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  The role of high-quality peripheral journals, which all face huge challenges a decade into the 21st century, is fundamental in the development of science. (Salager-Meyer, 2014, p. 81)


  Scientific knowledge reaches its audience mainly through consultation of scientific textbooks and scientific journals. The first provide established knowledge while the second aim at presenting state of the art topics of recent delivery and that need to be socialized within a scientific community. Furthermore, journals, in turn, are of a different nature. Those originating in first world countries are classed as mainstream journals, whereas those originating in developing countries are known as small/peripheral periodicals (Salager-Meyer, 2014). Notice here the distinction between the two. For many scholars and people involved in the editorial industry, developed countries produce journals while developing countries produce periodicals.


  Small/peripheral periodicals are in general the target for researchers in local contexts. Local journals publish articles in the local language of the country or region of the researchers, occasionally in English and under some circumstances in bilingual issues. The command of English seems to be an issue for local researchers, a fact that may hinder their participation in mainstream publications. The publishing houses are usually academic agents as universities and associations that assure their presence basically because of their academic interest and commitment of the editorial boards that have to struggle for budgets and infrastructure.


  With this in mind, we may review the characteristics of Profile to try and decide whether it is a mainstream or a peripheral journal. If the language of publication is the first consideration, Profile publishes in English and has done that from the very first issue. Now, with respect to indexes, the articles published by Profile have gained presence in the following indexing systems and databases:


  [image: ]


  Some databases provide a classification of locally produced scientific journals like, in Colombia, Publindex; others feed Latin American or Ibero-American sources like SciELO and REDIB and even others open the path in Europe via databases like ERIHPLUS and Dialnet. Profile is part of local and international citation indexes and adheres to the demands of international guidelines: provision of instructions for writers, the use of descriptors and metadata in English, internationally acknowledged peer review, and a strong academic committee. Furthermore, the official website of the journal operates under the Open Journal System (OJS) which allows readers free access to consult and download all published articles.


  Another instance of the increasing perception of the journal as an international publication is the interest from scholars around the world to serve as members of its scientific or review committees. Currently, 58 of the 70 members of both committees are from outside Colombia. This undoubtedly has an impact on the evaluation and selection processes as the diversity in points of view of the journals reviewers helps us produce content that is more in tune with current global discussions. In that sense, we value the work of our reviewers not just for their willingness to participate, but also for their assistance in making the contents of the journal relevant for a wider audience. Precisely, Brazilian Professor Maria Helena Vieira, one of those dedicated scholars, has reached her retirement and has decided to leave the review board of the journal. We do not want to let this opportunity pass without acknowledging Professor Vieras contribution to the journal for over a decade. We wish her the best in her upcoming projects.


  This edition contains fifteen articles. In the first section, Issues from Teacher Researchers, we have gathered thirteen articles. We start with Chris Banisters study from the United Kingdom. In his article, the author depicts a teacher-researchers experience of scaffolding his business English learners in identifying, formulating, and exploring language learning puzzles using the principles of exploratory practice. Learners enthusiasm for puzzles and the tensions that emerge, along with practical recommendations for teacher-researchers in similar contexts, invite us to inquire into the distinctions between puzzles and problems.


  We continue with four studies concerning teacher education. First, María del Rosario Reyes-Cruz, Griselda Murrieta-Loyo, and Moisés Damián Perales-Escudero report on research self-efficacy beliefs, research motivation, and perceptions of research importance and research obstacles of a group of professors and lecturers of foreign languages at three Mexican universities. We believe their findings will contribute to our understