of the zone of proximal development (ZPD) and defined it as the distance between the actual developmental level as determined by independent problem solving and the level of potential development as determined through problem solving under adult guidance or in collaboration with more capable peers (p. 86). This key construct helps explain how learning can foster qualitative developmental changes (Lantolf & Thorne, 2006). Therefore, from a Vygotskian perspective learning is in advance of development as the former triggers different developmental processes when the individuals interact with experts or more capable peers in their environment. Co-constructed knowledge and abilities become internalized and new ZPDs emerge. Chaiklin (2003) states that the ZPD is not a fixed feature as it evolves across age periods and constitutes a potential for learning (Wells, 1999).


  The ZPD has significant implications for teaching and learning. Vygotsky (1978) calls for diagnostic procedures to ground the teachers pedagogical interventions and assess the learners ZPD by determining maturing functions. In classroom settings, teachers can play a key role in guiding the learners course of learning and, thus, development by drawing on their existing capabilities and creating the appropriate conditions for learning (Lantolf & Thorne, 2006). Therefore, scaffolding (Wood et al., 1976) can be a useful strategy to help learners move across different ZPDs since it involves the support a teacher gives to a learner when carrying out a task which he/she would not be able to accomplish on his/her own (van de Pol, Volman, & Beishuizen, 2010).


  Method


  Bearing in mind the numerous characteristics of qualitative research identified by different scholars (Creswell, 2003; Dörnyei, 2007; Hatch, 2002; Mackey & Gass, 2005) one can see the present study is mainly framed within a qualitative methodology. To start with, the transcriptions of the on-going interactions between the participants enabled me as a researcher to have access to rich and complex details which, in turn, catered for a rich description of the scaffolding process in the setting investigated. Secondly, the research setting itself involved a naturalistic kind of inquiry (Lincoln & Guba as cited in Hatch, 2002) since scaffolding was studied in its naturally-occurring situation without manipulating any variables. Thirdly, studying the phenomenon in its natural context also contributed to understanding scaffolding from an insider perspective (Dörnyei, 2007, p. 38). Finally, although the study comprised a thick description of the scaffolding process, I sought to go further into an interpretative stage by making personal meanings while taking into account my role as researcher and my own personal biases and value stance as a practicum supervisor.


  The research also involves a case study design. The interactions in which a student-teachers learning is scaffolded by a practicum supervisor during tutoring sessions in the context of an English as a foreign language (EFL) teacher education programme is, therefore, the case or unit of analysis of the present work.


  Context


  This study took place in the context of the last practicum student-teachers had to undertake in an EFL teacher education programme at a tertiary level teacher education college in Córdoba, Argentina. The practicum comprises both observing lessons taught by a graduate teacher and taking a total of about ten practica. The practicum supervisor and the student-teachers met regularly during one-to-one tutoring sessions and post-observation conferences. This study was particularly concerned with the one-to-one tutoring-sessions that the practicum supervisor held with student-teachers weekly as a course requirement. They met in order to discuss lesson plans, require assistance, comment on previously taught lessons, and exchange views on changes made to the lesson plans after being suggested by the supervisor by email, among other issues.


  Participants


  One practicum supervisor and ten student-teachers participated in the study. The supervisor was an EFL teacher who had 23 years of teaching experience and 20 years of in-service supervisory experience. Furthermore, she had worked as a practicum supervisor and a methods teacher for nine years. At the time of data collection, the practicum supervisor had already supervised and assessed all of the ten student-teachers during the first and second practicums. The student-teachers were all 4th year students, who were undertaking the last practicum before majoring in the teaching of EFL. Their ages ranged from 21 to 55. While three of the pre-service teachers had considerable previous teaching experience, most of them lacked experience teaching English.


  Data collection


  All the one-to-one tutoring sessions between the supervisor and each student-teacher were audio-recorded. The supervisor was asked to hold them as usual and record the full interactions no matter what subject matter was being discussed. The use of the audio-recordings allowed me to capture the scaffolding process in a naturally occurring situation, in which I was interested as a practicum supervisor and researcher. Furthermore, since the focus of the study was on the on-going interactions between the participants, especially the ways in which they discussed different aspects of teaching practice and responded to each others words and/or comments, the audio recordings provided me with accurate and detailed data about the complexities and subtleties of the phenomena studied. They also enabled me to get a verbatim account of everything that was said, listen to the conversations countless times, and carry out macro- and micro-level analyses.


  A word must also be said about the limitations of using audio recordings. In this particular case, although it was agreed with the supervisor that the full interactions would be recorded, some parts might have been omitted since it was the supervisor who decided when to turn on the recorder and when to turn it off; therefore, the recordings might not provide a fully accurate picture of the interactions. Moreover, the impact that recording the conversations might have had on the participants behaviour should not be overlooked and, therefore, claims should be carefully made.


  Data Analysis


  Data analysis comprised different steps. Firstly, the data from the audio recordings were transcribed without deleting any parts in order not to make any judgments in advance and to get to know about all of the information collected thoroughly (Dörnyei, 2007). Following Dörnyei (2007), a pick and mix procedure (p. 248) was adopted to transcribe the data in order to fit my own research concerns (Mackey & Gass, 2005). The rationale for choosing certain conventions was: a focus on content and function as well as accessibility to readers. Next, the data were read several times and then several criteria were established for selecting fragments for analysis.


  Since the results of some of the research carried out earlier in the field of scaffolding and measuring instruments are already available, I opted for a tighter or deductive design (Miles & Huberman, 1994) with a pre-established set of analytic categories to describe and measure scaffolding. The teacher-students on-going interactions in the one-to-one tutoring sessions were analysed by resorting to the data-analysis instruments devised by van de Pol (2012). In particular, the model of contingent teaching (MCT) was deployed to carry out the analysis. Nevertheless, I followed an open-ended data-led procedure and allowed newly conceived categories to emerge and be included in the analysis.


  The MCT (see Table 1) devised by van de Pol (2012) serves as an instrument to describe the process of scaffolding in qualitative terms. The MCT consists of four steps:


  
    	Diagnostic strategies


    	Checking the diagnosis


    	Intervention strategies


    	Checking students learning

  


  [image: ]


  These steps uphold the interactive nature of scaffolding since each teachers turn is followed and thus determined by a students turn.


  The analysis focused on a qualitative examination of the scaffolding process. Drawing on the MCT, for each fragment, all teacher turns were coded as Step 1, 2, 3, or 4, bearing in mind the function they served in relation to the student-teachers turns. The following step consisted of identifying the combinations of steps in each interaction fragment, that is to say, cycles of contingent teaching. To round off the analysis, all interaction fragments were coded for contingency. A fragment was considered contingent, and consequently, a scaffolding example if the supervisor first made use of a diagnostic strategy and then provided assistance which was tailored to meet the student-teachers needs or level of understanding. A fragment was coded as non-contingent, and consequently, a non-scaffolding example if no diagnostic strategy was employed and immediate support was provided by the supervisor.


  Results


  The data analysed consisted of 24 tutoring sessions which were recorded by the practicum supervisor. The sessions varied in length, ranging from six to nineteen minutes. Most of the sessions, however, lasted about 11 minutes. The sessions were further divided into 102 interaction fragments. All the student-teachers turns were analysed as a unit, so I did not distinguish among the different student-teachers.


  The results section examines how the scaffolding process unfolded in the one-to-one interactions between the practicum supervisor and the student-teachers. I provide a descriptive account of the steps taken by the supervisor by drawing on the analytic categories provided by van de Pol (2012). It must be noted that the steps identified in the supervisors speech reflect the function they served in relation to the student-teachers reactions and/or responses, thus depicting the interactive nature of scaffolding.


  Steps Followed by the Supervisor


  The practicum supervisor was observed to start the one-to-one tutoring sessions in three different ways after greeting the student-teachers and engaging in small talk. In two of these ways, the supervisor initiated the interaction herself. She either started to read the student-teachers lesson plan and made follow-up questions and/or comments or encouraged the student-teachers to explain how they had planned their lessons, describe the activities, materials or procedures chosen, comment on and evaluate a previously-taught lesson, among others. The latter technique involved an explicit prompt on the part of the supervisor as the following examples illustrate:


  
    T: (Asking the student-teacher to start explaining her lesson plan at the beginning of the tutoring session) What about you M-----? (Session 2)
  


  
    T: (Prompting the student-teacher to start explaining her lesson plan at the beginning of the tutoring session) Tell me about your latest lesson.2 (Session 4)
  


  The third way of starting a tutoring session was characterized by the student-teachers themselves initiating the interaction. In these interaction fragments, the student-teachers began to talk about any aspect of the teaching practice of their choice. They were found to start describing their lesson plan right away or raise an issue or difficulty they had had regarding, for example, lesson planning or class management during the previous lesson. The following examples illustrate this:


  
    S1: (Before explaining a lesson plan) This would be my third Tuesday for the 6th class. (Session 14)
  


  
    S2: (Contextualizing the lesson planned) The thing is I have 120 minutes next Thursday, so its a lot. Some of the kids actually got the meaning of can, cant and the question, but some of them, they didnt, so I think...and A----- [the cooperating teacher] told they need to cover can and then food. (Session 8)
  


  The patterns of initiating interaction found in the data suggest an implicit agreement between the participants, in which each of them is equally entitled to put forth a topic for discussion. Regarding the ways in which a tutoring session ended, the supervisor mainly provided feedback and/or told the student-teacher what to do next. The following excerpt illustrates how the supervisor ended a session.


  
    S2: (After discussing the activities and their sequencing) that would be it, I mean, for the last period.

    T: And a good transfer. Its well-organized because you would be having the transfer part at the end.

    S2: Yes, and I left this at the end because its actually production, not just completing.

    T: Youve done a lot of practice, so I think this is fine.

    S2: Yes. (Session 8)
  


  Bearing in mind the MCT (van de Pol, 2012), one can classify the supervisors steps as cycles, consisting of four steps (see Table 1). After identifying the steps, all the interaction fragments were analysed for cycles of contingent teaching. No instances of Step 4 were found in the whole data. The supervisor was found to use only incomplete cycles. 1-3 cycles (n = 59, 58%), which consisted of Step 1 and Step 3 turns were the most frequent ones. 1-2-3 cycles (n = 39, 38%) in which the supervisor made use of Steps 1, 2, and 3 were also found but their frequency of occurrence was lower than that of 1-3 cycles. Only four instances of 3 cycles were found (4%), which consisted of only a Step 3 turn were observed.


  Contingency


  In order to provide tailored assistance, a teacher needs to adjust his/her support to the students current level of understanding. From the perspective of the MCT (van del Pol, 2012) this can be achieved by means of diagnostic strategies which enable the teacher to gather information and decide on the most appropriate kind and amount of help to provide the students with. All interaction fragments were coded for contingency, taking into account whether the supervisor helped the student-teachers after having diagnosed their understanding through at least one diagnostic strategy. Contingent cycles, in which the supervisor resorted to a diagnostic strategy before offering help, occurred most often (n = 98, 96%). Due to the fact that the supervisor resorted to different diagnostic strategies in almost all the interactions analysed, very few non-contingent cycles, in which the supervisor gave immediate support, were found (n = 4, 4%).


  In most of the contingent interactions, the supervisor first diagnosed the student-teachers level of understanding by means of four different strategies, namely posing a diagnostic question, reading the student-teachers work, listening to the student-teachers explanations/choices, and/or diagnostic prompts. Therefore, the support provided to aid their learning and understanding aimed to address the specific needs and difficulties the supervisor observed and/or the student-teacher expressed. In these cases, the teaching cycles were 1-3. On other occasions, the supervisor gathered some information about the student-teachers understanding and further inquired of the student-teacher in order to make sure that the assumptions she was making were accurate. In other words, the supervisor checked whether and/or to what extent her diagnosis was correct and/or reflected the student-teachers true level of understanding. In these cases, the teaching cycles were 1-2-3. Resorting to a Step 2 turn (checking diagnosis) enhanced the diagnostic phase and provided the supervisor with more precise information and, consequently, tools to give contingent support. The following example illustrates a contingent interaction fragment, which consisted of a 1-2-3 cycle (Session 13). The turns in the fragment have been numbered and each step has been identified at the end of the corresponding turn to help the analysis.


  
    (1) T: OK, tell me. (Step 1

    (2) S3: [The students] are studying have got, so I thought that as earlier this morning they were reviewing it, they have already studied it, they are reviewing it.

    (3) T: Then you dont need to present it as a new topic. Right? (Step 2)

    (4) S3: I dont have to present anything new.

    (5) (T is reading) (Step 1)

    (6) S3: So, this is the exercise. They have to complete with the negative form or the other way around (?). I have problems with the timing.

    (7) T: What about a warming-up? You havent included anything in, you just, its like you get into the classroom and say OK, hello, open the books. Have you thought of anything like that? (Step 3)

    (8) S3: To be honest I did it so quickly.

    (9) T: Because I think you...

    (10) S3: Im going to come tomorrow, so thats why I wanted you to correct some things.

    (11) T: Id suggest you include a warming-up, especially because they dont know you, you dont know them, so something to break the ice that might be related to the topic or not, but its like a lead-in for practice in this case because you are not going to introduce anything, it would be interesting, it would be the best actually, so leave that. OK, lets move on to the next part but please for tomorrow think about something through which they can actually remember, recycle, whatever in connection to in this case have and has got, so first this exercise, then, you have the warming-up and after that, you move to this exercise. (Step 3)

    (12) S3: Right as a way to start...

    (13) T: Besides, you wont be sure whether they remember the topic or not, the warming-up activity can help you to check that, how much they remember, because if you start with an exercise like this one without having checked if they remember, then maybe they cannot do it and the activity is spoiled and... (Step 3)

    (14) S3: Right, so that they know this topic well and can move into the following exercise smoothly.

    (15) T: Thats right, the warming-up activity can also consist in rearranging the elements into a sentence, something fast. (Step 3

    (16) S3: Now I remember [the cooperating teacher] told me that she had asked the students to bring pictures of Monsters Inc. to describe them, but they didnt have enough time to do it, so I was thinking of doing it next Monday.

    (17) T: OK, lets hope they bring them again to class. (Step 3)

    (18) S3: All of them brought the pictures this morning and asked her: Can we work with the pics? They were really interested, so maybe I could work with the two leading characters during the warming-up so as to...

    (19) T: That would be fine. (Step 3)

    (20) S3: Maybe I could ask them a few questions or...

    (21) T: Because they already know the interrogative form. (Step 2)

    (22) S3: Yes.

    (23) T: Itd be great then; you engage the students, check if they can do the activity and see if they remember el topic or not. (Step 3)

    (24) S3: So, Id do this activity to practice hasnt and...

    (25) T: Great.3
  


  This fragment appeared at the beginning of tutoring session 13, so it depicts the exchanges that took place between the supervisor and one student-teacher regarding the starting point of a lesson plan. In this example, the supervisor prompted the student-teacher to explain the choices she had made for the upcoming lesson (Step 1) and learnt in Turn 2 that the student-teacher had to work with the structure have got. The information earlier this morning they were reviewing it, they have already studied it, they are reviewing it helped the supervisor assume that the student-teacher had planned a revision lesson. The supervisors statement in Turn 3:then you dont need to present it as a new topic. Right? integrated this information and served to check whether her assumptions were correct (Step 2). She restated the student-teachers explanation by referring to the idea of revision as not presenting a new topic. The supervisor went on reading the lesson plan (Step 1) to gain further insights into the student-teachers decisions and this diagnostic activity was enhanced when the student-teacher showed and briefly explained to the supervisor the first activity she had chosen. The fact that the student-teacher had chosen a transformation exercise to start the lesson (Turn 6) helped the supervisor identify the first weakness that the lesson plan had since it lacked a warming-up activity as the following supervisors own words show: You havent included anything in, you just, its like you get into the classroom and say OK, hello, open the books. The different instances of support (Step 3) which follow in the interaction (Turns 7, 11, 13, 15, 17, 19, 23, and 25) stemmed from this perceived weakness and aimed to address it. Turns 7, 11, 13, and 15 helped the student-teacher first think about including a warming-up activity and then consider the underlying reasons and a possible alternative. In Turns 16, 18, and 20, the student-teacher came up with her own activity to start the lesson: describing the film Monsters Inc. and/or asking students questions about it. Then, the supervisor specifically helped the student-teacher as regards this activity as can be seen in Turns 17, 19, 23, and 25. This interaction fragment can be considered contingent since the help and support the supervisor gave was intrinsically linked to a particular weakness she had spotted.


  The interaction fragment that follows also illustrates the concept of contingency as it shows how the supervisor collected diagnostic information she could rely on to provide support. The fragment presents a 1-3 contingent cycle (Session 1).


  
    (26) T: (T is listening) (Step 1)

    (27) S4: Well so the first activity, I was planning to do a very short warm-up, asking questions going back to do you like...? in English, just to make them feel comfortable, so Im going to say: good morning, a bit of Spanish and then come back do you like cleaning your room?, so do you like cleaning your room? Do you like washing the dishes? Yes, just to warm them.

    (28) T: OK, you may need visuals for that. (Step 3)

    (29) S4: Visual aids, yes pictures.

    (30) T: Visual support, in case, there are too many so if the last person there in the room, you know, doesnt hear... (Step 3)

    (31) S4: Or wears glasses...

    (32) T: Oh thats a detail.

    (33) S4: Yes, I know how it feels

    (34) T: so youll need big pictures. (Step 3)
  


  This fragment appeared at the beginning of Session 1 after the participants had talked about the aim of the lesson and the number of students in the class. The supervisor got to know how the student-teacher had planned to start her lesson by listening to the student-teachers explanations/choices (Step 1) as the sole diagnostic strategy. Drawing on the information provided in Turn 27, the supervisor assisted the student-teacher (Step 3) by calling her attention to the usefulness of resorting to visual aids (Turns 28 and 30). In Turn 31, the student-teacher introduces the issue that some students may wear glasses, which triggered another piece of advice on the part of the supervisor (Turn 34). All in all, the fragment was contingent since the help the supervisor provided was based on the information already gathered.


  Non-contingent interactions occurred four times in the whole data set. Drawing on the MCT, they consisted of only a Step 3 turn (intervention strategy). In these interactions, the supervisor provided help immediately without first gathering diagnostic information. These interactions were all initiated by the student-teachers and shared one feature: they raised an issue or concern the student-teachers had. That is to say, they did not involve explanations regarding the lesson plan. A non-contingent interaction is illustrated by the example that follows (Session 2). The turns in the fragment have been numbered and each step has been identified at the end of the corresponding turn to help the analysis.


  
    (35) S3: And then exercise number 7 is rearrange, the same thing, I mean, the first time in class, Im just revising, I cannot show things maybe I want to.

    (36) T: no problem. (Step 3)

    (37) S3: Maybe for later.

    (38) T: But youve been asked by the teacher. (Step 3)

    (39) S3: Right I have to continue.

    (40) T: If it was a substitution class.

    (41) S3: That would be my chance.

    (42) T: That would be your chance, so its just fine, the thing is how you would go through this. (Step 3)

    (43) S3: In English and in Spanish.

    (44) T: Right, with your own style, thats the important thing here. Dont worry about a bit of revision, dont worry, you might have to introduce a topic or not in these training classes. (Step 3)

    (45) S3: She told me later, the difference between will and going to and Ill try to do it inductively.

    (46) T: So, well see then.
  


  In this example, the student-teacher was concerned about not having the freedom to choose and/or design her own activities as seen in Turn 35: the first time in class, Im just revising, I cannot show things maybe I want to. The supervisor addressed this concern immediately in Turn 36 till the end of the interaction (Turns 38, 42, and 44), which rendered the fragment non-contingent as the supervisor did not make use of any diagnostic strategy to have a clearer picture of the student-teachers understanding.


  The findings described in the section above focused on the steps taken by the supervisor and the contingency of her help. All in all, contingent interaction fragments, which comprised 1-3 and 1-2-3 cycles, had the most occurrences. They were characterized by a key feature: diagnostic strategies informed the supervisors decisions as to how much and what kind of help the student-teachers required. These interaction fragments were thus found to be contingent. Non-contingent interactions had the least number of occurrences. They were characterized by being initiated by the student-teachers concerns, which were immediately addressed by the supervisor.


  Discussion and Conclusion


  This study has captured the interactive nature of scaffolding as the ways and the extent to which the supervisors actions and utterances served to scaffold the student-teachers learning-to-teach process in the context of the one-to-one tutoring sessions could only be understood by analysing them in relation to the student-teachers actions and utterances. In other words, the role of dialogue in the on-going interactions between the participants is a crucial component of scaffolding as several researchers contend (Puntambekar & Kolodner, 2005; Stone, 1998a, 1998b; Tharp & Gallimore, 1991; Wertsch, 1979).


  From a qualitative perspective, the findings of this study suggest that the scaffolding process in the tutoring sessions comprises two main steps or phases: a diagnostic phase and an intervention phase. The MCT distinguishes Step 1 turns (diagnostic strategies) from Step 2 turns (checking the diagnosis). Resorting to only Step 1 turns or both Step 1 and Step 2 turns together reveals the supervisors need to gather essential information in which to ground her decisions as to what type of and how much help or assistance to give the student-teachers. In the tutoring sessions, the use of Step 2 turns seems to reinforce the diagnostic phase since it serves to round-off the supervisors assumptions and/or get a more focused idea of the student-teachers level of understanding. Therefore, Step 2 turns may be subsumed under the diagnostic phase since their purpose resembles and complements that of Step 1 turns. The intervention phase is manifested by the use of multiple and simultaneous ways of offering help, which lends support to the use of synergistic scaffolds proposed by Tabak (2004).


  In the study described here, teaching cycles, which consisted of 1-3 or 1-2-3 steps of the MCT, were the most recurrent ones. Consequently, the findings indicate that a diagnostic phase made up of either Step 1 or of both Steps 1-2 is common practice in the tutoring sessions. However, other studies have found the use of diagnostic strategies to be scarce (van de Pol et al., 2011). This difference may be motivated by the expected or defined structure of the one-to-one tutoring sessions in the context researched here. One of the teachers in van de Pol et al.s (2011) study was found to base his help on his beliefs about what is difficult for students, and it was found that another teacher rarely resorted to diagnostic strategies due to time-constraints. In the tutoring sessions, the student-teachers were expected to explain their choices and the decisions behind lesson planning. In other cases, the supervisor read their lesson plans. There seemed to be a negotiated agreement between the participants as to how the tutoring sessions should proceed. Both activities provided the supervisor with clear insights into the student-teachers level of understanding as well as their learning needs. This pre-defined structure of the tutoring sessions gives the supervisor plenty of information on which to draw in order to provide the most adequate amount and type of help or assistance required. The supervisor hardly ever provided support without first gathering information about the student-teachers level of understanding. This was only found to occur in cases in which the student-teachers initiated the interaction by raising a difficulty or concern they had, which was immediately addressed by the supervisor. To sum-up, the structure and the overall purpose of the tutoring sessions imply an initial stage of diagnosis which pre-determines the function of both the supervisors and the student-teachers actions and utterances.


  The fact that complete teaching cycles consisting of Steps 1-2-3-4 were not identified in the one-to-one tutoring sessions analysed here is noteworthy. The supervisor was found to take great effort to diagnose the student-teachers current level of understanding and, thus, provide tailored support but she did not check the student-teachers new learning afterwards. It appears as if the supervisor assumed that teaching necessarily amounted to learning. In other words, the supervisor seemed to take for granted that all the support she provided the student-teachers with by different means led to new understandings and learning. Of all the steps of the MCT, the supervisor focused mainly on Steps 1 and 3, but the lack of Step 4 should make us wonder to what extent true scaffolding occurred. This finding requires further research.


  The qualitative analysis also sought to reveal the patterns of contingent and non-contingent teaching cycles. The present research has found the practicum supervisor to act contingently upon the student-teachers level most of the time because she usually resorted to diagnostic strategies before providing actual support. In keeping with the findings reported here, Chin (2007) found the teachers to provide their students with contingent support because they showed evidence of offering situated help and thus adjusting to the knowledge base of the students. In the context of the tutoring sessions, contingency can be best understood by resorting to Chins metaphor, which describes contingent support in student-teacher interactions as rungs of a cognitive ladder (p. 837) since the teachers help builds on the students prior knowledge and, at the same time, it helps them achieve higher levels of competence. From the perspective of SCT, the use of diagnostic strategies helps teachers determine the students maturing functions and, therefore, their ZPDs. The situated support they provide them with helps them to become self-regulated and to internalize knowledge and skills and reach higher levels of cognitive development since their ZPDs gradually evolve (Chaiklin, 2003). In conclusion, diagnostic strategies seem to be a crucial dimension of scaffolding and a stepping stone for fostering learning and development in the context researched here because they appear to be a necessary condition for providing contingent support, enhancing the student-teachers potential for learning (Wells, 1999) and gradually handing over the responsibility for teaching to the student-teachers themselves.


  Scaffolding is a complex and dynamic phenomenon which is gradually shaped by the participants intervention modalities and, at the same time, influences the participants on-going interactions. What both the supervisor and the student-teachers do and say are closely intertwined since they are two sides of the same coin. Even though on the surface the analysis of scaffolding may seem to focus solely on the supervisors roles and skills, it necessarily incorporates the student-teachers perspectives since true scaffolding is characterized by its interactive dialogic nature. Consequently, this study has attempted to narrow down a gap in research by including the recipients of the teachers help (Randall & Thornton, 2001) in the analysis.

  


  1This paper was written as part of the authors thesis, submitted in partial fulfillment of the requirements for the MA degree in English (applied linguistics), at Facultad de Lenguas, Universidad Nacional de Córdoba, Argentina.


  2The original quote was in Spanish. The translation was made for publication purposes.


  3The original quote was in Spanish. The translation was made for publication purposes.
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  This study is an exploration of the life-changing decisions and changes which the participants underwent, and which led them to pursue an education in English language teaching (or languages). The foremost objective of this study was to highlight the critical incidents from the past, present, and teaching practice of transnational students in a BA in TESOL program who are also English teachers in central Mexico. Through a narrative analysis, critical incidents in the lives of transnational student/teachers were identified. The findings of this research showed how the participants could explore their identity formation process through the critical incidents.
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  Este estudio marca, por lo tanto, una exploración de las decisiones que tomaron los participantes y que cambiaron o influyeron en su decisión de continuar con una carrera en enseñanza del inglés (o de lenguas). El objetivo principal de este estudio fue resaltar los incidentes críticos por los que han pasado profesores de inglés transnacionales, en el pasado, presente y durante su práctica docente actual. A través de un análisis narrativo, se identificaron varios incidentes críticos en la vida de los maestros-estudiantes transnacionales. Los resultados de esta investigación mostraron cómo a partir de incidentes críticos, los participantes pudieron explorar su formación de identidad personal y profesional.


  Palabras clave: identidad, incidentes críticos, narrativas, profesores en servicio, transnacional.

  


  Introduction


  This paper aims to explore the critical incidents before and during the BA in TESOL program (teaching English to speakers of other languages) of a group of in-service transnational teachers in a public university in central Mexico and the impact on their teaching practice. The study is qualitative in nature and follows a narrative methodology. Through narrative data collection techniques, critical incidents were identified. This study is part of a larger scale project funded by the Secretariat of Public Education (SEP) through the Program for Professional Teacher Development (PRODEP) in which three universities; Universidad de Guanajuato, Universidad Autónoma de Tamaulipas, and the University of Texas at San Antonio, collaborated.


  Background


  Our motivation to explore the lives of transnational students comes from the background of one of the authors. He lived in the us for the first twenty years of his life, always having constant contact with Mexico. His family and he would travel to Mexico almost every year to spend the winter holidays with family; it was a meeting point for all of the family. This movement between the two nations shaped his identity over time, and influenced his interest in studying this phenomenon of transnationalism.


  Based on these personal experiences, transnationals who participated in this study underwent a molding of identity through their constant movement between the US and Mexico. This movement leads to what is known as critical incidents. The concept of critical incidents arose in this study after the data analysis. We noticed that the participants had pivotal moments in their lives that led them toward English language teaching. We decided to use the term critical incidents after learning about this idea in a course of the BA in TESOL program.


  Literature Review


  Critical Incidents


  Historically, the analysis of critical incidents has been used in fields such as psychology and education. Flanagan (1954) coined the term critical incident technique (CIT) and used it to conduct direct observations of human behavior in such a way as to facilitate their potential usefulness in solving practical problems and developing broad psychological principles (p. 327).


  Scholars interested in critical incident analysis have a broad spectrum of definitions in regard to the breadth of the term. For example, Measor (as cited in Rolls & Plauborg, 2009) defines critical incidents as part of critical phases. These critical phases can be categorized into three types: (1) extrinsic critical phases, (2) personal critical phases, and (3) intrinsic critical phases. Extrinsic critical phases are related to external factors affecting the critical incidents, such as, sociocultural or sociohistorical factors in the context of the participants. Personal critical phases arise from major changes in the participants personal lives, such as marriage, divorce, childbirth, or death of a relative. Intrinsic critical phases are periods where the participants were faced with important decisions in their professional lives, or in this case, important decisions regarding their choice to study for a BA in TESOL (Rolls & Plauborg, 2009).


  A further explanation of critical phases provided by Sikes, Measor, and Woods (2001) is that critical phases are longer periods of time in which critical incidents take place. The different circumstances surrounding the three critical phases that we mentioned before were the catalyst for the critical incidents that were discovered and interpreted by both we and the participants.


  Tripp (2012) provides a definition of critical incidents as being events or situations which mark a significant turning-point or change in the life of a person (p. 24). The critical incidents in this project were significant not only in the description of the event, but also in its cause and result. Tripp explains that we have not only to describe what happened, but also to determine what caused the incident to happen.


  The theory behind the interpretation of critical incidents implies that their [critical incidents] criticality is based on the justification, the significance, and the meaning given to them (Angelides, 2001, p. 431). Meaning that as researchers, we must justify our interpretation of the critical incident by proving its significance and meaning. This is achieved by a reciprocal process of reflection between the researcher and the participants in the data collection stages, and more specifically in the e-mail interviews.


  Schon (as cited in Angelides, 2001) states that when an incident that surprises the researcher occurs, it becomes the stimulus for reflection, and this reflection leads to the decision about the incidents criticality (p. 431). The stimulus arose from the identification of specific situations in which the participants experienced a change that influenced their decisions to enroll in the BA in TESOL program and to become English teachers.


  Transnationals Becoming Professionals


  Authors have used different terminology to label transnationals. Some, such as Zuñiga and Hammann (2009), have used the term sojourner to describe those who do not have plans of staying in a permanent location as immigrants. Perhaps a more exact way to address these transnationals is as Moctezuma (2008) calls collective transnational migrants. Moctezuma defines a collective transnational migrant as:


  
    the organized migrant who has a certain level of association; a type of organization, therefore, superior to that of migrant networks or clubs. At the same time, it refers to formal, permanent organizational structures with negotiating capabilities vis-à-vis the state and binational recognition. (p. 93)
  


  Trueba (2004) expands on the definition and states that transnationalism implies the development of transnational identities and social relations, which implies that transnational families undergo particular experiences. In Jerdees (2010) research she discusses a trait of these transnational families as follows:


  
    When these families return to Mexico for extended visits or permanent stays, their children, who have always identified themselves as Mexican, lack the knowledge and language skills necessary to navigate the Mexican school system. (p. 2)
  


  In the case of the students in this study, they are all members of a formal and permanent organization, which in this case is the BA in TESOL program they study in in central Mexico. Not only do they share this community, but they also share other communities outside of the BA program, such as being members of the TESOL community. In addition, they all have ties with family and friends in the US. Membership in these different communities creates social relations and these can lead to critical incidents. These incidents can be reflected in their choice to become English language teachers (ELTs). It was due to this factor, in combination with others, that students had a hard time adapting to the education system when they returned to Mexico and found refuge in the BA in TESOL program. However, it is noticeable that as they progressed through the BA program, they found a place where they could see themselves develop as professionals in the future.


  Professional Identity


  Norton and Toohey (2011) in their post-structuralist view, define identity as fluid, context-dependent, and context-producing, in particular historical and cultural circumstances (p. 419). Identity can be defined as individuals concepts or images of themselves. For the formation of a professional identity, these concepts and images develop in the training stage and are influenced directly by their teaching practice. (Kumpusalo et al., 1994, p. 70)


  In the description of identity, many models exist for describing it. One model proposes that the identification of an individual requires the consistent circulation of certain signs of identity and certain metapragmatic models through events that include, refer to or presuppose that individual (Wortham, 2006, p. 38).


  The signs of identity mentioned by Wortham (2006) in this study are found throughout the critical incidents described by the participants. These signs of identity all delineate the participants transnational identity, and later their professional identity.


  Authors such as Clarke, Hyde, and Drennan (2013) define professional identity as a continuous process of interpreting and re-interpreting experiences. Through the ongoing analysis of critical incidents, participants in this study were able to interpret and re-interpret their professional identity. Also, participants discuss where they see themselves in the future within TESOL. For the previous, Beijaard (as cited in Clarke et al., 2013) states that this continuous process does not answer the question of whom I am at the moment but who I want to become (p. 9). Through the different data collected the participants describe different contexts in which their professional identity is shaped and transformed. These different contexts along with the change in time molded the participants professional identity.


  Professional identity or teacher identity is described by Bullough as the beliefs teachers have regarding teaching and learning and on which they base their teaching decisions (as cited in Beijaard, Meijer, & Verloop, 2004). The critical incidents connected to professional identity explored in this study, in many ways, represent previous beliefs held about language teaching and how those beliefs were modified after the incident.


  Research Questions and Objective


  This study explores critical incidents of transnational student-teachers throughout different stages of their lives. As human beings, we are creating narratives as we live our lives (Watkins-Goffman, 2006, p. 6). This progression in the life of transnational student-teachers brought about the research questions of this study, which are: (1) What are the critical incidents of transnational students before participation in the BA in TESOL program? (2) What are the critical incidents during the BA in TESOL program of transnational students? and (3) What are the critical incidents of transnational students in their teaching practice?


  Through this exploration or as it is known in narrative research narrative knowledging (Barkhuizen, 2011, p. 395), we have been able to identify critical incidents. After narrative knowledging took place, the foremost goal of the research project was/is to explore critical incidents of transnational students.


  Narrative Inquiry


  This study was qualitative in nature. The methodology chosen for this study is narrative inquiry or analysis. Narrative inquiry and its data collection tools, according to Flick (2006, p. 23), focus on biographical experiences, but larger topics and contexts are also studied. This study explores specific types of experiences; those of transnational students, and a specific context; transnational students in Mexico studying for a BA in TESOL. The biographical experiences that are studied are the critical incidents that the transnational participants underwent before and during their BA studies, and in their teaching practice.


  Narrative inquiry was adopted for this research to tell the stories of the participants. This methodology emphasizes what peoples stories are about (Chase, 2011, p. 421) through a negotiation process between the participant and the researcher. This is known as narrative dialogue (Barkhuizen, 2011, p. 394), which is a reflective practice that makes meaning of their experiences.


  Narrative inquiry has several characteristics, as listed by Ospina and Dodge (2005):


  
    (1) [narratives] are accounts of characters and selective events occurring over time, with a beginning, a middle, and an end; (2) they are retrospective interpretations of sequential events from a certain point of view; (3) they focus on human intention and action—those of the narrator and others; (4) they are part of the process of constructing identity (the self in relation to others); (5) they are coauthored by narrator and audience. (pp. 144-145)
  


  Collection Techniques


  As we defined the data collection tools, we realized that we needed to involve our participants in this process. As Mora Pablo (2014) explains, the qualitative researcher is led by his or her data in different directions to the ones initially anticipated and will often have to bring in during the research process other techniques for data collection or corroboration (p. 41).


  The techniques for data collection included a range of narrative strategies: (1) autobiographies, (2) semi-structured interviews, and (3) e-mail interviews. The first stage of the data collection was to gather and analyze autobiographies provided by the participants. After the autobiographies were analyzed, semi-structured interviews were conducted as a means to expand on the data gathered in the autobiographies. Lastly, an e-mail interview was conducted to focus on the critical incidents discovered in both the autobiographies and the semi-structured interviews. Table 1 outlines the data collection techniques employed along with a description of how they were utilized within this study.
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  Denscombe (2007, p. 288) describes these stages of analysis as an iterative, non-linear process consisting of five stages: (1) preparation of the data (i.e., reading and transcribing interviews), (2) familiarity with the data (i.e., identifying occurrences of critical incidents), (3) interpreting the data (i.e., making connections with literature and data), (4) verifying the data (i.e., going back to the interviews and contacting participants for clarification if necessary), and (5) representing the data.


  Participants


  The participants of this study were all students in a BA in TESOL program at Universidad de Guanajuato (Guanajuato campus) and also in-service teachers at different institutions in the state of Guanajuato. Participants were within the 19-25 age group and three females and one male were selected. However, the determining factor for their selection was their transnational background. Table 2 presents each participant along with such background.


  [image: ]


  Ethics


  According to Christians (2011), there are two necessary conditions when giving participant informed consent. The first is that participants voluntarily participate without any forceful action from the researcher. Following this advice, participants were given a consent form informing them of the nature of this study. To protect the integrity of the participants, they were given pseudonyms.


  Data Analysis and Findings


  The critical events in this study are organized according to temporality. Clandinin, Pushor, and Orr (2007) describe temporality as being a part of the common places of narrative inquiry. According to those authors, temporality can be understood in the following terms: events and people always have a past, present, and a future. In narrative inquiry it is important to always try to understand people, places, and events as in process, as always in transition (p. 23).


  Through a careful analysis, it was found that the critical incidents which were identified occurred at three different moments in the participants lives: before they entered the ba TESOL program, during the BA program, and during their teaching practice.


  Before Entering the BA in TESOL Program


  Before entering the BA in TESOL program, these participants underwent a series of stages where they discovered that the BA in TESOL program was the right decision for them. The critical incidents that led to their decision of enrolling in the BA program were different, having only the final result in common. These pre-BA program critical incidents are analyzed as what Tripp (2012) describes as asking both what happened and how it happened, which lead to a description of the deeper structures of how the incident occurred.


  For some transnationals, their motivation to seek out ELT comes from an influential person in their lives who noticed something in them and advised them to pursue teaching. In Ians case, a teacher at his high school in Romita, Guanajuato, noticed personal qualities in him with potential to be a teacher as well as his linguistic capital.


  
    The teacher let me know that he had heard good things about my English and how I helped my classmates and mainly my teachers. I had a close relationship with this teacher and we got along well, so his advice for me to become an English teacher was taken very personal. Since he gave me the advice to become an English teacher, it is something that I had in mind always thinking about how it happened that he advised me to become an English teacher. (Ian, e-mail interview)
  


  Ians experience is an example of what others notice in transnational students. They stand out because of their linguistic capital and in Ians case his personal qualities of helping others. Linguistic capital comes from Bourdieus notion of cultural capital (as cited in Morrison & Lui, 2000). Linguistic capital is defined by Morrison and Lui (2000) as fluency in, and comfort with, a high-status, world-wide language which is used by groups who possess economic, social, cultural, and political power and status in local society and global society (p. 473). They further explain that students who possess [linguistic capital], have access to, or develop linguistic capital, thereby have access to better life chances (Morison & Lui, 2000, p. 473). Ians ability to help others was a signal for his teacher that he should take on the teaching profession. He takes this advice to heart and follows through.


  For others, the decision to enter the BA TESOL program arises out of an unexpected plan b. As in Marthas case, where her initial plan was to study psychology but because she suffered problems with the admissions exam she could not enter the program. This critical phase can be described as what Measor (as cited in Rolls & Plauborg, 2009) calls an extrinsic critical phase, as external factors influenced her decision to seek an alternative.


  
    My first try at an admission exam was negative. I needed more knowledge about what is studied here in Mexico. (Martha, autobiography)
  


  Her poor performance on the exam pushed her to seek out an alternative as one of the main reasons for returning to Mexico was to obtain a university education. As Jerdee (2010) discusses, when transnational students return to Mexico, they lack knowledge and language skills necessary to navigate the Mexican school system (p. 2). Like many other transnationals who return in hopes of getting an education, they encounter critical incidents in which they must take an alternative route. In the case of Martha, the alternative route is an education in TESOL.


  Sometimes, the decision to take the route in TESOL comes from an early age while learning the language due to the circumstances of living in what can be seen as a foreign culture. In Marias case, her struggle with the language can be interpreted within Measors personal critical phase (as cited in Rolls & Plauborg, 2009), as it would later lead her toward a life changing decision.


  
    Now that I think about it, being an English teacher interested me a lot. I could remember how bad it felt not to understand others, and for that reason I decided to help others learn English. (Maria, autobiography)
  


  Later she expands and describes a specific critical incident from her language learning experience. This incident occurred at her elementary school in the us during a classroom game:


  
    I remember when I was in my second-grade class, which was the year I actually started to learn and use the language . . . When I won one [the teacher] only had chocolates and lollipops. [She] asked me, What you want: A chocolate or a lollipop? So I said a popsicle. My classmates laughed in my face and said, Its not a popsicle its a lollipop. I remember I felt very embarrassed and like they all hated me . . . I guess I just did not want others to feel left out in situations just because of their language barriers. (Maria, e-mail interview)
  


  Maria describes an incident when she made a mistake and used the wrong word for lollipop. At first it seems like a trivial mistake, to confuse popsicle with lollipop, but the emotional impact that it had on her was much greater. Incidents such as these, where there are language barriers in transnationals communication can be seen as critical incidents of anxiety and tension (Sikes et al., 2001, p. 104). These feelings of anxiety and tension later served as motivational factors for her to pursue a BA degree in TESOL as she explains above.


  The previous participants underwent critical incidents in their early education that in one way or another influenced their decisions to become English teachers. For Norma, this decision arose through a series of events. This series of events can be described as Measors intrinsic critical phases (as cited in Rolls & Plauborg, 2009) because she was faced with an important decision regarding her professional and academic life. Her journey began while studying English at a language school and studying a different major. At that time, she had been studying psychology, but an interest in TESOL began to grow and it was probably her English lessons that planted the seed.


  
    I was impressed by their way of teaching. I truly fell in love with those teachers. They are perfect teachers in my eyes. (Norma, e-mail interview)
  


  Her positive experience with those teachers while studying English at the Language Department of Universidad de Guanajuato led her to question if she was doing the right thing. She discovers that it was not beneficial for her to continue with psychology and began to look for other options.


  
    When I entered psychology, I was sure that it was the right decision. Then while in the BA [psychology] I discovered that it wasnt. I just didnt want [ELT] to go wrong again. (Norma, e-mail interview)
  


  The previous comment came after she was asked why she decided to study a certification course in language teaching before studying for the BA in TESOL. She explains that before she entered the BA in TESOL program, she wanted to make sure it was the right decision for her. Luckily, her experience in the diplomado was positive and soon after she enrolled in the BA program.


  These critical incidents took place before the participants decided to enroll in the BA in TESOL. They are part of different critical phases that led them to make life-changing decisions. The final result is the same; however, the events that led them to make a decision would later shape their professional identity in many different ways.


  To many, these incidents at first glance may seem insignificant and meaningless. As Tripp (2012) puts it, critical incidents at first may appear typical rather than critical (p. 25). However, in the same sentence he states that these typical incidents become critical only after analysis of the incidents takes place.


  Ian, Maria, Martha, and Norma all narrated critical incidents which occurred before entering the BA program that in one way or another led them to choose a path in TESOL. These incidents began as early as childhood when learning the English language, and all the way up to adulthood by helping others learn the language in high school.


  During the BA Program


  Once the participants decided to enroll in the BA program in TESOL, they went through another set of critical incidents. The role of these critical incidents during the BA program later demonstrated to be of great importance, as they had a direct impact on their professional identity.


  For students such as Martha the BA program brought many changes to their lives. One of the most significant consequences of enrolling in the BA program was that it pushed her toward a job in ELT.


  
    At the moment which I was told that I needed a job I was in shock because it was never in my plan to become a teacher. Unfortunately, at that specific moment I was going through a lot of economic problems so I really did not have an option but to get the job. I also thought about quitting the BA because I did not consider myself capable of giving a class. I did not consider myself prepared for that. (Martha, e-mail interview)
  


  When Martha enrolled in the BA program, she was not aware that having a teaching job was an important part of the program. Not only was it a requirement for the program, but she also needed to teach due to economic reasons. Both of those reasons motivated her despite her feeling unprepared. She was forced to make a decision that would determine her academic and professional life, thus, this can be identified as an intrinsic critical phase (Measor as cited in Rolls & Plauborg, 2009). Not only did she begin to teach, but was also able to figure herself out as a professional. Before entering the BA program, she simply wanted to study for the sake of studying. She did not have a clear vision of her future. However, her experiences in the BA program and on the job have helped her make sense of where she wants to be professionally.


  
    Until this day I do not think teaching is for me. However, the BA is asking me now to have a class to be able to pass some classes and I am independent now so I need an income to sustain myself. I sometimes enjoy my profession, but it is something I do not plan to do the rest of my life. (Martha, e-mail interview)
  


  Although, most students enter the BA program in TESOL to become English teachers, she does not see herself teaching in the future. She is mainly teaching now because it is a requirement for the BA, and to provide for herself. Instead she sees herself in higher education.


  
    Honestly, I see myself as a doctor . . . weather in education, psychology, or research. (Martha, semi-structured interview)
  


  Marthas plans for the future have become clearer. Through her experience in the BA program and teaching, she now knows that her true goal is to continue studying and eventually obtain a PhD. It should also be relevant to mention that this excerpt demonstrates an inconsistency within her professional identity. Although she is currently teaching, her imagined identity is not that of a teacher, but that of a doctor in different fields.


  Similar to Marthas events, Maria also began to teach because it was a requirement in the BA program and out of economic need. Both of these participants stories parallel in that aspect.


  
    I started teaching in a public school in a very poor area. I had 40 students in six classes. I did not know how to teach anything nor how to control the students in the first place. However, since going to school required to spend money on the bus ride and on food, my parents did not have money at that time and I had to find a way to study and work at the same time. (Maria, e-mail interview)
  


  ngs of insecurity due to her lack of preparation at that time. However, because it was a requisite of the program and she lacked economic support from her parents, she had to teach.


  For these participants, entering the BA program has not only given them the opportunity to teach, but also to change their perspective on ELT. Maria, for example, makes it apparent that she now has a broader view of what she can do with her linguistic capital.


  
    The BA has really opened my view of all of the things I can do with my English. And even when I might have any other difficulty I could practically work anywhere just because of the language. (Maria, e-mail interview)
  


  Maria displays an optimistic view of her linguistic capital and feels confident that it can open more doors for her.


  Ian conveys entering the BA program as a phase or more specifically, as an intrinsic critical phase (Measor as cited in Rolls & Plauborg, 2009). Ians critical phase began as early as in his first semester of the BA program. He describes these phases as stages and clearly states how each phase is different. These incidents lead him, as Strauss (as cited in Sikes et al., 2001) puts it, to explore his new conceptions that were created through the BA program in TESOL.


  
    I recall those phases being different stages in which I was in. I remember that first and second semester were stages in which I was introduced to the BA and I was becoming adapted to the new lifestyle in which my weekends . . . were going to be spent at school. There were a few moments in which I felt pressured due to the work load in these semesters (first and second), but I dont think there could have been a better way for me to adapt to this new lifestyle . . . The second phase, I believe, began in third semester in which loads of theory were given to me. Although I felt more pressured than in first and second semester, I got the opportunity to begin working, and I attempted to relate theory with what I was doing amongst my students. I began to notice the connections . . . I enjoyed the job opportunity I had at the moment, and this made me feel as if I was studying something I really enjoyed and felt as if I could teach for a living. I would interpret this as a critical incident. I had my first job and I was happy with teaching and trying out new things in the classroom. (Ian, e-mail interview)
  


  Ian makes it clear that his different phases in the BA program helped him adapt to the student lifestyle and to find a profession that he could see himself practicing for a living. It is through both experiences in the BA program and in his teaching practice that he makes connections and finds his vocation.


  The incidents these students live while in the BA program help them in many ways. They helped them discover who they were and where they stood/stand in the ELT profession. They are able to begin a journey in ELT, or decide that ELT is not for them. The critical incidents that the participants undergo while in the BA program are related to Tripps (2012) historical dimension: how knowing something about what has happened to us and what we have done, tells us something about who and where we are, and where we might be going (p. 97). In any case, it helped them see in what direction to steer.


  This set of critical incidents occurred once the participants had entered the BA in TESOL program. They all described the different aspects of the BA program; beginning to teach and going through an adaptation phase in the BA program. Martha and Maria began to teach out of economic need and because it was a requirement for the BA. These two participants also shared that through teaching and the BA program their perspectives on teaching changed or were consolidated. Ian, on the other hand, described his process of adaptation to the BA program, and depicted it as a two-phase process.


  On the Job


  From the data, we found that the participants had critical incidents early in their lives that affected their teaching in particular ways. For some, their learning experience in the US affected their perspective of the Mexican school system upon returning as we see with Maria and Norma. For participants such as Martha, the influence of her family and previous work experience were critical incidents which can directly be correlated with her teaching practice.


  Maria construed her experience of learning the language, and described it as natural. She made a comparison between the manner in which she learned the language and how her students are learning it.


  
    I learned English by going to two different classes. At the start of my day in second grade elementary I would start by going to class with my normal teacher . . . then I would go with my ESL teacher after recess . . . I remember playing with Barbie dolls along with the other students who were there but we would play in silence because the dolls could not speak if it was not in English. (Maria, e-mail interview)
  


  
    As for my students now, I find they have to learn grammar and I wish I did not have to teach that to them but, I have to . . . They dont have much exposure so they really cannot just learn naturally like I did. However, they are still kids, and deserve to have fun. I could just look up how to teach grammar online and stuff, but would this really teach them English? (Maria, e-mail interview)
  


  Based on Measors extrinsic critical phase (as cited in Rolls & Plauborg, 2009), which in Marias case refers to learning the language, her attitude towards the teaching of grammar is identified. Maria holds a strong opinion toward the teaching of grammar and questions if grammar instruction is truly necessary. The critical incident at hand is her experience in her ESL classes. This incident has given her a strong opinion against the teaching of grammar.


  Going to school in the us can also have an impact on how these transnational students see their teachers and themselves as teachers. In Normas story, she described her American teachers and her Mexican teachers in a very peculiar way.


  
    Bad (her teacher) . . . in my opinion, she was very strict because the context was different for me. When I was in the us, the teachers were very loving, and even did this on the back (patted). Here they tell you Shut up!, and I would say, Why are they screaming at me, they wouldnt do that over there. But, now that I am a teacher, I understand that the context is different. (Norma, semi-structured interview)
  


  This comparison between the two types of teachers later influences her teaching style. In her autobiography, she stated that she tried to be a loving and sweet teacher, but much to her dismay she had to change her teaching style. She drew from her memories of her teachers in the US, and made comparisons with her teachers in Mexico. At first, this comparison was negative as she viewed her Mexican teachers as aggressive. However, once she obtained some knowledge of the context, she was able to understand their behavior and even adopted this in her own teaching.


  
    When the children ignored me when I used to talk so sweet, I guess it sounded insecure for them. It was like they did not respect me, just for being sweet. I guess they were just not used to that. (Norma, e-mail interview)
  


  When she began to teach, she approached her students in a sweet, loving way. Nonetheless, her students did not react positively to this behavior, and she felt that they were not respecting her. Her students were not the only ones who reacted to her sweet teaching style.


  
    Teachers also told me I needed to show more authority, otherwise they (students) would take you as a joke. (Norma, e-mail interview)
  


  In combination with her students reactions, and her co-workers advice, she decided that the best option was to consider the context in which she was working and changed her teaching style.


  
    Basically, I got to believe and take my role as the teacher, like its no joke Im the teacher and then I got to speak firmly to them without fears, without unbelieving my role. I dont get so playful or dynamic anymore, because when I decide to be a little more relaxed with them to test if they could handle it, it turns all into a mess. Every once in a while I like to spice up my class, although I am aware Im taking a risk and they probably go crazy. Again, they are probably not used to that freedom per se. They really perform better with the guidance and even control from teachers in my own experience and context. (Norma, e-mail interview)
  


  Normas story depicted the complexities of teaching. She came into the profession with an idea that teachers were sweet, but she soon realized that due to her context, she needed to become the strict Mexican teacher. Through this intrinsic critical phase (Measor as cited in Rolls & Plauborg, 2009), she was able to define herself as a teacher, and also describe the students in her context.


  There are many factors that influence who we are as teachers. In Normas case, the context and her experiences with teachers in the US and Mexico all had a tremendous impact on her teaching style. In Marthas story, we see how her family and past employment experiences shaped her attitude towards her students.


  
    I think that not only my experience working in high school, but also the way I was raised at home. My parents always asked so much from me. I was expected to do perfect all the time and now I expect my students to do the same. This has been a problem for me because of course my students do not respond as I expect and now I have understood that they do not really have to. A lot of students say I am very strict and I think so too, but the way I am has worked for me and I feel comfortable working like this. I see my students as if their learning was my responsibility and so I think that is why I am so hard on them. (Martha, e-mail interviews)
  


  Marthas family values of hard work were demonstrated through her working at an early age while still in high school. These values now reflect in her teaching, despite the response from her students. With Martha, we have an example of how her personal identity transfers over to her professional identity.


  The critical incidents previously explored affected the participants teaching practice in different ways. Maria, for example, had an apparent, negative view toward grammar instruction in the classroom, which was a result of her own language learning experience. Norma explained a similar story. She assimilated a teaching style based on her experience with US teachers. This teaching style later proved to be unfruitful for her context, thus resulting in a change of teaching style. Martha described how her family values influenced her as a teacher, and how it reflected in her teaching.


  Conclusions


  Through this study, we were able to explore critical incidents in the lives of transnational student/teachers in the BA program in TESOL. The theme of critical incidents arose after the data were analyzed. We discovered that the participants had gone through critical incidents during different critical phases. Three different critical phases in the data were found.


  The reasons that led the participants toward making a decision to study for a BA in TESOL varied, but their linguistic capital played a key role in the decision. The first critical phase that was identified was before the students had entered the BA in TESOL program from their experiences in the us learning the English language. In this phase, different critical incidents were found. For one of the participants, it was an outside influence from a teacher who motivated him to choose to pursue a BA in TESOL. His teacher noticed a quality in him other than his linguistic capital that was representative of a good teacher. For other participants, the motivation to enroll in the BA in TESOL program came from an intrinsic factor. For participants such as Maria, motivation came from the urge to help others learn the language. As she stated in her story, she did not want other students to struggle as she did while learning the language. The critical incidents for the four participants were different, but they all resulted in the life-changing decision of enrolling in a BA program in TESOL.


  After the students had made their decisions to enroll in the program, they began a new critical phase. This phase occurred during their formation process in the BA program in TESOL. For most of the participants, the nature of the BA program drove them to seek a teaching job. This was one of the first critical incidents that participants, like Martha, went through in the BA program. For others, such as Ian, the notion of the concept of critical incidents was more notable, and he was able to describe his experience in the BA program as a process in which different stages were involved. He started in the acquisition stage, where he was introduced to new concepts, and later was able to apply these concepts and see them at work in his teaching practice. For most, the critical incidents during the BA program phase motivated them to teach.


  The final critical phase that was described in this study was their teaching practice. Some participants had a noticeable influence in their teaching practice from their own learning experience. In the cases of Norma and Maria, the influence from their experiences in the US was extremely evident. Maria took from her experiences learning the language, and Norma from her experiences with teachers in the US. From those experiences, their perceptions on how to teach a language, and how a teacher should behave in class were shaped, thus creating their teacher identities. However, just as identities are in constant change and negotiation, their perceptions on teaching practices and teacher behavior also changed as they gained more experience.


  Through these three critical phases, we were able to explore and re-story different critical incidents in the lives of transnational student/teachers in this context; the BA program in TESOL. We discovered that the incidents one has in life are directly correlated to the decisions we make. However, this exploration led us to more questions and possible directions that could be taken using the analysis of critical incidents.


  Implications and Limitations


  This study aids in understanding the motives behind transnationals decisions to become English teachers. Through the analysis of critical incidents, we were able to explore the identity formation of transnational EFL student-teachers before the BA program in TESOL, during the BA program, and in their teaching practice. The analysis of these critical phases can lead to a better understanding of the life-changing decisions these individuals made when deciding to become ELTs. This analysis could benefit the BA program in TESOL at Universidad de Guanajuato by providing the program designers with valuable knowledge when adapting or changing curriculum to explore or make use of the experiences transnational students wield. However, this study could have a greater impact with several modifications.


  The limitations of this study are strictly technical, and if not present, could have provided a lengthy discussion of critical incidents. One of these principal technical constraints was the number of participants. In the future, we would like to work with more than five participants in order to have a larger sample of critical incidents, thus finding more similarities or differences.


  Further Research


  As we mentioned before, from the data we were able to identify three critical phases consisting of critical incidents. For future research, we suggest that these three phases be dissected separately, as each is rich in data. For the first phase, the researcher can take many directions. He or she can explore the influence of family or the influence of having learned the language on their decisions to pursue a BA in TESOL. For the second phase, while in the BA program, the researcher may develop a framework of the process or critical phase of going through the BA program in TESOL. This could be used to describe how or if this process influences participants teaching practice and professional identity formation.
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  This review examines studies in the area of classroom management in foreign language education. It is organized into three large areas: The first area focuses on the distinctive characteristics of foreign language instruction that are more likely to impact classroom management in foreign language classes. The second area provides a description of classroom management issues that foreign language teachers usually encounter in their practice; and the third area centers on the different alternatives to reduce the negative impact of classroom management on foreign language classes. Conclusions suggest a need for more research particularly on the relationship between classroom management and aspects such as target language use and teaching methods.
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  Esta revisión examina estudios en el área del manejo de clase en la educación en lenguas extranjeras. Está organizada en tres áreas: La primera aborda las características particulares de la instrucción en lenguas extranjeras que más impactan el manejo de clase. La segunda describe aspectos del manejo de clase que docentes de lenguas extranjeras usualmente encuentran en su práctica; y la tercera presenta alternativas para reducir el impacto negativo del manejo de clase en el área de lenguas extranjeras. Las conclusiones sugieren más investigación particularmente sobre la relación entre el manejo de clase y el uso de la lengua extranjera y métodos de enseñanza.


  Palabras clave: instrucción en lenguas extranjeras, manejo de clase, uso de la lengua objeto de estudio.

  


  Introduction


  Classroom management appears to be one of the most recurring teachers concerns, namely for beginning teachers. This may be related to the fact that the ideals that the beginning teacher formed during teacher training are replaced by the reality of school life where much of their energy is often transferred to learning how to survive in a new school culture (Farrell, 2006, p. 212). Issues such as classroom discipline, dealing with individual differences and mixed-ability classes, organization of class work, relationships with parents, insufficient and/or inadequate teaching materials, overcrowded classrooms, sitting arrangement, noise, and social and cultural activities (Sariçoban, 2010; Veenman, 1984), to name a few, usually get in the way of teachers, especially in their initial years of teaching. In many settings, such issues tend to constitute real challenges that all teachers must learn to cope with.


  Despite the vast amount of research on classroom management from a general education perspective, the particular impact of foreign language instruction on classroom management issues appears to be rather scarce. Teacher educators in foreign language programs and foreign language teachers themselves must be aware of the impact that particular features of foreign language instruction such as target language use, interaction patterns, and communicative competence can have on the process of managing the classroom. These features ought to be examined in terms of how they may hinder or facilitate the development of classroom management skills. This is absolutely relevant as prospective foreign language teachers are often taught to promote the above features in their classes while seeking to maintain adequate classroom management. Conducting this exploratory review then helps to consolidate the view of classroom management as a constant concern for those involved in teacher education, and it raises awareness among future and in-service foreign language teachers to be prepared to successfully respond to the many conflicting issues and situations inherent to the classroom environment.


  Before proceeding any further, it is relevant to make reference here to the conception of classroom management. Brophy (1996) referred to classroom management as actions taken to create and maintain a learning environment conducive to successful instruction (p. 5) while Marzano (2003) stated that it consisted of the integration of four areas: establishing and reinforcing rules and procedures, carrying out disciplinary actions, maintaining effective teacher and student relationships, and maintaining an appropriate mental set for management (p. 88). Similarly, Doyle (1986) affirmed that management is commonly viewed as a pre-requisite to instruction, something to get out of the way so that teaching can occur (p. 394) and Crookes (2003) further highlighted the importance of a relatively orderly classroom, or at least as he claims; one in which whatever superficial manifestations of disorder may occur either do not prevent instruction and learning, or actually support them (p. 144). In short, most of the previous conceptions of classroom management highlight the construction of an appropriate atmosphere in the classroom so that teaching and, consequently, learning can occur.


  This paper provides a review of this complex phenomenon of classroom management in relation to the field of foreign language education. I will start by offering a brief account of the methodology I used to conduct this review. After that, I will describe how research in classroom management has evolved in general education with emphasis on the most significant contributions. Then, I will present a synthesis of the main features of the foreign language classroom followed by reference to the distinctive aspects of classroom management in foreign language education. Next, I will focus on how research has described or characterized classroom management in foreign language education and the ways or mechanisms that various studies have proposed to reduce its impact. Finally, I will draw conclusions and offer suggestions for what might constitute potential avenues of research on classroom management in foreign language education.


  Procedure


  In the context of this review, I initially consulted Google Scholar and then complemented my search with various databases including ERIC and Education Full Text. I entered the keywords classroom management and foreign language education/teaching and found articles in various general journals (such as Teaching and Teacher Education, and System) and more subject-matter specific journals (such as ELT Journal and Foreign Language Annals). After a careful examination of 29 articles from nine journals and eight books and book chapters, I decided to exclude those that did not report results of research or that had serious limitations in terms of providing information about essential components of the research process.


  Although it was not difficult to find books on the subject of classroom management in foreign language education, most of these (Farrell, 2008; Marzano, Gaddy, Foseid, Foseid, & Marzano, 2005; Scrivener, 2012) were how-to books focused on offering quick prescriptions and practical tips or activities to help language teachers cope with issues of classroom management in their teaching. In contrast, there were not many books that specifically address the phenomenon of classroom management in the field of foreign language education from a theoretical or research perspective. Wrights (2005) Classroom Management in Language Education was without a doubt, a unique exception and an influential source in this review. Likewise, the chapter by Brophy (2006) in Evertson and Weinsteins (2006) Handbook of Classroom Management also provided a nice historical review of the literature on classroom management although from a general education point of view.


  The final corpus of the study regarding classroom management in the foreign language classroom was composed of 19 publications—fourteen articles from seven journals, two books, two book chapters, and a doctoral dissertation, all of which are referred to throughout this paper. Some publications on foreign language methodology and classroom management from a general educational perspective were additionally considered due to their relevance for understanding classroom management issues. The main shortcomings of the review had to do with restricted access to some publications within my working context; and a lack of examination of other studies on teaching methods (e.g., task-based language learning, content and language integrated learning) that may directly or indirectly deal with classroom management issues. Thus, the present study may be better understood as an exploratory review.


  Classroom Management From a General Education Perspective


  Research on classroom management in foreign language education appears to be noticeably missing from the large amount of literature on classroom management in general education. In examining the content of the Handbook of Classroom Management (Evertson & Weinstein, 2006), I did not find a single chapter that addressed the issue of classroom management from a language education perspective. It appears that the literature has taken the issue of classroom discipline or behaviors of resistance in language classes for granted (Crookes & Schmidt as cited in Rahimi & Hosseini, 2012, p. 310). It could also be the case that the literature perceived classroom management as inherently equal to all subject matter areas and so ignored the distinctive characteristics of classroom management for specific content areas.


  In a historical review of research on classroom management, Brophy (2006) outlined various periods in the development of classroom management, beginning with an emphasis on habit formation and less importance on aspects such as self-regulation and cooperative learning in early 1900s. Brophy claimed that there was little research on classroom management until the 1950s when there seemed to be more concerns for involving students in developing rules and procedures, and helping them achieve appropriate levels of internal self-control. Brophy equally stated that a balance between authoritarian and laissez-faire approaches to classroom management began to evolve around this time. Initial actions towards this balance came from behavioral and ecological studies. Accordingly, behavioral studies promoted the use of techniques to increase students desired behavior (e.g., token reinforcement program, praise and approval, establishing clear rules and directions, etc.) and procedures to decrease undesired behavior (e.g., extinction, self-reprimands, time out from reinforcement, etc.).


  Ecological studies held the idea that classrooms were environmental settings and so, according to Brophy (2006), relied on the assumption that one needs to take into account the affordances and constraints created by teachers, peers, and other human actors, not just the settings physical characteristics (p. 27). A significant contribution during this time was Kounins (1970) Discipline and Group Management in Classrooms where the author presented results and conclusions of various research studies. One of such studies focused on how a teachers method of managing the behavior of a student influenced other students as they comprised the audience of the event; this came to be known as the ripple effect in discipline, while another study consisted of videotaping classroom lessons aimed at studying disciplinary techniques. Kounin also suggested that there were several dimensions of teacher behaviors that affected the behavior of students. For example, withitness (or the teachers being aware of what is happening everywhere in the classroom at all times), overlapping (or attending to two issues at the same time), transition smoothness (or absence of dangles, thrusts), and planning for learning-related variety in seatwork.


  Brophy (2006) then stated that process-outcome studies took place during the 1960s and through the 1980s. These studies focused on the effects or outcomes of teacher actions and student interaction patterns and adapted concepts and ideas from Kounins work. Other relevant work on classroom management during this time was Doyles (1984) research on successful classroom managers, and Glassers (1990) Choice Theory model, which considered individuals as capable of making their own choices in terms of their behaviors and based on their needs and feelings. In short, Brophy pointed out that research on classroom management had been of very good quality. It had moved from inculcating good behavior habits to engagement in learning activities; from reactive discipline to proactive installation of desired procedures and routines; and from unilateral teacher control to development of students capacities for exercising responsibility and self-regulation. Brophy also concluded that management that was preventive, that clarified what students were expected to do and helped them do it was more likely to be effective than management that focused on misbehavior and after-the-fact discipline.


  Approaches to Foreign Language Teaching


  Understanding classroom management issues in foreign language education requires an examination of the theoretical approaches and teaching methods that have characterized foreign language learning and teaching. Thus, this section makes a brief reference to such approaches and methods in an attempt to understand how they may impact classroom management.


  Researchers in second language acquisition have, to a great extent, been guided in their thinking by the several theoretical approaches to the study of first language acquisition. Bohannon and Bonvillian (2008) provide a rich description of the main approaches (behavioral, linguistic, and interactionist) to the study of second language acquisition. In that order, behavioral approaches focus on the observable and measurable conditions of language behavior whereas language development is a matter of linking various stimuli in the environment to internal responses, and these internal responses to overt verbal behavior (p. 261). Teachers view learners typically as passive recipients of environmental pressures. In contrast, linguistic approaches emphasize that language has a structure or grammar. Proponents claim the existence of a set of universal grammar rules while individuals are naturally endowed to learn a second language by progressively testing their own evolving grammars against the data provided by the environment. Interactionist approaches, added Bohannon and Bonvillian, assume that many factors (linguistic, social, biological, cognitive, etc.) interact and modify each other and therefore affect the course of language acquisition and development. The interactionist approaches are further divided into cognitive interactionist and social interactionist approaches. The former see language as emerging from or closely tied to advances in childrens cognitive development whereas the latter view language development as an orderly, although complex, interactive process where social interaction assists language acquisition and the acquisition of language allows more mature social interaction (Bohannon & Bonvillian, 2008, p. 292).


  Wright (2005) also talks about three models of teaching: transmission, exploration, and social constructivism. Teaching as transmission is characterized by teacher control of the learning context in which teachers emphasize students being seated facing the teacher, memorization, rote learning, drills, and question-and-answer practices. Exploratory teaching puts the learner at the center and the teacher is responsible for assisting learners in designing for themselves the selection, pace and evaluation of appropriate learning experiences (p. 201). Wright further highlights the individual learners direct experience through which they discover new knowledge and formulate their own ideas and meanings, as active scientists (p. 201). In contrast, social constructivism stresses the role of the social context of learning and collaborative work so that students constantly engage in talk (Wright, 2005).


  The previous theoretical approaches and models have served as the foundations to a large plethora of methods and approaches to foreign language teaching. Richards and Rodgers (2001) outline a chronology of the most significant teaching methods in this field. Interestingly, language teachers and teacher educators have witnessed how each new language teaching method promotes the belief that the teaching practices it supports provide a more effective alternative for teaching than the methods that came before it (Richards & Rodgers, 2001). All in all, there has been a move from grammar-based teaching methods towards more communicative approaches in foreign language teaching. Grammar-based methodologies accentuated aspects such as analysis and memorization of grammar rules, translating texts into and out of the target language, reading and writing in the target language, using the students native language, and teaching grammar deductively. In contrast, communicative approaches advocate aspects such as learning to communicate, comprehensible pronunciation, dialogues centered on communicative functions. Communicative competence is the desired goal; students are expected to interact with other people, and the target language is learned by constantly struggling to communicate. Wright (2005) points out that the methodologies or teaching models used by teachers can be inferred from observing the different types of activity they use, the order in which they use them and the ways in which participation in classroom talk is managed (p. 190).


  This evolution in teaching approaches and methods in language education has come to represent a transition from teacher-centered to learner-centered approaches advocated by foreign language teachers worldwide. Interestingly, every new teaching method has brought implications and consequences for classroom management as elements such as teachers and learners roles, interaction patterns, and target language use tended to vary across such methods and therefore affected classroom management in different ways. The relationship between teaching approaches or methods and classroom management becomes even more challenging as teachers almost never followed one methodology to the exclusion of others. In fact, Wright (2005) argues that teachers use a fairly wide variety of teaching activities, however; [they] seem to gravitate towards a set of shared beliefs and assumptions about what constitutes good practice, from which a common pedagogy emerges (p. 192). I will return to the connection between teaching methods and classroom management later in this paper.


  Distinctive Characteristics of Classroom Management in Foreign Language Education


  Despite the fact that managing the classroom is an inherent aspect to the teaching profession and therefore makes its presence across all content areas, I believe that there are particular or unique features of the foreign language teaching profession that may have an impact on classroom management. To begin with, Borg (2006) identified eleven characteristics that distinguish language teachers from teachers of other subjects; I have highlighted below those I consider are most likely to affect classroom management (p. 24):


  
    	Foreign language teaching is the only subject where effective instruction requires the teacher to use a medium (language) the students do not yet understand.


    	Effective foreign language instruction requires interaction patterns such as group work, which is desirable but not necessary for effective instruction in other subjects.


    	The methodology of language teaching is more diverse and aimed at creating contexts for communication and maximizing student involvement.

  


  As can be observed, aspects such as target language use, patterns of interactions, and teaching methodologies constitute distinctive features in foreign language education and therefore may impact classroom management in various ways. Given the lack of research on how interaction patterns and teaching methodologies affect classroom management in foreign language education and the limited scope of this paper, I have decided to focus on how using the target language as the medium of instruction and overall communication in class impacts classroom management.


  The use of the target language in the classroom has traditionally been emphasized in the foreign language teaching profession mainly in view of contemporary teaching methods that advocate a communicative orientation in language teaching. Mercer (2001) highlights teachers use of language as the principal tool of their responsibilities which may include controlling unruly behavior, teaching a specific curriculum, and monitoring and assessing students progress. Allwright and Bailey (1991) also state that performing in a foreign language class is in a way more stressful than performing in other subject classes.


  
    In mathematics, for example, you may get the answer wrong, but at least you can be reasonably sure of saying the numbers correctly. In language work, by contrast, even if in a sense you get the answer right (you find the correct form of the verb, say, in a blank-filling item) you may still make an almost infinite number of mistakes in what you say—for example, with imperfect pronunciation of individual sounds, wrong word stress, wrong sentence stress, and so on...In short, the risk of making a fool of yourself in a language class is very high, and you need to be a singularly robust character to avoid being affected adversely by feelings of anxiety in such a setting. (p. 174)
  


  From conducting my own search, I found that few studies have addressed the impact of first or target language use on managing the foreign language classroom. For example, Kang (2013) explored how English as a foreign language (EFL) teachers used their first language and/or the target language for classroom discipline. The study involved the participation of two EFL teachers at two elementary schools in Korea. Kang investigated the significance of the differences between first language (L1) and target language (TL) use for two EFL teachers at two elementary schools in Korea. One of the teachers demonstrated using more the TL as opposed to the L1 for disciplinary purposes. Kang concluded that low-level students found TL use to be difficult to comprehend, and claimed that it influenced their behavior little whereas high-level students considered it helpful in increasing their target knowledge, and in increasing their respect for the teachers proficiency and their obedience to her. This teachers shift to more TL use seemed to constitute her effort to reclaim her position as the authority figure, irrespective of its actual effectiveness for initiation and sustainment of classroom discipline (p. 156). The other teacher employed more the L1 than the TL for classroom discipline which was connected to her lack of TL proficiency, and to the considerable unruliness of her students. In contrast, the students expressed that their lack of comprehension of the content that the teacher taught got them to engage in noisy chatter. Another teacher similarly admitted that her anxiety incited her to depend more on the L1 for classroom discipline.


  Evans (2012) similarly contended that the foreign language classroom led both pre-service and in-service teachers into management issues that were uncommon or did not exist in other content area classrooms. She worked with five participants who had been student teachers for one semester from the fall of 2006 to the spring of 2010, and were currently working as in-service foreign language teachers. Evans found that TL use is a variable that positively affected student behavior. However, she cautioned that the use of the TL may not always be a winning classroom management strategy for foreign language teachers. The study equally allowed the identification of other particular or exclusive aspects in foreign language education (e.g., the lack of respect for the study of foreign language, and the inclusion of students who were heritage speakers of the TL) that may influence classroom management issues.


  Other studies (Bateman, 2008; Nation, 2003; Wilkerson, 2008) have examined the use of the L1 and the TL in foreign language education. Although classroom management has not been a central concern for these authors, the studies have served to establish a clear connection between L1 or TL use and several other aspects of foreign language teaching including classroom management. Nation (2003) justified using the TL in the classroom on the basis that learners did not usually have the chance to use the TL outside the classroom, and insisted that classroom management was one way to promote TL use in class. This could include controlling behavior, explaining activities, and giving directions or instructions. Nation also argued that if the use of English [as the target language] in classroom management is done in a planned, consistent way, then classroom management can be a very effective opportunity for learning through meaning focused input (p. 2).


  Bateman (2008) found that classroom management significantly contributed to the avoidance of the TL by student teachers at a private university who were worried that they would lose control of the class if they did not use their L1. Interestingly, one of the participants in this study indicated that her mentor teacher had asked her to focus on classroom management instead of using the target language (Bateman, 2008, p. 19). In this regard, the National Association of District Supervisors of Foreign Languages (n.d.) argued that a teachers use of [L1] to establish control had uniquely detrimental effects in the language classroom since students were supposed to communicate, take risks, and engage in meaningful interactions and tasks in the TL.


  Wilkerson (2008) also focused on the use of English as the first language in a couple of Spanish as a foreign language courses in the United States. The study sought to understand why language instructors used English as the students L1 while teaching. Different from the previous studies, these teachers did not claim a lack of proficiency in the TL as one of the reasons to avoid its use. Instead, they used the L1 to save time, demonstrate authority, and reduce ambiguity (p. 315). Wilkerson indicated that participant teachers used the L1 to manage aspects of the classroom such as controlling the speed of classroom interactions, eliminating waiting or lag time, and limiting students turn taking.


  This section has focused on the role that TL use plays in managing the foreign language classroom. Despite the widespread demand for TL use to manage all the processes in the foreign language classroom, many teachers still tend to use the students L1 for purposes of classroom management. Even though lack of TL proficiency was an aspect identified in some studies as one of the reasons for teachers to be reluctant to use the TL, the fact remains that using the L1 appears to offer teachers better control of the learning environment and reduces the risk of inappropriate behavior and ambiguity. Nonetheless, the field of foreign language education needs more research to examine the role or impact of the TL on managing the classroom especially in view of the results presented by Kang (2013) between low-level and high-level learners.


  Features of Classroom Management in Foreign Language Education


  Various studies (Burnett, 2011; Evans, 2012; Eveyik-Aydın, Kurt, & Mede, 2009; Farrell, 2003; Macías & Sánchez, 2015; Quintero & Ramírez, 2011; Wadden & McGovern, 1991) have sought to identify and characterize the phenomenon of classroom management in foreign language teaching. Some studies have attempted to document the existence of classroom management as a pressing concern, a frequent struggle, and a serious challenge mainly for beginning foreign language teachers (Balli, 2009; Quintero & Ramírez, 2011; Lewis, 2002). They have focused on teachers beliefs, views, and experiences in terms of classroom management; typical examples of students misbehavior; and the influence of previous teacher preparation coursework on teachers classroom management skills, among other issues.


  Overall, those studies offer a rich description of the many aspects that are usually involved in classroom management from various perspectives. Wadden and McGovern (1991) introduced the term negative class participation to refer to classroom misbehavior, and identify examples of students misconduct including disruptive talking and sleeping in class...persistent inaudible response and unwillingness to speak in the target language (p. 119). Clearly, although most of the previous examples of student misbehavior may occur across all content areas, there are others such as unwillingness to speak in the TL that would pertain solely to foreign language education. It is by establishing clear rules or guidelines and sticking to them from the beginning that language teachers can solve problems associated with negative class participation, the authors concluded.


  The first part of Quintero and Ramírezs (2011) project looked at how five EFL teacher trainees understood, explained, characterized, and dealt with discipline-related challenges in public school classrooms in Colombia. These teachers conducted action research projects at public schools in urban areas that serve low social stratum neighborhoods. Quintero and Ramírez found that public school classrooms represented a difficult world where situations involving complaints, arguments, varying emotions, confusion, conversation, and playing (p. 66) abound. Most trainees in the study stated that their enthusiasm to learn and teach was brutally destroyed by sometimes minor and sometimes serious student misbehavior that hurt their self-esteem and made them feel frustrated. One of the most interesting findings in the previous study had to do with teacher trainees feeling unrecognized as figures of authority in class, presumably due to their young age and inexperience. Macías and Sánchez (2015) found a similar issue in working with pre-service EFL teachers in Colombia. These teachers reported still seeing themselves as college students as opposed to teachers, a perspective which was perceived as an obstacle for gaining classroom management skills. Other challenges, possibly more inherent to foreign language education, that affected these pre-service teachers classroom management included students negative attitude towards the foreign language and their apparent low level of TL proficiency.


  Two other studies involved the participation of a beginning EFL teacher in Singapore (Farrell, 2003), and a more experienced EFL teacher in Turkey (Eveyik-Aydın et al., 2009). Farrell (2003) investigated the role that support (from the school and colleagues) played during the teachers ﬁrst year teaching whereas Eveyik-Aydın et al. (2009) researched the relationship between the teachers classroom management beliefs and her actual teaching practices. Although Farrell did not focus explicitly on classroom management, it indirectly touched on this issue as one of the many compelling challenges that beginning teachers experienced in their first year of professional language teaching.


  Findings in Farrells (2003) study in regard to classroom management were related to the phases this teacher went through during that year. Accordingly, the teacher moved from an early idealism as he wanted to connect and make a difference in his students lives, to experiencing some shock from the reality of the classroom as he moved through his ﬁrst semester. In an attempt to survive this phase, this teacher sought quick ﬁxes for the discipline problems he experienced in one of his classes, but he still encountered some difﬁculties with the class and his communication with his colleagues. He then moved to a phase of beginning to recognize these difﬁculties and causes as he also wondered if he would make it as a teacher. As the ﬁrst year progressed, this teacher began to cope better with his classes (his teaching methods and classroom management). On the other hand, results of Eveyik-Aydın et al.s (2009) study showed that the teacher had interactionalist orientations (that is, she considered that students and teachers should both be responsible for managing the classroom) on instructional and people management while she had interventionist beliefs (that is, she believed that students master proper behavior mainly when such behavior are reinforced by a system of rewards and punishments) on behavior management.


  The studies conducted by Burnett (2011) and Evans (2012) involved more than one participant, and also sought to obtain teachers views in regard to various issues associated with classroom management in foreign language teaching. Burnett (2011) focused on two practicing language teachers working in public schools in Southern Mississippi. One of these two teachers revealed that much of what she had learned in previous graduate coursework did not apply to the classroom since most of her talk centered on controlling out-of-turn talking by students. Similarly, both participant teachers in the same study used several strategies to deal with student misbehavior including telling the students they would have a quiz if they did not behave properly, moving a students desk by the teachers desk, giving detentions and calling on principals, counselors, and parents for help. In contrast, Evans (2012) noted that all five teachers in the study had a very positive view of their teacher education coursework. They believed that it had provided them with powerful tools to understand and deal with classroom management issues.


  The studies in this section present a general view of the many aspects that characterize classroom management in the field of foreign language education. These studies have offered a description of this phenomenon from the perspectives of beginning teachers to a large extent and of more experienced foreign language teachers to a lesser extent. Studies by Evans (2012) and Wadden and McGovern (1991) served to confirm that foreign language teachers often face classroom management issues that appear to be exclusive to the field of foreign language education. For example, issues such as inaudible responses, unwillingness to communicate in the target language, lack of respect for the study of foreign languages, and the inclusion of students who were heritage speakers of the TL, are likely to have a significant impact on foreign language teachers classroom management skills. Studies by Burnett (2011) and Evans (2012) led to a divided opinion in relation to the influence of previous preparation coursework on how teachers manage their classrooms.


  Reducing the Impact of Classroom Management Problems in Foreign Language Education


  Research on classroom management in foreign language education has also focused on providing ways or mechanisms to help foreign language teachers reduce the impact of classroom management issues in their courses. Soares (2007) replicated an action research study of her own aimed to reduce the negative class participation of a group of misbehaving and unmotivated EFL students in a language school in Brazil. She concluded that building rapport and developing awareness-raising activities constituted an effective way to minimize behavior problems in the foreign language classroom, especially regarding aspects previously identified by Wadden and McGovern (1991) such as disruptive talking, incomplete homework, and unwillingness to speak only English in class. The author highlighted that teachers had to learn to value students as individuals and show them they are capable of going beyond their perceived limitations (Soares, 2007, p. 53). Similarly, teachers had to help students to understand that they were responsible for constructing a positive learning environment by contributing their share to it.


  Two other survey studies (Fowler & Sarapli, 2010; Rahimi & Hosseini, 2012) aimed to investigate EFL students perspectives and expectations of their teachers classroom management strategies and techniques. Findings in Rahimi and Hosseinis (2012) study revealed that EFL teachers used recognition and reward most often and punishment and aggression less frequently when dealing with misbehavior in their classes. The study similarly indicated that public school female teachers tended to use aggression as a strategy more than teachers in private schools. On the other hand, Fowler and Sarapli (2010) found that effective classroom management was just as important to English language students as it was to teachers, and that a rather strict classroom where teachers valued and respected students was usually expected by students. The authors added that EFL students also claimed that they needed to know what teachers expected of them in terms of their behavior and fair testing practices.


  Waters (1998) claimed that an understanding of the monkey, a concept from management studies used to denote the next move in a problem-solving process, could help to ease the problem of classroom management in English language teaching. The monkey management system established that priority should be given to who should solve the problem. In the context of foreign language teaching, it often happens that the teacher accepts responsibility for solving problems that students should solve. In other words, if teachers solve problems for their learners which they can solve for themselves, they collect their learners monkeys. As a result, they soon become overworked, while the learners sit back and take it easy (Waters, 1998, p. 13). Waters stressed that developing appropriate monkey management attitudes in class may lead teachers to put a learner-centered approach to classroom management into practice in English language teaching.


  Other studies (Castellanos, 2002; Quintero & Ramírez, 2011) have also identified a great variety of ways or strategies to help foreign language teachers reduce the impact of classroom management problems in the courses they teach. Participants in Quintero and Ramírezs (2011) study emphasized talking with the involved students, including providing a variety of activities in lessons, maintaining students attention, giving clear explanations and instructions, keeping learners busy, and managing time wisely were among the strategies they used to deal with discipline problems. Castellanos (2002) revealed a series of strategies such as focusing, monitoring, modeling, non-verbal cueing, environmental control, and assertive and positive discipline, among others, that may contribute to better classroom management. This study took further significance as it offered support to the importance of working on students self-esteem and teachers playing fair as factors that contribute to reduce childrens level of aggressiveness and to construct a positive classroom environment.


  This section has looked at different ways or mechanisms that research has contributed to help foreign language teachers better cope with classroom management issues. Interestingly, some of the suggested mechanisms may result in the application of particular concepts or frameworks such as Waters (1998) monkey concept while others advocate teachers new dispositions such as abandoning punishment and aggression in favor of more recognition and reward (Rahimi & Hosseini, 2012) or promoting students self-esteem and responsibility in maintaining a positive learning environment (Castellanos, 2002; Soares, 2007). The story structure framework (Farrell, 2006) may also help to create a safe and non-judgmental support system for foreign language teachers to share their emotional burden and isolating experiences when they first enter the world of teaching. This story structure framework, according to Farrell, follows a pattern of setting-complication-resolution where the setting addresses questions such as: Who was involved? What took place? When did it take place? The complication centers on the problem that arose together with critical moments in the story and the resolution focuses on how the teacher dealt with those complications. Sources such as those I mentioned earlier in this paper (Farrell, 2008; Marzano et al., 2005; Scrivener, 2012) offer more concrete tasks and activities intended to help foreign language teachers alleviate classroom management issues. However, I would encourage foreign language teachers to be cautious about implementing quick fix solutions to classroom management issues without previously considering the circumstances of their teaching contexts.


  Discussion and Conclusions


  Within the scope of this literature review, research on classroom management in foreign language education has followed predominantly qualitative methodologies with a particular emphasis on case studies, and has involved the use of classroom observations, interviews, questionnaires, journals, and field notes. Furthermore, most studies have relied on the participation of foreign language students, student teachers, beginning teachers, and in-service teachers of mainly English and, in a couple of cases, Spanish as foreign languages. Most of the studies were also conducted from an etic perspective where the researchers were university faculty, practicum supervisors, or outside teachers and experts investigating classroom management in a context they had connections with.


  The review points out the existence of distinctive aspects of the field of foreign language teaching that may affect classroom management in particular ways. These aspects include TL use, interaction patterns, teaching methods, the inclusion of heritage speakers of the TL (particularly in the case of Spanish as a foreign language in the United States), and the lack of respect for the study of a foreign language. It follows that no other aspect seems to have gained more attention that the use of the TL in the foreign language classroom. However, despite the vast amount of research on the use of L1 or TL in the foreign language classroom (Littlewood & Yu, 2009; Nation, 2003; Wilkerson, 2008), very few (Evans, 2012; Kang, 2013) have looked at it from the perspective of the implications for classroom management. The other distinctive aspects of foreign language education that may impact classroom management appear to have received little or no attention in the literature. Teaching methods and approaches have nonetheless been of particular relevance here as they are likely to influence the classroom management skills teachers need to develop in response to more particular aspects of teaching such as class activities, materials, patterns of interaction, and teachers and students roles.


  In relation to the description or characterization of classroom management in foreign language education, I feel that most studies have focused on reaffirming the existence of classroom management problems in foreign language teaching. These studies have offered lists of issues or problems that foreign language teachers typically encounter in their lessons, how these problems affect teachers, how they deal with them from their own perspectives, the beliefs and views they have of classroom management, and how their previous teacher preparation coursework has influenced their classroom management practices. I nonetheless believe that these studies can help to obtain an overview of what characterizes classroom management in foreign language education. It is important to realize that many of the problems in classroom management in foreign language classes identified throughout the literature (e.g., insufficient or inadequate materials and resources, overcrowded classrooms, etc.) clearly coincide with problems teachers of other content areas usually confront, while other issues (e.g., unwillingness to speak in the target language, students at different levels of language proficiency) pertain almost exclusively to the area of foreign language education.


  Many of the actions suggested in the studies reviewed seem to come from teachers own experiences in the context of the research projects or from ideas established previously in the literature in general education or in other fields. For instance, some of the alternatives for teachers to cope with classroom misbehavior in various studies seemed rather prescriptive and dogmatic. They emphasized the promotion and awareness-raising actions of rules or guidelines usually established by the teacher with no apparent student participation or involvement in the making of such rules.


  Teacher preparation programs usually continue to promote theories and practices which revolve around the concept of the ideal learner (Soares, 2007) and so turn a blind eye to issues of classroom misbehavior in actual foreign language classrooms. This leaves teachers, particularly beginning teachers, with little but their intuition to guide them (Soares, 2007, p. 43). I consider there should be more concern about the potential implications of coping (or not) with classroom misbehavior in foreign language education. It is the responsibility of all those involved in teacher preparation to guide new teachers in designing and implementing alternatives to confront those particular aspects that may influence classroom management in the teaching and learning of foreign languages.


  Directions for Further Research


  Despite the great amount of research on classroom management from a general education perspective, there seems to be ample need for research on various features of foreign language education in terms of how they impact classroom management for teachers in various positions. Issues related to TL use, patterns of interaction, and teaching methods are in need of being investigated from the perspective of the influence they can have on classroom management issues in foreign language education.


  To further illustrate, a particular research initiative could examine the connection between classroom management problems and the teaching method used by foreign language teachers. This is particularly relevant in the light of the principles emphasized by communicative approaches in language teaching. A study of this nature may contribute to validate the assumption that the teaching method(s) that teachers choose to follow will in a great part determine the classroom management challenges they will encounter in their practice.


  There is also a need to investigate classroom management issues in the foreign language classroom from an emic perspective, that is, from teachers themselves as researchers. Teachers are in a unique position to investigate issues of their immediate teaching setting. I have come to realize that teachers can do a lot for their own professional development if they seriously assume the role of researchers of their own classrooms.


  Analysis of the classroom management approach that foreign language teachers rely on equally constitutes another avenue of inquiry. It may be interesting to generate opportunities for foreign language teachers to characterize and reflect on their own approach to managing the classroom so that they can find possible connections with those more distinctive features of foreign language instruction that may affect classroom management.

  


  1This article is a revised version of a paper submitted by the author as part of the activities of the doctoral studies he was involved in at the University of Arizona.
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  Teacher education programs have evolved mostly from the scholarly worlds perspective, which can eventually impact the work that practitioners face on an everyday basis, particularly in regard to dealing with their students. This article of reflection addresses aspects related to a Brazilian teachers personal practical knowledge and the role of practitioners expertise in dealing with adolescent students (6th to 9th graders). It advocates that teachers personal practical knowledge is likely to evolve into professional knowledge provided that it is analyzed, verified, and improved. Insights from second language teacher education, reflexive thoughts, and projects developed by the author illustrate what can be considered when developing strategies that are consistent with the envisioned teacher education programs.


  Key words: English language teaching, personal practical knowledge, second language teacher education.

  


  Los programas de formación de maestros han evolucionado sobre todo desde la perspectiva del mundo académico, lo que eventualmente puede impactar en el trabajo que los maestros enfrentan cotidianamente, particularmente en lo que respecta al trato con sus estudiantes. Este artículo de reflexión aborda aspectos relacionados con el conocimiento práctico personal de una maestra brasileña y el papel de la experiencia de los practicantes en el trato con estudiantes adolescentes (6º a 9º grado). Defiende que el conocimiento práctico personal de los profesores pueda evolucionar hacia el conocimiento profesional siempre que se analice, verifique y mejore. Las reflexiones sobre la formación de maestros de segunda lengua, los pensamientos reflexivos y los proyectos desarrollados por la autora ilustran lo que se puede considerar al desarrollar estrategias que sean consistentes con los programas deseados de formación de maestros.


  Palabras clave: alumnado, conocimiento práctico personal, educación de maestros de segunda lengua, enseñanza de lengua inglesa.

  


  Introduction


  Teacher education programs have long and in many different contexts evolved solely from the scholarly worlds perspective, which is influential on policymakers decisions. Such decisions are likely to eventually impact on the very work that practitioners face on an everyday basis, particularly in regard to dealing with young students. This is probably due to the fact that concepts that broadly address how youngsters learn do not seem to reach the basics of what pre-service teachers will when in their actual classrooms. Approaching learners needs through practitioners expertise may be a good alternative to reaching a portion of teacher education programs that is still to be fairly covered.


  In this reflective manuscript, the reader is invited to consider aspects related to practitioners personal drives as well as their practical knowledge, which can be developed in and with academia. More specifically, it is my intent to borrow concepts that are well developed in the field of applied linguistics and which are addressed by second language teacher education (SLTE) programs in order to improve teacher education in general as well.


  I am a Brazilian English language teacher and an independent researcher working in behalf of SLTE. The perspective that I adopt is grounded on an ethnographic study developed through my engagement in a regular public school context.


  After having worked for over ten years as a second language teacher educator and after having deepened my understanding of what English language teaching (ELT) is like in my setting, I decided to immerse and undergo the business of teaching youngsters in public schools. This move has reinforced my awareness toward the lack of experience that teacher educators reveal when approaching contemporary student bodies. Such revelation has also unveiled practitioners lack of proper theoretical background, which is essential in informing their practice. Based on this idea, I argue that teacher educators development should count both on experience and on collaboration, just like pre-service teachers and practitioners do when undergoing training. Relying on more experienced practitioners personal practical knowledge (PPK) could be a way towards integrating and valuing teaching theory and practice.


  Background


  Being culturally and socially immersed in teaching contexts that had previously been just experienced through observation has definitely become a unique opportunity that I availed myself of as a person and as an ELT professional. Almost two decades in the academic setting were both challenging and disturbing in the sense that many of the theoretical and practical instances would seldom converse. Quitting the academia therefore was an even more challenging path I decided to take in order to meet the more practical issues related to teaching.


  Theoretical and practical issues fused when aspects related to the composition of student body started to make sense (Kennedy, 1991). According to Mary M. Kennedy, the former director of the National Center for Research on Teacher Learning (NCRTL), demographic changes in the student body was a major demand on teachers after the 1980s. The main explanation for such finding of the study, developed by the NCRTL during the decade of 1986-1996, was that teachers were then working with students whom they had traditionally had the most difficulty in dealing with; that is, students whose families are poor, whose language is not English, whose race or cultural background differ from their teachers (Kennedy, 1991, p. 5).


  Contextually speaking, it is possible to assert that after almost three decades of adjustments to a globalized society, the Brazilian student body has reached its peculiar features, which can somehow be related to contemporary demands and to the agenda proposed by the NCRTL (Kennedy, 1991). Taken from a local perspective, it is fair to request that teacher educators and policymakers approach practitioners and young citizens needs, considering that they are, ultimately, the ones to be affected by the demands of a changing world.


  As a current participant and one affected by the demands of this changing world, in the following section I share my informed insiders viewpoint, hoping that it is a consistent contribution to be examined.


  Personal Drives and Practical Knowledge Development


  The personal/professional turn I took after obtaining my doctoral degree in applied linguistics is the foreground of this study. After sixteen years working mostly in private academic settings, both as an English language instructor and as a second language teacher educator, including the prime design/coordination of Humanities-English language undergraduate programs and teaching graduate students, it seemed that the time to touch the grounds of basic public education had arrived. Influenced by specialists who assert that ELT in public school settings (primary and secondary) around the globe are understudied (Borg, 2003), and following the need for a better understanding of teachers cognitions (Borg, 2006; Feryok, 2010; Freeman, 2002; Johnson, 2006, 2009; Oss, 2013; Vieira-Abrahão, 2012; Woods, 1996, 2009), I decided to answer a personal practical knowledge development call (Golombek, 1998, 2009).


  Borgs (2003) remarks were part of my main inspiration for quitting the higher education academic setting and moving into the grounds of basic education classrooms. Borg points to the lack of studies that address contexts where languages are taught by nonnative teachers to large classes of learners who, particularly in the case of English, may not be studying the language voluntarily (p. 106). This was identified as the case of Brazilian basic education in most regular school settings.


  In order to meet with the actual grounds of ELT, the first step I took was to join the educational system by becoming a public servant and being appointed to teach primary levels. Holding a public job and teaching preadolescents had not yet been part of my professional background. As a newcomer to the business of teaching public primary school students I had to adapt my teacher educators experience in order to become a youngsters English language teacher. It has been a fortunate venture—for the good and for the bad.


  The good part of the new endeavor was definitely having the chance to put into practice the things that I used to suggest to my former future teacher students. By doing that, I brought myself to the point of verifying what theoretical, methodological, and pedagogical aspects could actually be used in my own everyday teaching. Another captivating facet of becoming a youngsters English language teacher is related to the rapport that was established with students. It is really amazing to observe how much pupils can be willing to engage in the projects proposed and how rewarding their participation can be, as is described later in this paper. Students receptiveness seems particularly surprising perhaps due to the low expectations I brought as an outsider. Understanding what ELT is like in regular schools of the public sector takes much more than language teaching, I further realized. It was also surprising that students who were not in any of my classes would also appreciate greetings and small talks in English, as we ran into each other in the school halls. Interacting in English on a more casual basis seemed to be a good strategy to have the kids become more familiar with the so-called foreign language. That seems to influence not only the students but also the school staff, from peer teachers to employees in general. The mere sight of the English teacher around school premises was likely to afford nice good mornings! and how are you todays?which is definitely rewarding to both parties.


  As for the bad share of the venture, it is relevant to mention that one of the sad findings that I eventually came across is the fact that not all English language teachers actually speak English. This understanding was first elaborated based on students and peer teachers testimonials and, later, on discouraging attempts to interact in English with English language teachers.


  Surprisingly, and even though I was aware of the fact that not all English language practitioners were proficient in the language, the judgment I had previously made was somehow inaccurate. Although some of my colleagues did not actually feel comfortable speaking English for whatever reason, they did manage to encourage their pupils to do so. Apparently, and despite all hindrances usually posed by teaching contexts, the daily interaction with the school setting and with the students is likely to compensate for some aspects addressed by SLTE programs, which usually focus on the theoretical elements of teaching to the detriment of the more functional ones (Buarque, 2015; Gatti, 2014).


  Despite all the expertise that I have developed over the years, this move has been very precise in its proving that good teaching is easier to talk about than to do (Kennedy, 1991, p. 4), particularly when it comes to dealing with youngsters whose social needs and skills have changed even more rapidly over the past twenty-or-so years. It is my understanding that meeting demands from contemporary student bodies should be added to teacher educators learning curricula in order to be properly addressed by teacher learning research and eventually by teacher education syllabi. In the following section, I refer to some elements that are likely to impact the design of teacher education programs.


  A Practitioners Perspective


  The journey into ELT in Brazilian public schools described here has been influenced by specialists and professors, institutional duties and conferences, beliefs and doubts; but mostly, it has been inspired by the former English language undergraduate and graduate students I used to teach, many of which were already teaching under temporary contracts. To those who so generously shared their lived stories I owe all my respect and motivation which enabled me to have made such a daring professional move.


  Specialists are also inspirational when it comes to challenging practitioners experiences and acknowledging that they can enrich the knowledge base of L2 teacher education precisely because it is generated in and emerges out of teachers lived experiences (Johnson, 2009, p. 23). Nonetheless, the greatest challenge relies on the actual sharing of such lived experiences with the goal of making it shareable among teachers, open for discussion, veriﬁcation, and refutation or modiﬁcation (Hiebert, Gallimore, & Stigler, 2002, p. 7).


  There are many aspects that prevent practitioners experiences to be shared. One of them may be the fact that school teachers usually have to prioritize everyday assignments, such as bureaucratic records, classes preparation, correction, feedback, meetings, planning, reports, and so on, besides personal and professional development issues. In case the teacher actually enrolls in a long term professional development program, readings, research, publishing, and so forth are usually added to the school teachers tasks. In the case of Brazilian teachers, it is fair to mention that most of them/us lack the time and funding to engage in teacher education programs that demand publications, which may prevent relevant and invaluable experience to be shared. ELT practitioners are therefore left with defective representations of knowledge due to lack of examples that could have stemmed from theory (Hiebert et al., 2002). This may be one of the facts that prevail in keeping many Brazilian educational settings as they are.


  Cox and Assis-Peterson (2008) assert that teacher education programs in Brazil rely much more on theory than on more practical aspects of teaching. According to these specialists, undergraduates are subject to an overdose of theories that are not in accordance with what pre-service teachers can grasp once they are on their own (Cox & Assis-Peterson, 2008). The scholars also point to the fact that SLTE should adopt a more collaborative approach, and investigate with practitioners instead of doing research about them. Cox and Assis-Petersons (2008) self-criticism argues that


  
    What we discovered through research in the natural classroom context is not addressed to those who have donated their words, their experiences, their anguish, their hopes, but [it is addressed] to our academia peers. We report/publish what we saw/heard behind these subjects backs and not in a co-authoring fashion and often we hide our interpretations from them because we are afraid of hurting their feelings. We cannot spare to make a self-criticism—with this spirit, our contribution to solving the chronic crisis of ELT is nil. (p. 51, my translation)
  


  Granting practitioners the conditions to become part of the actual enrichment of the knowledge base of SLTE would mean recognizing their lived experiences (Bruner, 1997, 1998; Johnson, 2009; Oss, 2013; Telles, 2002) as an actual source of sharable knowledge. One would never really know what an educational setting is like until one lives the experience of being part of it and dealing with its daily routines. There is a great gap between what has to be done in an ELT classroom and what is doable. Considering the viewpoint from where I stand, I would say filling this gap may be particularly challenging to be addressed by teacher educators, especially because dealing with the demands of contemporary student bodies is perhaps one of the farthest topics that teacher education programs have handled. Moreover, future teachers may not be sufficiently aware of the major public expectations that fall on them, unless these are addressed through teacher education curricula. Suggestions on how to overcome such hindrances are explored in the following section.


  Teacher Education and Personal Practical Knowledge: The Student Body


  Adolescence is a period of life which all school teachers have already been through; taken from that point, developing approaches to deal with teenagers should not mean much of a contention. Nevertheless, it seems that teacher education programs lack the foreground needed to meet demands of contemporary student bodies. Investing time and effort in developing such expertise could mean calling on practitioners personal practical knowledge (Golombek, 1998, 2009), and having SLTE eventually include it in their programs.


  Hiebert et al. (2002) regard practitioners knowledge as teachers craft knowledge, which may develop into professional knowledge as long as it is publicized, shared, and stored, as well as verified and improved. From that perspective, one may assert that practitioners personal practical knowledge is unlikely to become professional knowledge due, exactly, to what Cox and Assis-Peterson (2008) posit as self-criticism. According to the Brazilian teacher educators, it seems that practitioners craft knowledge is actually publicized with the legitimate intention of being shared and stored. However, the steps of verification and improvement seem to be aborted at some point of the process, which prevents the cycle from moving further. By not advancing, it seems that this professional knowledge cycle is accomplished for one precise reason: researchers publications. The party which would actually be able to verify and improve personal practical knowledge, and therefore help develop it into professional knowledge is oftentimes withdrawn from the process. Such viewpoint corroborates Cox and Assis-Petersons (2008) assertion: We report/publish what we saw/heard behind these subjects backs and not in a co-authoring fashion (p. 51).


  The perspective of SLTE seems to follow the same course, which in many ways neglects the sociocultural aspects of learning to teach (Freeman & Johnson, 1998; Johnson, 2006; Johnson & Golombek, 2011; Lantolf, 2011), which also happens in Brazilian settings (Leffa, 1999, 2011; Miccoli, 2011; Oss, 2013; Vieira-Abrahão, 2012). Relying only on teacher education programs and on learning on a trial and error basis shall leave teachers too far behind in terms of professional development, particularly if one considers how fast teenagers learn and develop. Being deprived of learning from reports or case studies, for instance, is likely to keep pre-service teachers from being able to produce and share and therefore benefit from basic skills that teacher education programs may disregard: reading and studying and relying on more experienced peers, who in turn can encourage pre-service teachers to do the same. In that respect, it could also be inspirational to follow Snows words (as cited in Hiebert et al., 2002) when referring to American teachers: They must operate in a system that allows them to treat ideas for teaching as objects that can be shared and examined publicly, that can be stored and accumulated and passed along to the next generation (p. 7).


  Although it may seem commonsensical that local and social features change from community to community, which is the case of Brazil and its continental dimensions, learning about adolescents and their characteristics could be a way to unfold current issues that may be crucial to primary and secondary students lives these days. Learners age range and characteristics that preteenagers and teenagers present at this precise moment of their lives is thus a current subject matter that cannot be disregarded by teacher education syllabi, exactly because adolescents do share common affective, intellectual, physical, and social features, no matter where they come from.


  In a Brazilian study conducted with secondary school students, Oss (2006) relies on Dörnyeis (1990) broader concept of integrative motivation to address adolescent students willingness to learn English at school. According to Dörnyeis construct, both instrumental and integrative motivations concur when the learning of a target language takes place away from its context of use, mostly due to challenges involved, need for achievement, and interest in different cultures, which broadened the integrative concept of motivation. This broadened concept of integrative motivation turned out to be the main drive for the 14- to 18-year-olds that collaborated in Osss investigation (2006). According to the study, although instrumental motivation played an important role in students willingness to learn English at school, learners were particularly interested in languages in general, in foreigners and in their cultures as well as in integrating into a new community. This last item, however, did not indicate any geographical region in particular, but the linguistic community of the target language that could be reached through the World Wide Web.


  In that same respect, Pescador (2010) conducted an investigation that aimed at identifying and characterizing learning actions used by digital natives while interacting when playing online games in English. According to the researcher, the study indicates that learning possibilities unfold as digital technologies aid students in surpassing classroom walls. As such, real interactions and new vocabulary stem from students new skills and learning styles developed from the use of technological gadgets (Pescador, 2010).


  Students interests in integrating into new communities and developing new skills and learning styles are just a few features that can be addressed by teacher education programs, Brazilian SLTE ones included. Even though many institutions do address knowledge of learners and their characteristics as current issues of teachers-to-be education curricula, improving the quality and outcomes at the primary and secondary levels is still an urgent demand. For that matter, Pescador (2010) reminds us that


  
    neuroscience studies indicate that, in response to constant stimuli elicited by digital technologies, this generation has developed some sophisticated skills which affect their ways of thinking, such as parallel processing, random access, among others (Johnson, 2005), and this cannot be ignored by school-teachers, due to its learning potentials. (p. 93)
  


  Sharing some personal practical knowledge and focusing on contemporary student bodies can help unveil crucial issues that are worth addressing in teacher education programs. Based on experience and on expertise developed outside academic contexts, in the next section I refer to two projects I developed aimed at meeting students expectations in terms of learning English at school.


  Theories and Methodologies in Action


  Becoming a public servant appointed to teach primary levels turned out to be a fine challenge to accept. Teaching English language to 6th to 9th graders in one or two 45-minute classes per week could have meant not meeting many expectations. Moreover, as I became familiar with the teaching syllabus proposed by the school board (Zanette, Rui, & Pellin de Bastiani, 2010), it was clear that the material displayed in the document was developed to merely fulfill institutional requirements, which in turn allowed practitioners to approach their teaching in the best way they found appropriate to meet students needs and wants, provided that they had been instructed to do so.


  In order to benefit from and to conform to the guidelines, the approach adopted relied on projects aimed at meeting the basics, according to each grade, group, and, ideally, individuals. By doing that, it was possible to address methods that some of my former future teacher students had adopted under my supervision—and which I would not necessarily agree with—as well as to experience their efficiency in my own teaching context.


  There were some projects developed with different levels of students that I would consider worth reporting, mainly due to students outcomes and testimonials. In the following subsections, I briefly outline two of them.


  New Perspectives Project


  I developed this project (Oss, 2015) as an extra-class activity offered to 6th and 7th graders in a school unit where ELT was offered once a week, in 45-minute classes. The idea of having ELT as an extra-class activity was suggested by some of the 6th grade students, who enjoyed the classes that we were having in the regular school hours. As the idea was also mentioned to 7th graders, many of them became interested as well.


  The first step I took to provide students with extra classes was to request it formally to the school board, which included a term of responsibility asserting that I would not charge the school extra hours for the classes. It took around three months for the school board to respond and finally have the classes authorized in a volunteer work fashion.


  The school principal offered a room that was being used as a storage room, which turned into a nice classroom after some of my contacts in the social networks donated rugs, pillows, books, posters, dictionaries, and even a TV set and a VHS player. By the time the classes were actually allowed to start, our classroom was already a nice and cozy place, as can be seen in the presentation1 delivered in a local seminar.


  The name of the project—New Perspectives—was inspired by a combination of the idea that had been triggered by students request, and later based on the classroom design and teaching approach envisioned. The classes started after winter break of 2014 and had a total of 30 students enrolled, both 6th and 7th graders. The extra class activity was developed for 15 weeks, in a 1 hour, 15 min period, both for the morning and afternoon students. Although not all of them attended all classes, 24 students were regular attendees.


  Considering that it was the students initiative, the whole project was based on their cooperation. Students who had parents authorization to be at school in the opposite school shift were invited to help organize the classroom by displaying posters and maps and by doing some cleaning in what would become the classroom. That gave the group a sense of belonging, which was already part of the new perspective they could foresee from manipulating English books, dictionaries, and the maps and posters, for example.


  The chance to be around those students in a context apart from the regular classroom hours was also an opportunity to learn more about their interests and to become closer to them. As the project was offered to a morning group and to an afternoon group, it was also part of the learning to give/take improvements in the room that would be shared by the two different groups as well as to respect each others contributions.


  The final design of the classroom counted three chalkboards—one on each wall, except on the one where the door was; desks—these were displayed in groups of four; posters and maps—these were always available to be explored at any time a topic so required—books and dictionaries—these were displayed on desks against the walls and free to be used anytime; and there was also a reading corner furnished with a rug and pillows.


  Different from the regular classes, the view behind the New Perspectives was to have students experience alternative English learning ideas that came from their needs and suggestions. Working in groups on a regular basis—instead of sitting in lines and rows—was a first move toward the new experience of attending an English course, as students called it. In the New Perspectives classes, students did not have fixed places, which allowed them to have a different viewpoint in each class. Sitting in different places and working with different groups was also consistent with the teaching approach and the classroom dynamics I proposed. The three chalkboards were used during the classes and the visual references were always available, even after the explanations were finished. In order to follow the classes, students had to turn toward the board that was being used and sometimes change places, reinforcing the New Perspectives concept.


  A syllabus was developed based on an interdisciplinary fashion and the topics were developed from the idea of having students become members of an English club, where everyone could suggest new themes based on their interests. In order to do so, the first class was devised after the processing of a form that students filled in with personal data and interests. These topics were explored during the first classes, and from then on other themes were explored such as celebrations, school subjects, family relations, likes/dislikes, which led to vocabulary on culturally motivated themes (after Halloween and Thanksgiving, for instance), food, sports, school objects, and leisure, among others.


  The final balance of the New Perspectives project was considered positive, particularly due to the feedback that students provided and because the objectives initially proposed were met. Moreover, it is my understanding that developing strategies to learn about socially relevant issues by relying on students genuine interests and promoting citizenship by welcoming what they value in school should be included in the syllabus of SLTE programs.


  Learning to Read: A Collaborative Endeavor


  My main objective with this teaching project was to promote students autonomy and decision making through an alternative approach to ELT for 9th graders. My linguistic goal was to instruct my learners to develop reading strategies that could guide them through a process of getting acquainted with basic vocabulary, sentence structure, and reading comprehension. Outcomes suggest that they benefited from the approach, which encouraged them not only to develop their study skills but also to take an active part in organizing the syllabus, contributing to a research report, and helping weaker classmates, among other collaborative tasks. The project was developed during the school year of 2015, and in the following year it was granted an IATEFL Research SIG scholarship.2


  Particularly important for the project is the fact that the school where it was developed is located in a socially vulnerable part of the city, where students are exposed to urban violence, drug dealing, and segregation of many sorts. The motivation to learn English in such neighborhoods is usually very low, considering the school demands that students have to deal with, their everyday lives, and the practical purposes that are usually associated with the learning of another language, among others. The idea of proposing a collaborative endeavor came from the need to make learning English a meaningful task to these learners. On the very first day of school, the presentation of the years program was made on a dual basis so students could either choose to work with the book and follow its units or engage in a project where they would have to read the material that had been previously selected. In order to have students feel that they were really taking part in their learning, the units of the book were displayed so they would have their choices grounded on some reliable information. Students were familiar with the book series, so they were introduced to the topics that would be addressed throughout the year. The second option was the project, which was also presented through topics and described as an opportunity that they would have to help build content based on graded readings.


  In order to have a comparable prospect to the first alternative, the proposal was presented departing from topics as well: a place to live and environmental issues. In both topics, the goal was to have students engage in themes that would meet their curiosities and/or that would be close to their interests. A place to live included reading material about countries like Australia and New Zealand, The United States and Ireland, which are countries that in a way or another share similar aspects to Brazilian peoples features (e.g., Irish happiness), historical aspects (e.g., Australian colonization), and some familiarity with its culture (e.g., American songs, films, etc.). For the topic environmental issues, the reading material was about pollution and recycling. These two subtopics/reading materials were chosen because the school is located near a river which is prone to pollution matters. Not only that, but there are many recycling sites in this city area, where some parents and even some of the students work.


  Students chose the second option, environmental issues, under a democratic and justifiable poll. The ones who did not vote for the project were encouraged to respect the majoritys decision, which in fact led to a good critical balance to be managed throughout the process. In the first term, besides the presentation and agreement on topics, some language reviews on sentence structure, verb tenses, word formation, dictionary work, vocabulary development, and so on, were emphasized based on the readings. During the second term, learners interacted with different types of readings: Films, documentaries, news, magazines, and so forth were introduced and explored in this period. In the last term, actual reading comprehension with technological support was implemented. All classes of this term took place in the school lab, where students read, took quizzes, worked on their individual reading comprehension activities, learned about vocabulary development/translation apps, and collaborated with their classmates.


  At the end of the school year, the 29 students (16 from the morning class and 13 from the afternoon class) were requested to give feedback on the experience. According to the respondents (a total of 21), it was considered important to help decide which topics should be approached throughout the school year (20/21). They also considered that reading was a more interesting way of learning English at school than learning it in a traditional way (17/21). Nonetheless, some of the learners considered that studying English with the support of regular English manuals would have been their preference (7/21).


  Based on what I have learned from the students who adopted this project, I can assert that developing alternative approaches to ELT for basic education is one of the greatest challenges that practitioners are likely to face these days. It is my contention that the personal practical knowledge developed in circumstances such as these should be encouraged and shared in SLTE programs, as I articulate in the following section.


  Reflective Thoughts


  The spirit of the words shared in this manuscript is based on lived experiences and on the belief that practitioners personal practical knowledge cannot be left aside when developing teacher education programs. SLTE programs, in particular, are likely to benefit greatly from practitioners expertise, especially when regarding contemporary student bodies and the reasons why their idiosyncrasies should be explored. Having such understandings in mind, one is likely to see the opening of new possibilities not only in the field of teaching and its various derivations, including ELT, but also in promoting studies that can enlighten teachers roles in a myriad of settings. Disclosing what practitioners responsibilities are and bringing their personal practical knowledge on how to deal with adolescents in contexts such as the ones discussed in this paper can be supportive to teacher educators, who would have real study cases to refer to and real practitioners to contact if/whenever needed. That would, in turn, bring the expanding community of language learners, pre-service teachers, teacher educators, and, ideally, policymakers together, aiming at more down-to-earth guidelines and ultimately more motivated learners in general.


  Final Considerations


  This manuscript has covered aspects related to SLTE from an English language teachers perspective. It has outlined how teacher education in general is likely to benefit from practitioners PPK, particularly in regard to developing strategies that can support teacher educators to approach contemporary student bodies.


  It is relevant to mention that although the perspective adopted is personal and local, there are many learning contexts that are likely to benefit from the ideas shared in this article. Some aspects that would be worth considering from this viewpoint could be the following:


  
    	Learning to teach may come from teaching itself, but teaching to learn demands background knowledge that not all teacher education programs provide learners with.


    	Practitioners PPK may be regarded as craft knowledge just as long as there is room for teachers and pre-service teachers to actually publicize, share, store, verify, and improve it based on local demands.


    	Knowing student bodies means being aware of the role of schooling in individuals lives and therefore promoting students learning from an informed and straightforward perspective. In order to do that, it is the practitioners duty to insist on the recognition of their expertise as well as to keep on studying and improving in the profession.

  


  The topics above aim at shedding light on some aspects that can only be seen through the lenses of an insider. Although some may disagree, only those who are prone to daring moves shall grasp what it means not to take the paths already taken. That is probably what teacher education means: being ready to face the unpredictable.

  


  1http://prezi.com/kr1yw98ssvwy/?utm_campaign=share&utm_medium=copy&rc=ex0share (in Portuguese).


  2http://resig.weebly.com/scholarship-winners-gallery.html
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  Recently, the applied linguistics field has examined the knowledge, skills, and principles needed for assessment, defined as language assessment literacy. Two major issues in language assessment literacy have been addressed but not fully resolved—what exactly language assessment literacy is and how it differs among stakeholders (e.g., students and teachers). This reflective article reviews assessment literacy from general education experts and language education scholars and shows how the meaning of language assessment literacy has expanded. To add to the discussion of this construct, the article focuses on the specific language assessment literacy for language teachers and proposes a core list of assessment knowledge, skills, and principles for these stakeholders.
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  Recientemente, el campo de la lingüística aplicada ha evaluado el conocimiento, habilidades y principios necesarios para la evaluación, definidos como la literacidad en evaluación de lenguas. Dos temas centrales han sido discutidos, pero no resueltos—exactamente qué es literacidad en evaluación de lenguas y cómo se diferencia entre poblaciones interesadas (p. ej. estudiantes y profesores). Este artículo de reflexión hace una revisión de la literacidad en evaluación vista por expertos en educación y enseñanza de lenguas, y muestra una expansión del significado de literacidad en evaluación de lenguas. Como adición a la discusión de este constructo, el artículo se enfoca en la literacidad en evaluación de lenguas específica para docentes de lenguas y propone una lista central sobre el conocimiento, las habilidades y los principios de evaluación para este grupo.


  Palabras clave: educación de profesores de lenguas, evaluación, evaluación de lenguas, literacidad en evaluación de lenguas.

  


  Introduction


  The 39th Language Testing Research Colloquium: Language Assessment Literacy Across Stakeholder Boundaries1 held in Bogotá (Colombia) in July, 2017, explored the issue of language assessment literacy (LAL) for various stakeholders. The colloquium was guided by the consensus that LAL is a competency engaging different parties, from teachers to school administrators. The fact that such colloquium was mostly devoted to this topic speaks of the relevance that LAL has gained in language education and language testing. The purpose of this reflective paper is to contribute to ongoing discussions in LAL and seeks to illustrate what this construct implies for language teachers.


  In general terms, LAL refers to knowledge, skills, and principles in language testing (Davies, 2008; Fulcher, 2012; Malone, 2008). These three components have in fact remained constant in theoretical and research discussions about LAL. However, its scope and boundaries have been questioned (Inbar-Lourie, 2013a; Taylor, 2013). Specifically, scholars are wondering what specific knowledge, skills, and principles are needed to define the term. What is clear is that knowledge of language, language use, and language pedagogy differentiate LAL from assessment literacy, the generic term in general education (Brookhart, 2001; Popham, 2009).


  Another crucial discussion, the core of the aforementioned colloquium, refers to the people involved in LAL. Taylor (2009) argues that not only should language teachers be involved in knowledge of language assessment; other stakeholders such as school principals, parents, and politicians should know about language assessment and its implications (i.e., decisions based on scores). Based on the available research, Taylor (2013) identifies four stakeholder profiles in LAL: test writers, classroom teachers, university administrators, and professional language testers (more on these profiles in the literature review section). Since several stakeholders should be engaged in language assessment, the picture of what exactly LAL means becomes even more complex (Inbar-Lourie, 2013a; Taylor, 2013). Thus, a general consensus in LAL is that research needs to be ongoing and welcomed (Fulcher, 2012; Coombe, Troudi, & Al-Hamly; 2012; Taylor, 2013).


  Notwithstanding the need to involve others in LAL, language teachers remain central stakeholders whose teaching contexts should be considered to further define LAL (Scarino, 2013). López and Bernal (2009) and more recently Herrera and Macías (2015) have made the call that (Colombian) language teachers should improve their LAL. The authors have argued that LAL is needed among in-service language teachers, and that pre-service language teaching programs should raise the bar to provide quality LAL opportunities for teacher development. This is justified not only in language education but education in general, where scholars have argued for assessment literacy among teachers (Brookhart, 2011; Popham, 2009; Schafer, 1993). While the call for better LAL among language teachers is indeed necessary, the field must ask what it is exactly that LAL entails. A careful reconsideration of LAL is therefore the central theme of this paper.


  The paper consists of a literature review that starts with a discussion of López and Bernals (2009) and Herrera and Macías (2015) argumentation; later, it overviews general assessment literacy and its change over time in education. Then, the bulk of the paper explores LAL from two themes: its meaning and scope, and stakeholder profiles. This theoretical exploration will serve as a basis to present a core list of LAL for language teachers. Such list is derived from conceptual discussions and research insights into knowledge, skills, and principles related to language assessment for teachers. Thus, the list is meant to fuel discussion in LAL, particularly for language teachers, and suggest what the implications of LAL for these stakeholders can be.


  Literature Review


  Background


  The research by López and Bernal (2009) indicates that there are different practices of assessment among language teachers. Those with language assessment training used assessment to improve teaching and learning, whereas those with no training used it as a way to solely obtain grades. Thus, López and Bernal report that teachers without training placed grades and assessment on the same level, which the researchers perceive as a limited approach to language assessment. Additionally, the teachers in this research implemented more summative than formative methods.


  In terms of professional development, López and Bernal inform that while graduate programs do have language assessment courses, few in-service language teachers gain access to ma degrees in Colombia. Because of this situation, the researchers argue that pre-service language teaching programs should offer more language assessment training. A majority (20 out of 27) of the undergraduate programs the researchers analyzed did not have any language assessment courses; the picture becomes more complicated when the authors explain that out of 27 programs, only two public universities offered assessment courses, as opposed to five courses offered by private universities.


  Similar concerning results of language assessment practices can also be found in Arias and Maturana (2005); Frodden, Restrepo, and Maturana, (2004); and Muñoz, Palacio, and Escobar (2012), all studies conducted in Colombia. What is more, such findings have also been present in other parts of the world such as Chile (Díaz, Alarcón, & Ortiz, 2012), China (Cheng, Rogers, & Hu, 2004), and Canada (Volante & Fazio, 2007). In their conclusions, López and Bernal (2009) urge teachers to improve the validity, reliability, and fairness of their language assessment practices, and to implement assessment that is conducive to enhancing teaching and learning. Addressing language teaching programs, the researchers find it central that


  
    all prospective teachers take at least a course in language testing before they start teaching, and should strive to better themselves through in-service training, conferences, workshops and so forth to create a language assessment culture for improvement in language education. (López & Bernal, 2009, p. 66)
  


  Herrera and Macías (2015) start their article by stating that teachers are . . . expected to have a working knowledge of all aspects of assessment to support their instruction and to effectively respond to the needs and expectations of students, parents, and the school community (p. 303, my emphasis). Teachers with an appropriate level of LAL, according to Herrera and Macías, connect instruction and assessment, criticize large-scale tests, and design and choose from an available repertoire of assessments. Echoing López and Bernal, Herrera and Macías urge language education programs to provide more and better opportunities for LAL so that language teachers can focus on the spectrum that language assessment really entails—and not only focus on tests as instruments to measure learning. The authors then propose that for LAL experiences, questionnaires can be used to tap into teachers knowledge and skills in language assessment. However, as the researchers clarify, such instrument alone is not sufficient to describe and/or offer information to improve LAL among teachers.


  Both articles claim that LAL is needed among pre- and in-service teachers. If language teachers are effectively trained in LAL, as these authors suggest, assessment for formative purposes—that is to enhance teaching and learning (Davison & Leung, 2009)—can become essential in language education. While the call of these four authors is one with which I agree I believe we need to take a deeper, more critical look towards what assessment literacy and specifically LAL involve. With this in mind, the next section of this article reviews the generalities of assessment literacy and specifics of LAL.


  Assessment Literacy: Generalities in Education


  The literature in assessment literacy reports on an expansion of the knowledge and skills that teachers and other stakeholders are expected to have—although the focus has been on assessment literacy for teachers. Historically, assessment literacy has expanded teachers toolbox to monitor, record, improve, and report on student learning. There has also been increasing attention as to how assessment has consequences on teaching, learning, and school curricula (Brookhart, 2011; Popham, 2009, 2011); this attention has led to a belief that teachers should have a critical stance towards how assessment impacts stakeholders (Popham, 2009).


  The first allusion to assessment literacy in education was proposed by the American Federation of Teachers, National Council on Measurement in Education, and National Education Association (1990) in their Standards for Teacher Competence in Educational Assessment of Students. They believed these guidelines were needed to help teachers become aware of assessment in and out of classroom contexts. The guidelines can be categorized into two strands. The first deals with instruction; teachers should be able to choose, design, and evaluate valid assessments for positive effects on learning, teaching, and schools. The second strand has to do with uses of tests and test results; teachers are expected to know when assessments are being used inappropriately, and to know how to communicate results well to various stakeholders. Later, Stiggins (1995) used the term assessment literacy to include knowledge and skills that stakeholders such as teachers and school administrators should have about assessment.


  In addition to the standards above, Popham (2009) explains that assessment literacy includes knowledge of reliability and threats to it, tests content validity, fairness, design of closed-ended and open-ended test tasks, use of alternative assessments such as portfolios, formative assessment, student test preparation, and assessment of English language learners. Popham argues that assessment literacy is needed so teachers become aware of the power that tests, especially external, can have on education.


  Furthermore, Brookhart (2011), who argues that the standards above are not comprehensive enough for classroom teachers, believes assessment literacy has to do with knowledge of how students learn in a specific subject; connection between assessment, curriculum, and instruction; design of scoring schemes that are clear for stakeholders; administration of externally-produced tests; and use of feedback to improve learning.


  Other areas that have received attention in assessment literacy involve the use of basic statistics for educational measurement (Popham, 2011; White, 2009), student motivation (White, 2009), and the use of multiple methods in assessment (Rudner & Schafer, 2002). Similarly, the use of technology has been proposed as part of teachers assessment literacy (Rudner & Schafer, 2002).


  The previous section has shown a steady historical increase in the knowledge, skills, and principles related to the assessment literacy that teachers are expected to have. While the meaning of LAL shares similarities with assessment literacy, LAL is unique in specific ways. The next section of the paper pinpoints what has been carried over from general assessment literacy, and what has made LAL a construct on its own. For this purpose, this paper addresses two related, ongoing debates in LAL: the need to pursue a knowledge base in the field and the realization that LAL means different things to different people. After these two debates, the section will focus on a recent addition to the meaning of LAL by Scarino (2013), who argues that LAL should also involve teachers contexts of teaching.


  Language Assessment Literacy: Generalities and Specifics


  Overall, conceptual discussions and research findings in LAL have provided insights for a concept that is far from being defined in limited terms. In a review of language testing textbooks, Davies (2008) places the field within three components: knowledge, skills, and principles related to the assessment of language ability. While emphasis has been given to the first two components, there is an increase in the need to instill language testing with principles such as fairness (non-discriminatory testing practices) and ethics (appropriate use of assessment data) (Kunnan, 2003). In fact, research has indicated that this trend is stable because language testing textbooks focus on knowledge and skills (Bailey & Brown, 1996; Brown & Bailey, 2008) more than they do on principles. In fact, the trend is also evident in language testing courses (Jeong, 2013; Jin, 2010), which include some but not sufficient attention to principles as well as to consequences of assessment. Thus, Daviess global view of LAL is generally accepted by authors (Inbar-Lourie, 2008; Fulcher, 2012; Taylor, 2009).


  Fulcher (2012) used a questionnaire to find out the LAL needs among language teachers from around the world (N = 278). Based on the survey results, his definition emphasizes the interplay among Daviess three major components of LAL, as they impact practice and society at large. Fulcher also argues that teachers need to view language assessment from its historical development. Fulchers (2010) book, Practical Language Testing, is an operationalization of this definition of LAL. What is particularly interesting about the authors definition is that it refers to both large-scale and classroom tests, which suggest LAL for language teachers is not limited to classroom assessment. Besides, Fulcher strongly suggests that LAL require that teachers be critical toward language assessment practices, and there exists a general consensus in the field regarding that suggestion (Coombe et al., 2012; Inbar-Lourie, 2012; Taylor, 2009).


  The previous section shows that LAL shares components with assessment literacy. However, language as a construct for assessment is what differentiates LAL from its generic term. Thus, in Davies (2008), LAL includes knowledge of language and language methodologies such as communicative language teaching. Inbar-Lourie (2008, 2012) calls language the what in LAL (after Brindley, 2001). Additionally, Inbar-Lourie (2008) argues that LAL includes knowledge of multilingual learners and content-based language teaching.


  Skills and principles in LAL are therefore directly related to assessing language. Specifically, skills needed for test design (e.g., item-writing), use and interpretation of statistics, and test evaluation are part of LAL because they are used to assess language ability (Davies, 2008; Fulcher, 2012; Inbar-Lourie, 2013a). Concerning principles, they are viewed the same in LAL as in assessment literacy; that is, principles refer to codes of practice for ethics, fairness, and consequences of assessment.


  One way to picture the wide scope of LAL is by looking at Inbar-Louries (2013b) ingredients of LAL for language teachers. She argues that LAL is a unique complex entity, similar yet different from general assessment literacy for teachers. According to the author, the ingredients of LAL for language teachers are:


  
    	Understanding of the social role of assessment and the responsibility of the language tester. Understanding of the political [and] social forces involved, test power and consequences. (p. 27)


    	Knowledge on how to write, administer and analyze tests; report test results and ensure test quality. (p. 32)


    	Understanding of large scale test data. (p. 33)


    	Proficiency in Language Classroom Assessment. (p. 36)


    	Mastering language acquisition and learning theories and relating to them in the assessment process. (p. 39)


    	Matching assessment with language teaching approaches. Knowledge about current language teaching approaches and pedagogies. (p. 41)


    	Awareness of the dilemmas that underlie assessment: formative vs. summative; internal external; validity and reliability issues particularly with reference to authentic language use. (p. 45)


    	LAL is individualized, the product of the knowledge, experience, perceptions, and beliefs that LANGUAGE TEACHERS bring to the teaching and assessment process (based on Scarino, 2013). (p. 46)

  


  Given the array of elements in LAL, it is not surprising that scholars in language testing are still debating the boundaries of the concept (Fulcher, 2012; Jeong, 2013; Malone, 2013; Scarino, 2013; Taylor, 2013). Inbar-Lourie (2013a) wonders what the essentials for LAL actually are, and invites discussions and research to expand and clarify LAL and its uniqueness. What further fuels the debate around the meaning and scope of LAL is how it relates to different stakeholders.


  LAL and Different Stakeholders


  Taylor (2009) contends that given the impact assessment can have other people besides teachers should possess knowledge of language assessment. Pill and Hardings (2013) study testifies the need to have others involved in LAL. Their study found that there were misconceptions and a lack of language assessment knowledge at the Australian House of Representatives Standing Committee on Health and Ageing. This political body was responsible for determining which doctors could be granted entrance to Australia, based on the results of two tests: The International English Language Testing Service (IELTS) and the Occupational English Test (OET). Additionally, the study by OLoughlin (2013) reports the LAL needs (e.g., score interpretation) of the administrative staff at an Australian university using IELTS for admission of international students. Finally, the study by Malone (2013) reports that language instructors and language testers had differing views and needs as regards the contents of an online language testing tutorial. While the former group expected the tutorial to be clear and include practical matters, the latter expected comprehensiveness of concepts. These three studies certainly provide convincing evidence that several stakeholders—and not only teachers—should be recipients of LAL.


  To define the level of LAL among different stakeholders, Taylor (2013) proposes a figure that places them at different levels. Thus, researchers and test makers are at the core of the figure, language teachers and course instructors are placed at an intermediary level, and policy makers and the general public are on a peripheral level of LAL. Additionally, this author outlines the profiles for four different stakeholder groups; namely, test writers, classroom teachers, university administrators, and professional language testers. These four profiles are described against eight dimensions: knowledge of theory, technical skills, principles and concepts, language pedagogy, sociocultural values, local practices, personal beliefs and attitudes, and scores and decision making (Taylor, 2013, p. 410). Taylor (2013) presents her proposal as open to debate and invites the field to inspection and operationalization of the suggested levels and profiles of LAL.


  In conclusion, as commented elsewhere, scholarly discussions and research in LAL have indicated that this concept has come to have different shades of meaning for various people directly or indirectly involved in language assessment. While it is certain that others should be engaged in LAL, language teachers remain central in the efforts to deliver professional development opportunities in LAL (Boyles, 2006; Brindley, 2001; Fulcher, 2012; Nier, Donovan, & Malone, 2009; Taylor, 2009). Accordingly, I now move on to exploring LAL for language teachers and the implications that this construct may have for them.


  LAL for Language Teachers


  Scarino (2013) argues that in addition to knowledge, skills, and principles in LAL, it is pertinent to include teachers interpretive frameworks. That is, discussions in LAL need to acknowledge that language teachers have particular teaching contexts, practices, beliefs, attitudes, and theories, all of which shape their own LAL. Recognition of language teachers interpretive frameworks is particularly important in fostering professional development, as Scarino suggests. Knowledge, skills, and principles in language assessment coexist with teachers ways of thinking and acting upon the act of assessment. Thus, Scarino explains that, in the case of language teachers, the components of their LAL influence each other, a notion briefly addressed by other authors (Fulcher, 2012; Taylor, 2009).


  LAL discussions and research, even for language teachers, have provided a top-down perspective. Thus, the knowledge-base of LAL has been described from language testing textbooks (Davies, 2008), language testing courses (Bailey & Brown, 1996; Brown & Bailey, 2008; Jeong, 2013; Jin, 2010), and even pre-determined by language testing scholars themselves. For example, Fulcher (2012) and Vogt and Tsagari (2014) use questionnaires with pre-determined categories to find out needs among language teachers. However, what has not been clearly addressed in the literature is how language teachers engage in or display LAL. In tandem with Scarinos (2013) proposal, I believe there are particularities to LAL that should come from the bottom up, or language teachers assessment practices.


  Rea-Dickins (2001) and McNamara and Hills (2011) research studies do not overtly refer to teachers LAL. However, their research scope certainly deals with areas that, according to the literature, are part of a language teachers knowledge, skills, and principles for assessment viewed from a formative lens. Based on a purely qualitative approach using observations and interviews, these two studies provide descriptions of language assessment stages. In Rea-Dickins (2001), there are four stages to language assessment in the classroom: planning, implementation, monitoring, and recording and dissemination. In the first stage, language teachers select the purposes and tools to assess and prepare students for assessments. In stage two, teachers introduce the why, what, and how of assessment, and also provide scaffold while assessment unfolds, ask learners to monitor themselves and others, and provide immediate feedback to students. During stage three, teachers bring together their observations and analyze them with peers, with the hope to provide delayed feedback to improve learning and teaching. In the last stage, teachers formally report their analyses to whomever they need to. In McNamara and Hill (2011), the stages are called planning, framing, conducting, and using assessment data. They are, essentially, the same as those in Rea-Dickins (2001) as the stages refer to the same assessment activities. From these last two studies, I believe we can add more layers to what LAL can entail—LAL includes the ability to effectively plan, execute, evaluate, and report assessment processes and data.


  Lastly, other studies report findings of skills that should be part of teachers LAL. In Walters (2010) study, English as a second language (ESL) teachers became aware of a process for test and item analysis called standards reversed engineering (after Davidson & Lynch, 2001), through which they could derive test specifications and critique state-mandated standards for ESL. The study by Vogt and Tsagari (2014) with European language teachers identified that participants mostly needed skills to critique external tests. The researchers report that the lack of ability to critically evaluate tests represents a risk for the teachers to take over tests unquestioningly without considering their quality (p. 391). Lastly, even though not explicitly using the term LAL, the study by Arias, Maturana, and Restrepo (2012) helped language teachers instill transparency and democracy in their practices. The researchers conceptualized transparency as making students aware of testing modes, rubrics, grades, and others; and democracy in language assessment as negotiation and the use of multiple methods and moments to assess learners. In summary, the knowledge and use of reversed engineering and test specifications, skills for critiquing existing tests and ESL standards, and transparency and democracy as assessment principles should all be part of language teachers LAL.


  Given all these possible additions to the construct under examination, LAL is still not clearly delimited for language teachers, and in fact appears to be far-reaching. For instance, if located on a spectrum, Inbar-Louries (2013b) ingredients of LAL can range from specific skills (e.g., item-writing) to complex issues such as the relationship between second language acquisition theories, language teaching approaches, and language assessment. Amidst all these ingredients and components, I believe we need to have a way to reconcile and streamline the implications of LAL for language teachers. To this end, in the next section I propose a core list of LAL that brings together thinking and research around LAL.


  A Core List of LAL for Language Teachers


  The proposed list is based upon three central components, introduced by Davies (2008), each with corresponding dimensions. Knowledge (three dimensions) reflects theoretical considerations such as the meaning of validity and reliability, two classical discussions in language testing. This component ranks high in the list as it deals with language and language use, the uniqueness of LAL (Inbar-Lourie, 2013a). Following this, within knowledge I include Davies (2008) and Inbar-Louries (2008) suggestion that knowledge of major issues in applied linguistics should be part of language teachers LAL; for example, communicative approaches to language testing. Finally, this component includes teachers knowledge of their own contexts for language assessment, an inclusion that I derive from Scarinos (2013) proposal.


  Following in the list are skills (five dimensions), which first and foremost include instructional skills. I base this addition to LAL largely on the studies by McNamara and Hill (2011) and Rea-Dickins (2001) into assessment practices. Following, design refers to test and item construction for the four language skills and their integration in assessments (Fulcher, 2012; Taylor, 2009). Germane to educational assessment are measurement skills, which I include based on Davies (2008) and Fulcher (2010, 2012). In the case of language teachers, I agree with Popham (2011) that while advanced statistical expertise is not needed, teachers should know quantitative methods that can illuminate their assessment practice. Lastly, technological skills come from Davies (2008) and Inbar-Lourie (2012).


  The last component of the list refers to language assessment principles. I derive this part from various authors (Arias et al., 2012; Coombe et al., 2012; Malone, 2013; Taylor, 2009; etc.). It has been discussed that large-scale tests are consequential and powerful (Shohamy, 2001), so ethics and fairness should be present in language assessment. In Taylors (2013) proposed profile for language teachers, the author argues that this group may not be as concerned about ethics and fairness as language testing professionals must. However, I believe language teachers need to realize that these two principles are in fact codes for the professional practice of those involved in language assessment (ILTA, 2000). Most importantly, scholars in LAL argue that teachers need to become critical towards assessment practices (Fulcher, 2012; Scarino, 2013). Thus, transparency and democracy appear in this last component thanks to the research by Arias et al. (2012).


  Figure 1 summarizes the core list while Table 1 shows the complete list with an illustrative descriptor for each dimension.
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  Some similarities between this list and the work by Newfields (2006) are possible. The author proposes a series of statements for items that I also include in my list. For example, the ability to interpret statistical raw data in terms of common measures of centrality (mean, mode, median) and deviation (SD, quartiles) (p. 51) is similar to the following skill in the present list: the ability to interpret data from large-scale tests, namely means, modes, medians, bell curves, SEMs, reliability and correlation coefficients, and so on.


  Newfields inventory, however, is not presented hierarchically (i.e., by ranking high core components such as language and language teaching) and is based on content validity perceptions from college students, high school language teachers, and test developers. The present list is based on conceptual reviews of the literature in LAL and personal experience in language assessment courses through information from well-known language testing textbooks such as Bachman (2004), Fulcher (2010), and others.


  Recommendations


  The proposed list can be used by language teachers in five ways. First, they can utilize the descriptors as a Yes/No checklist to evaluate their own language assessment contexts, paying attention to what they do well and what they need to strengthen. Second, they can use the descriptors to observe each others LAL and provide feedback on knowledge, skills, and principles. For example, applicable abilities in the 25 to 35 range can be turned into an observation protocol for stages in classroom language assessment. Third, teachers can identify topics to know more about what is in LAL and seek for training opportunities such as professional development teams or study groups; in such groups, teachers may want to understand large-scale tests, so they would need to read about educational measurement and develop corresponding data interpretation skills (e.g., What does a mode tell me about test results?). Fourth, if teachers design tests, they may need to see what skills in this list are appropriate for their enterprise. Lastly, teachers can use this list for an overview of language assessment literacy: a large and still developing construct in applied linguistics. Overall, teachers are encouraged to use this list however they feel useful for their purposes.


  Besides language teachers, this list may prove useful for teacher educators in both pre- and in-service programs. For pre-service teachers, educators can use it to introduce future language teachers to the field of language assessment; the list may be used as a pre-test and post-test to language testing courses and provide the pre-service teachers with the chance to observe how much they have learned in a language testing course. Regarding in-service teacher education, tutors can turn the list into a needs assessment or a diagnostic test in order to plan programs in language assessment; the pre-test/post-test treatment can be used in in-service teacher development.


  A caution that I feel necessary to address is that the list includes parts of a greater whole. The dimensions in the list should not be seen separately but have been separated here for the sake of clarity and organization. Rather, they should be envisioned as complementary, first and foremost, depending on teachers contexts. For example, teachers who are required to design language tests with considerable impact may need strong design skills, some knowledge of educational measurement, and awareness of theory and concepts. The combination of these skills and this knowledge should help them bring about quality products.


  Limitations


  There are four limitations in this core LAL list that deserve discussion. To start, this list is not meant to be an authoritative account of what LAL actually is for language teachers; it does, however, bring together thinking from scholars and researchers in assessment literacy and most specifically in LAL. What is more, the list has a personal bias. I have developed it based on my understanding of the literature and my own experience as a test writer and student of language testing. Additionally, the 66 descriptors may not do justice to the width and depth of LAL but only comprise a fraction of what the construct implies in theory and practice for language teachers; I may have overlooked key skills, knowledge, or principles that are indeed part of teachers LAL. In this same vein, there are descriptors that can include other more detailed skills. For example, in descriptor one, one sub-component is knowledge of issues within task-based assessment, namely the discussion of task-centered and construct-centered assessment in test design (Bachman, 2002).


  Lastly, this list includes statistical procedures (e.g., descriptor 55) teachers need not concern themselves with, according to some authors (Brookhart, 2003; Popham, 2009). However, the idea that teachers do not need knowledge of statistics (at least at a basic level) may underestimate their potential. In the study by Palacio, Gaviria, and Brown (2016), the participating English language teachers used statistical procedures such as correlations and reliability analyses to improve the quality of the tests they designed.


  Notwithstanding these limitations, I invite readers to examine the arguments and proposal I present to advance the knowledgebase necessary to operationalize the meaning and implications of LAL for language teachers.


  Conclusions


  Language teachers throughout the world make decisions based on assessment data. In turn, such decisions impact teaching and learning. Given this scenario, there is a need for language teachers to have solid assessment literacy. Likewise, language teaching programs should be more profoundly engaged in providing quality LAL—and not do so through elective courses which may not do much (Siegel & Wissehr, 2011) or merely mention assessment in passing. More importantly, programs and opportunities for in-service teachers are also central to improving the state of LAL. While the call is indeed necessary, the field of language education should carefully reflect upon the nature and scope of LAL, as it is indeed an expanding notion.


  Historically, the meaning of assessment literacy has extended to include issues such as technology and even student motivation. While the meaning of LAL has been rather stable, the actual scope of each component (knowledge, skills, and principles) is still expanding. This expansion has become all the more prominent due to the call that several stakeholders (e.g., university administrators and politicians) must be included in the LAL equation.


  While the contents of and people involved in LAL are still the focus of scholarly work and commentary, this paper has presented a comprehensive list to operationalize LAL for language teachers, an essential stakeholder group. Such list is proposed as a way to highlight the knowledge, skills, and principles that, according to the literature and research, language teachers should have when assessing language. The paper has discussed five ways in which language teachers can use the list; besides, the paper has discussed its limitations, ending with a call to further discussion. Even though it cannot be prescribed that all language teachers have such a repertoire, as Taylor (2013) explains, the overarching categories—that is knowledge, skills, and principles—still apply, whether we discuss assessment in the language classroom or out of it (Fulcher, 2012).


  While assessment literacy may be far-reaching, the importance of such literacy for the language teacher cannot be underestimated, and it should be complemented by what their contexts have to offer so that such construct is better operationalized. The effect of what LAL truly means should be language teachers who display knowledge, skills, and principles that are consonant with language teaching and language learning. High quality assessment is done by language teachers who plan, design, implement, monitor, record, evaluate, provide, and improve opportunities for the overarching goal in the language classroom and beyond; that is, the development of students language ability. Lastly, because it is an expanding controversy in language education, the meaning and implications of LAL are still in fruitful development.

  


  1Organized by the International Language Testing Association, ILTA and Universidad de Los Andes, Bogotá.

  


  References


  American Federation of Teachers, National Council on Measurement in Education, & National Education Association. (1990). Standards for teacher competence in educational assessment of students. Washington, dc: Authors. Retrieved from http://buros.org/standards-teacher-competence-educational-assessment-students.


  Arias, C., & Maturana, L. (2005). Evaluación en lenguas extranjeras: discursos y prácticas [Assessment in language teaching: Discourse and practices]. Íkala, Revista de Lenguaje y Cultura, 10(1) 63-91.


  Arias, C., Maturana, L., & Restrepo, M. (2012). Evaluación de los aprendizajes en lenguas extranjeras: hacia prácticas justas y democráticas [Evaluation in foreign language learning: Towards fair and democratic practices]. Lenguaje, 40(1), 99-126.


  Bachman, L. (2002). Some reflections on task-based language performance assessment. Language Testing, 19(4), 453-476. https://doi.org/10.1191/0265532202lt240oa.


  Bachman, L. (2004). Statistical analyses for language assessment. Cambridge, UK: Cambridge University Press. https://doi.org/10.1017/CBO9780511667350.


  Bailey, K., & Brown, J. D. (1996). Language testing courses: What are they? In A. Cumming & R. Berwick (Eds.), Validation in language testing (pp. 236-256). Clevedon, UK: Multilingual Matters.


  Boyles, P. (2006). Assessment literacy. In M. Rosenbusch (Ed.), New visions in action: National Assessment Summit papers (pp. 18-23). Ames, US: Iowa State University.


  Brindley, G. (2001). Language assessment and professional development. In C. Elder, A. Brown, E. Grove, K. Hill, N. Iwashita, T. Lumley, . . . K. OLoughlin (Eds.), Experimenting with uncertainty: Essays in honour of Alan Davies (pp. 126-136). Cambridge, UK: Cambridge University Press.


  Brookhart, S. (2003). Developing measurement theory for classroom assessment purposes and uses. Educational Measurement: Issues and Practice, 22(4), 5-12. https://doi.org/10.1111/j.1745-3992.2003.tb00139.x.


  Brookhart, S. (2011). Educational assessment knowledge and skills for teachers. Educational Measurement: Issues and Practice, 30(1), 3-12. https://doi.org/10.1111/j.1745-3992.2010.00195.x.


  Brown, J. D., & Bailey, K. (2008). Language testing courses: What are they in 2007? Language Testing, 25(3), 349-383. https://doi.org/10.1177/0265532208090157.


  Cheng, L., Rogers, T., & Hu, H. (2004). ESL/EFL instructors classroom assessment practices: Purposes, methods, and procedures. Language Testing, 21(3) 360-389. https://doi.org/10.1191/0265532204lt288oa.


  Coombe, C., Troudi, S., & Al-Hamly, M. (2012). Foreign and second language teacher assessment literacy: Issues, challenges, and recommendations. In C. Coombe, P. Davidson, B. OSullivan, & S. Stoynoff (Eds.), The Cambridge guide to second language assessment (pp. 20-29). Cambridge, UK: Cambridge University Press.


  Davidson, F., & Lynch, B. (2001). Testcraft: A teachers guide to writing and using language test specifications. New Haven, US: Yale University Press.


  Davies, A. (2008). Textbook trends in teaching language testing. Language Testing, 25(3), 327-347. https://doi.org/10.1177/0265532208090156.


  Davison, C., & Leung, C. (2009). Current issues in English language teacher-based assessment. TESOL Quarterly, (43)3, 393-415. https://doi.org/10.1002/j.1545-7249.2009.tb00242.x.


  Díaz, C., Alarcón, P., & Ortiz, M. (2012). El profesor de inglés: sus creencias sobre la evaluación de la lengua inglesa en los niveles primario, secundario y terciario [The English teacher: His beliefs about English language assessment at primary, secondary and tertiary levels]. Íkala, Revista de Lenguaje y Cultura, 17(1), 15-26.


  Frodden, M., Restrepo, M., & Maturana, L. (2004). Analysis of assessment instruments used in foreign language teaching. Íkala, Revista de Lenguaje y Cultura, 9(1), 171-201.


  Fulcher, G. (2010). Practical language testing. London, UK: Hodder Education.


  Fulcher, G. (2012). Assessment literacy for the language classroom. Language Assessment Quarterly, 9(2), 113-132. https://doi.org/10.1080/15434303.2011.642041.


  Herrera, L., & Macías, D. (2015). A call for language assessment literacy in the education and development of Teachers of English as a foreign language. Colombian Applied Linguistics Journal, 17(2), 302-312. https://doi.org/10.14483/udistrital.jour.calj.2015.2.a09.


  Inbar-Lourie, O. (2008). Constructing a language assessment knowledge base: A focus on language assessment courses. Language Testing, 25(3), 385-402. https://doi.org/10.1177/0265532208090158.


  Inbar-Lourie, O. (2012). Language assessment literacy. In C. Chapelle (Ed.), The encyclopedia of applied linguistics (pp. 1-9). Oxford, UK: John Wiley & Sons. https://doi.org/10.1002/9781405198431.wbeal0605.


  Inbar-Lourie, O. (2013a). Guest Editorial to the special issue on language assessment literacy. Language Testing, 30(3) 301-307. https://doi.org/10.1177/0265532213480126.


  Inbar-Lourie, O. (2013b, November). Language assessment literacy: What are the ingredients? Paper presented at the 4th CBLA SIG Symposium Programme, University of Cyprus.


  International Language Testing Association. (2000). Code of ethics for ILTA. Retrieved from http://c.ymcdn.com/sites/www.iltaonline.com/resource/resmgr/docs/ilta_code_english.pdf.


  Jeong, H. (2013). Defining assessment literacy: Is it different for language testers and non-language testers? Language Testing, 30(3), 345-362. https://doi.org/10.1177/0265532213480334.


  Jin, Y. (2010). The place of language testing and assessment in the professional preparation of foreign language teachers in China. Language Testing, 27(4), 555-584. https://doi.org/10.1177/0265532209351431.


  Kunnan, A. (2003). Test fairness. In M. Milanovic & C. Weir (Eds.), Selected papers from the European Year of Languages Conference, Barcelona (pp. 27-48). Cambridge, UK: Cambridge University Press.


  López, A., & Bernal, R. (2009). Language testing in Colombia: A call for more teacher education and teacher training in language assessment. Profile: Issues in Teachers Professional Development, 11(2), 55-70.


  Malone, M. (2008). Training in language assessment. In E. Shohamy & N. Hornberger (Eds.), Encyclopedia of language and education: Language testing and assessment (2nd ed., Vol. 7, pp. 225-233). New York, US: Springer. https://doi.org/10.1007/978-0-387-30424-3_178.


  Malone, M. (2013). The essentials of assessment literacy: Contrasts between testers and users. Language Testing, 30(3), 329-344. https://doi.org/10.1177/0265532213480129.


  McNamara, T., & Hill, K. (2011). Developing a comprehensive, empirically based research framework for classroom-based assessment. Language Testing, 29(3), 395-420.


  Messick, S. (1989). Validity. In R. Linn (Ed.), Educational measurement (3rd ed., pp. 13-103). New York, US: Macmillan.


  Muñoz, A., Palacio, M., & Escobar, L. (2012). Teachers beliefs about assessment in an EFL context in Colombia. Profile: Issues in Teachers Professional Development, 14(1), 143-158.


  Newfields, T. (2006, May). Teacher development and assessment literacy. In T. Newfields, I. Gledall, M. Kawate-Mierzejewska, Y. Ishida, M. Chapman, & P. Ross (Eds.), Authentic communication: Proceedings of the 5th Annual JALT Pan-SIG Conference (pp. 48-73). Shizuoka, JP: Tokai University College of Marine Science.


  Nier, V., Donovan, A., & Malone, M. (2009). Increasing assessment literacy among LCTL instructors through blended learning. Journal of the National Council of Less Commonly Taught Languages, 9, 105-136.


  OLoughlin, K. (2013). Developing the assessment literacy of university proficiency test users. Language Testing, 30(3), 363-380. https://doi.org/10.1177/0265532213480336.


  Palacio, M., Gaviria, S., & Brown, J. D. (2016). Aligning English language testing with curriculum. Profile: Issues in Teachers Professional Development, 18(2), 63-77. https://doi.org/10.15446/profile.v18n2.53302.


  Pill, J., & Harding, L. (2013). Defining the language assessment literacy gap: Evidence from a parliamentary inquiry. Language Testing, 30(3), 381-402.https://doi.org/10.1177/0265532213480337.


  Popham, W. (2009). Assessment literacy for teachers: Faddish or fundamental? Theory Into Practice, 48(1), 4-11. https://doi.org/10.1080/00405840802577536.


  Popham, W. (2011). Assessment literacy overlooked: A teacher educators confession. The Teacher Educator, 46(4), 265-273. https://doi.org/10.1080/08878730.2011.605048.


  Rea-Dickins, P. (2001). Mirror, mirror on the wall: Identifying processes of classroom assessment. Language Testing, 18(4), 429-462.


  Rudner, L., & Schafer, W. (Eds.). (2002). What teachers need to know about assessment. Washington, DC: National Education Association.


  Scarino, A. (2013). Language assessment literacy as self-awareness: Understanding the role of interpretation in assessment and in teacher learning. Language Testing, 30(3), 309-327. https://doi.org/10.1177/0265532213480128.


  Schafer, W. (1993). Assessment literacy for teachers. Theory Into Practice, 32(2), 118-126. https://doi.org/10.1080/00405849309543585.


  Shohamy, E. (2001). The power of tests. Harlow, UK: Pearson Education.


  Siegel, M., & Wissehr, C. (2011). Preparing for the plunge: Pre-service teachers assessment literacy. Journal of Science Teacher Education, 22(4), 371-391. https://doi.org/10.1007/s10972-011-9231-6.


  Stiggins, R. (1995). Assessment literacy for the 21st century. Phi Delta Kappan, 77(3), 238-245.


  Taylor, L. (2009). Developing assessment literacy. Annual Review of Applied Linguistics, 29, 21-36. https://doi.org/10.1017/S0267190509090035.


  Taylor, L. (2013). Communicating the theory, practice and principles of language testing to test stakeholders: Some reflections. Language Testing, 30(3), 403-412. https://doi.org/10.1177/0265532213480338.


  Vogt, K., & Tsagari, D. (2014). Assessment literacy of foreign language teachers: Findings of a European study. Language Assessment Quarterly, 11(4), 374-402. https://doi.org/10.1080/15434303.2014.960046.


  Volante, L., & Fazio, X. (2007). Exploring teacher candidates assessment literacy: Implications for teacher education reform and professional development. Canadian Journal of Education, 30(3), 749-770. https://doi.org/10.2307/20466661.


  Walters, F. (2010). Cultivating assessment literacy: Standards evaluation through language-test specification reverse engineering. Language Assessment Quarterly, 7(4), 317-342. https://doi.org/10.1080/15434303.2010.516042.


  White, E. (2009). Are you assessment literate? Some fundamental questions regarding effective classroom-based assessment. OnCue Journal, 3(1), 3-25.

  


  About the Author


  Frank Giraldo has an MA in the teaching of English as a second language from University of Illinois at Urbana-Champaign (USA). He also holds an MA in English didactics from Universidad de Caldas, Colombia. He is an academic consultant at the Instituto de Lenguas Extranjeras (ILEX) at Universidad Tecnológica de Pereira, Colombia. His interests are language testing and assessment, curriculum development, and professional development of language teachers.

  

OEBPS/Images/v20n1a04t08.png
Table 8. Reasons for not Doing Research

I rarely/never do research

because. %

1 don't know enough about research
453

methods.
my job i to teach not to do rescarch. o4
T'm not paid for that. 234
T don't have time to do rescarch. 813
my employer discourages it. 31
I'm not interested in rescarch. 0.4
nced someone o advise me but nooneis |
available. i
most of my colleagues don't do rescarch. 266
1 dorit have access o the books and journals |
1 need. B
the learners wouldn't cooperate if [ did ]
research in cla i
other teachers wouldnt cooperate if 1 asked
for their help. o4
1don't know what I can investigate. 33






OEBPS/Images/v20n1a01t01.png
Table 1. Projects and Outcomes of UCBC Teachers
Action Research Programme 2016

No. of
Project teachers | Outcomes
involved
Impact of + Presentation
integrated at 2 micELT
assessment on Biannual
the linguistic “onference,
competences Santiago
of second year 3 + Submission
students of an article
toa peer-
reviewed
journal
“Targeting and + Publication
improving of article in
Profil: Issues
! in Teachers'

transfer issues

Professional
Development

ing verbal
scaffolding to
enhance oral
production in a
small group of
low proficiency
students

« Poster
presentation
at 2% RICELT
Biannual
Conference,
Santiago






OEBPS/Images/v20n1a12t01_2.png
Awareness of theory and concepts

5[ Hlustrates history of language testing and assessment, and its impact on current practices and socicty.

o [[merprets reliabliy in anguage assessment and it implications: dependabiliy,cassical tet theory tern
analysis, threats, calculating reliability of tests and items, inter- and intra-rater relability ctc.
Interprets validity in assessment and its implications: construct, content, and criterion validitics, construct

7| validity as unitary, Messick's (198) consequential validity; validity as argument.

| Calculates statistics procedures for investgating valdity such as Pearson Product Moment Correltion
(rpmc
Interprets major qualities for language assessment practiccs (apart from reliability and validity), and their

o | implications for language assessment: authenticity, practicality, interactiveness, fairness, ethics, and impact
(including washback).

10| Computes basic statistical analyses: mean, mode, median, range, standard deviation, score distribution, etc.

| Piferensates concepts elated 1 assessment paradigns: traditional versus alternativ; norim-referenced
and criterion-referenced testing.

. | Diferentiates major purposes and related decision-making fo language testing: placemen, achievermen,
proficiency, etc.
Explains major steps in developing tests: test purpose, construct definition, content specifications, test

13 | specifications, etc.

14| Examines the meaning and implications of critical language testing: power,cthics, and fairn

15| Judges the consequences (intended or unintended) stemming from assessments in his/her context.

6 sments can have on learning, teaching, curricula, and institution
Contrasts assessment methods, with their advantages and disadvantages; tests, portfolios, performance

17 | assessment, self- and peer-assessment, role-plays, among others.

18 | Articulates the nature, purpose, and design of scoring rubric stic and analytic.

19 | Recognizes what feedback implics within a formative a






OEBPS/Images/v20n1a04t05.png
Table 5. Research Attitudes in the Participants’ Context

Research attitudes inyour | Disagree | oo " Donot | , T Agree
context strongly g Know g strongly

1 Teachers do rescarch themsclv i ) 5 73
. The management encourages . ~ e
teachers to do rescarch. g ¥ + o4
3. Teachers fecl that doing research i

35 207 23 2 83
an important part of their job.
4 Teachers have access to research . ; B .
books and journal . 3 “ e o
. Teachers have opportunities to learn s e .
about current research. o4 > 4o }
6. Teachers talk about rescarch. 161 59 51 239 59
7. Teachers are given support to attend

26 239 281 103
elt conferenc
8. Time for doing research is built into . s o .
teachers’ workload: i i - 2
5. Teachers read published rescarch. 103 87 28 255 59






OEBPS/Images/v20n1a02f01.png
Figure 1. Examples of Questions in Pre-Test

. Quiero hacer una festa (15) el fin de semana que viene, pero
depende de mis papas. (16)

5. One of the requirements of the course i that students assst

atleast 75% ofthe casses.






OEBPS/Images/v20n1a02f02.png
Figure 2. Example of Error Correction / Controlled
Practice Activity

3. Docs it impres you when you hear young children swearing?

(Correction: shock)

31D people that speak threc o four languages flucnty impress

you (Correct)






OEBPS/Images/v20n1a03t01.png
Table 1. Rubric for Real-Life Videos

Presentation skills:
Organization,
content, delivery,
pose, visuals (40%)

Coherence-cohesion
(15%)

Lexical resource
(15%)

Grammatical range
(15%)

Pronunciation-
intonation-fluency
(15%)






OEBPS/Images/v20n1a07f06.png
Figure 6. M.A. Perceived Impact on Teachers' Professional Development

- |ﬂ II - I|’.

Administration Padagogical Practices Education Policies

Verylow M Low M Mogium M ign M Very high





OEBPS/Images/Cover_Profile_v20n1.png
1ssM1657-0790 (pinted) 2256-5760 (online) Vol. 20, No.3, January-June 2018

PROFILE

Issues in Teachers’ Professional Development

20

Number 1






OEBPS/Images/v20n1a07f04.png
Figure 4. Overall Perceived Impact of Master Pro-

5
40
35
30
25
20
15
10

grams in Teaching Practices

Very low.

High

Very high





OEBPS/Images/v20n1a04t06.png
Table 6. Reasons for not Reading Research

Reasons for not reading research | %
Tam not interested in rescarch 50
Ldon't have time 60.6
L don't have access to books and journals | 30,3
[find published rescarch hard to B
understand 5
Published rescarch does not give me

303

practical advice for the classroom






OEBPS/Images/v20n1a04t07.png
Table 7. Reasons for Doing Research

Toften/sometimes do research..._| %
25 partof a course | am studying on- 526
because | enjoy it. 69
to gain recognition. o
because it s good for my professional -
development.

because my employer expects me (o )
because other teachers can beneft from my
findings. e
o secure my post. 55
o contribute to my school improvement._| 440
o find better ways of teaching, b0
10 solve a problem in my teaching. 64
o work from home. s
(0 do les teachin o

10 avoid the constraints of a teaching
schedule.

Other:
To keep up with the pace of change
Because it’s part of my post

To participate in academic events






OEBPS/Images/v20n1a07f05.png
Figure 5. Perceived Connection Between University
and School Through M.A. Education

EREHE

15
10
0

Very fow Medium  High  Very high





OEBPS/Images/v20n1a12t01_1.png
Table 1. Descriptors for Knowledge, Skills, and Principles in Eight Dimensions of LAL for Language Teachers

Knowledge

Awareness of applied linguistics

Compares approaches for language teaching and assessment; .., communicative language testing; task-
based asscssment.

<plains major

. bilingualism, language policy and planning, pragmatics,

sociolinguistics, etc.
Analyzes trends in second language acquisition and their impact on language assessment; ¢.g, motivation,
3 | cross-ling fluence, learner strategi
Integrates thearies related to language and language use; ¢.g. models of language ability discours analysi
N

and grammar teaching.






OEBPS/Images/v20n1a03t02.png
Table 2. Rubric for Moviestorm Videos.

Coherence-
(25%)

Lexical resource (25%)

Grammatical range (20%)

Pronunciation-intonation-






OEBPS/Images/v20n1a07t02.png
Table 2. Programs’ Curricular Areas and Seminars

Areas of Study & Courses UATUBUCTUD] UE
Rescarch foundations (UE) (u) (un), qualitative rescarch (Ux), action rescarch,
classroom rescarch, applied linguistics research (UB), project design (Ua) (UE) x| x| x| x| x
(up), statistics (uc)
Pedagogy: ELT, EFL, ESL general models (ug) X [ x [ x [ x[x
Discipline (English use abilities and language structure): Acadeic reading & . NN
writing (UA), text production (uc), lingui linguistics (un)
Curricular design: Testing and assessment (1) (uF) (up), material design (vn) |~ [~ 1 1 ]|
(uB) (UC) (UD), program design (uB)
Language acquisition x | x x| x
Language teacher education x| x
Others cou nguage policy (V) (UC), ICT in language teaching (us) (UE)
(uD), teaching English to children (UE), English as an international language
(UE), reflective teaching (UE), bilingual education (UE), applied linguistics (um), | x | x | x | x | x
communication and education (UC), education for peace (Uc), learning strategies
(uD), pedagogy and culture (up),literature (up)

Note.urt. = English as a forcign language, vst. = English as a second language i

Information and communications lechnologics





OEBPS/Images/v20n1a07f03.png
Characteristics

Degree
h

acompls

Time snce

coucaiional| e of worc Tpect | wcanditaes’ age

Pestion hekd in

oradtation
fromiheom,

intheir career

nstuion

wnen

the nstution

Figure 3. Participants’ Studies and Career Profile

wa candidates

ment

i graduates

1 year ago
2years ago

More than 3 years ago
First year

Second year

Thesis

Already defended

Public
private

|
Other

primary
Secondary
University

Other

Urban

Rural

Teacher

|
Administrative

Coordinator
Others

I R
_6%

_ 34%

0 10% 20% 30% 40% SO% GO% 70% B0% 0% 100%





OEBPS/Images/v20n1a09t02.png
Table 2. Research Participants

Participants Transnational background

Tan Tan spent about 16 years in the Us. He was always in constant contact with Mexico and
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Martha Martha spent about nine years in the s, moving there when she was seven years old. She
returned to Mexico when she was 17 years old to the city of Salamanca, Guanajuato.
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was 14 to the city of Valle de Santiago, Guanajuato.

Norma Norma was born in the US, in Santa Barbara, California. She was constantly moving

between the Us and Mexico. She would spend several years in elementary school in the

us and then she would study at others in Mexico. She then decided to move to Mexico to
the city of Romita, Guanajuato
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40 | write test syllabuses to inform test users of test formats, where applicable.

41| design assessments that are reliable, authentic, fair, ethical, practical, and interactive.

42 | write selected-response items such as multiple-choice, true-false, and matching.

43 | improve test items after item analysis, focusing on items that are cither too difficult, too casy, or unclear.
44 | design constructed-response items (for speaking and writing), along with rubrics for assessment.
45 | design rubrics for alternative assessments such as portfolios and peer-assessment.

46 | provide sccurity to ensure that unwanted access to tests is deterred.

47 | design training workshaps for raters, whenever necessary
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Table 3. Number of Students Who
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Table 3. What Scenarios Are Research?

Scenario # Definitely not | _Probably not Probably Definitely

research research research research
! 21 231 439 9.9
z 27 77 26 5
3 27 208 21 s
4 3.6 w6 - i
5 41 108 489 302
s 131 376 452
7 289 21 163
L 339 26.7 3
2 262 37 158
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Table 1. Data Collection

Technique Description

‘Autobiographies Participants were asked to write as many details as they could recall about their

experiences in the Us and in Mexico.

Semi-structured interviews | Employed as a means to expand on what was written in the autobiographies.
Allowed us to have insights into the participants’ opinions and feelings on their
transnational experienc

Conducted asynchronously.
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Table 4. Reported Features of Good Research
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Table 1. Objectives and Expected Graduate Students’ Profiles

Objectives and Expected Graduate Students” Profiles ualuBTucTup] UE
Understanding and developing related theorics x| x| x| x
Improving communicative abilities and increasing proficiency in English x
Analyzing language education policics x
Being a reflective teacher x| x| x| x| «x
Designing and using context-based pedagogical strategies x| x| x| x|
Developing curricular components x| x| x| x| «x
Developing collaboration skills x
Developing abilities to conduct rescarch and solve problems x| x| x| x|
Develop abilitis to lead and manage programs x| x| x

Note. The targeted universities have been coded with a “u” followed by another le
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Table 1. Steps of the Model of Contingent Teaching (Adapted From van de Pol, 2012, p. 85)
STEP 1 STEP 2 STEP 3 STEP 4
; ) - 4 Checking
Diagnostic Checking the | Intervention Students
strategies diagnosis strategies !
learning

Aim

Gai
the studer
understanding

Check whether the
teacher understood
the student in the
correct way

Give actual support
orhelp to the
student

Find out the
students new
understandings after
offering support






OEBPS/Images/v20n1a12t01_3.png
Awareness of own language assessment context

ntext, and needs for ass

20 | Explains own beliefs, attitudes,

21| Evaluates the test and assessment policies that influence his/her teaching.

ment in his/her school.

22 | Assesses the existing tensions that influence language ass

Iustrates the general guidelines and policies that drive language learning and assessment in his/her
context; for example, type of language curriculum.

24 | Criticizes the kind of washback assessments usually have on his/her teaching context.

Skills
Instructional skills
has the ability to:
25 | align curriculum objectives, instruction, and assessment.

26 | plan, implement, monitor,

ecord, and report student language development.

27 | provide feedback on students”assessment performance (norm- and criterion-referenced).

collect formal data (e.g., through tests) and informal data (while observing in class) of students' language

28
development.

ment results and feedback.

29 | improve instruction based on as

30 | utilize alternative means for assessment; for example, portfolios.

31| use language assessment methods appropriately: to monitor language learning and nothing elsc.

42 | Provide motivting assessment experiences, iving encouraging feedback, r sttng up sel-assessment
scenarios.
communicate norm- and criterion-referenced test results to a variety of audiences: students, parents,
3 | school directors, etc.
34 | use multiple methods of assessment to make decisions based on substantive information.

35 | incorporate technologies in assessing students.






OEBPS/Images/v20n1a02t04.png
Table 4. Comparison of Results From

Pre- and Post-Tests.

pretest Post-test Difference in Number of
Group results- | results-average | eSUIts petween | students who
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*These averages are taken solely from the results of the students who also took the post-test. The averages of al students who ook the pre-test

diverged negligibly from the averages shown (o
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Figure 2. Question 5 From the Survey

5 Creatinga real fe video (for example, a cellphone recording)is

el for developing my oral presentation skills (pronuncia

fluency, intonation, etc.)

5%  Neither agree nor disagree

Agree  48% Totally
Agree
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Figure 2. Results of Curricular Reform as a Result of Collaboration

(" Four unlicensed EFL teachers \ Beyond the contribution to the four teachers'
sharing knowledge: “We enriched development, what was achieved transcended in the
our pedagogical practices” and institution. The community in the school talks about
“confronted ourselves with what we improving educative practices and started pursuing
L doin the classroom. ) ' aninstitutional unity in the English area )
| _— =

The conclusions and results obtained |
during the process were conceived in
the curricular adjustment work that is

carried out in the different areas of the

The topics of the English courses were organized
50 they could be adjusted in length with the
terms (minimum 3 per term). The purpose was
1o make the objectives more attainable.

institution yearly. J ),
P | . | N
Vocabulary corresponding to every The core topics and objectives of every level of the
English level was modified to be more English area were adjusted, as it was evidenced

contextualized. | that there was a mismatch between them.
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Figure 2. General Growth of Master
Programs in Colombia
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Figure 3. Question 6 From the Survey

6. Creating a 30 video (for example, Machinima) is wseful for

develaping my oral presentation skills (pronunciation, luency,

intonation, etc)
Disagree
Neither agree
nor disagree
Totally
Agree
37%

Agree
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Presenting in English using a real-life video (for example, a
cellphone recording) causes me anxiety.

3. Presenting in English using a 30 program (for example,
Moviestorm) causes me anxiety

4 Presenting in English on topics
lifelong learning.

elated to my career is useful for my

fe video (for cxample, a cellphone recording) is
g my oral presentation skills (pronunciation,
fluency, intonation).

“reating a 30 video (for example, Moy
developing my oral presentatior pronunciation, flucncy,
tonation).

No.

Totally disagree, n = Disagree, Nap = Neither agree nor disagree,

T = Totally agree





OEBPS/Images/v20n1a00t01.png
hSs

hSs

Classification

N N Electronic
sounal | vl | ason ot | - d5niedby
journal
s 7 3 B
Profile 1 1 B






OEBPS/Images/v20n1a12f01.png
Figure 1. A Core List of Language Assessment Literacy Dimensions:

Knowledge, Skills, and Principles

Awareness of applied linguistics
Awareness of theory and concepts
‘Awareness of own language
assessment context

T

Knowledge

Language.
Assessment
Literacy

Principles.

Instructional skills

Design skils for language
assessments
skills in educational measurement
(advanced skills not always needed)
Technological skills

Awareness of and actions towards
eritcal ssues in language assessment
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Figure 1. Results of the Inquiry Process

Language teaching aspects
that drive collaboration

Collective reflections

Collective work

Awareness of
Selfperformance

Articulation of L2

learning with students’
context

Cross-cultural
asociation techniques

Language teaching

didactic
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Reforming curricular content
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Figure 1. Growth of ELT Master
Programs in Colombia*
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Table 1. Respondents’ Years of Experience
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Table 1. Groups Taking Part in Research Project

Competencia

Course lengua3 | Comunicativa
1

Se ter of
S P ) 7 (of )
programme
Level Intermediate (82) | Advanced (c1)
Neol ] N
students | ¥
D frand] d
egree Translationand [
programme_| teacher training
Neof ]
teachers : !
Length of
ength 196 hours 160 hours
course

4 hours reading

and writing (with

me)
No. of hours | § hours grammar,

10 hours

per week

vocabulary,
listening and
speaking (with
co-teacher)
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Table 2. Overview of Project Programme

Week | _Intervention | Data Collection
1 Pre-test
Introduction to Questionnaire/
2| project: Objectives | Audio recording of
andkey concepts | students
Teacher-led
5 x textual
Mid-project
i feedback (audio-
corded
Student-led recorded)
activities: 3 x mini-
presentations
Post-test
N Audio-recorded

focus group
mectings
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Table 2. Respondents' Highest Relevant Qualification

Highest relevant

qualification N %
None v | o
Language proficiency certificate
(g, Cambridge ¥ i
Diploma (¢.g. Delta) o | e
“Teacher of English degree from a

298 | 470

tertiary institution
University degree (teaching or 55 | 30a
translating degree)
Master's 76 12.2
Doctorate 18 2.9
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Skills in educational measurement (advanced skills not always needed)
has the ability to:

ich as means, modes, medians, bell

erpret data from large- namely descriptive statistic
curves, etc. has the ability to calculate descriptive statistic

48

49 | infer students’strengths and weaknesses based on data.

50

cize external tests and their qualities based on their psychometric characteristics.

51| interpret data related to test design,

ch as item difficulty and item discrimination.

52 | calculate reliability and validity indices by using appropriate methods s

 as Kappa, P

53 | investigate facility and discrimination

dices statistically.

Technological skills
has the ability to:

54 | use software such as Statistical Package for the Social Sciences.

55 | run operations on Excel; for example, descriptive statis

s and reliability correlations

use internet resources such as online tutorials and adapt contents for his/her particular language

o
5 ment need:

P

ciples

Awareness of and actions towards critical issues in language assessment

informs the inference sions that derive from scores in ass

ments.

Uses assessment results for feedback to influence language learning, not other construct-irrelevant sources

58 | (e.g. personal bias towards a student).

59| Treats all students,or users of language assessment, with respect.

50 5. test proces

s ssment practices that are fair and non-discriminatory.

62 | Critiques the impact and power standardized tests can have and has a stance towards them.

ment.

63 | Observes guidelines for cthics used at the institution in regard to language

64 | Criticizes external tests based on their quality and impact.

Implements transparent language ass
sment.

ment practices; informs students of the what, how, and why of

Implements democratic language assessment practices, by giving students opportunities to share th






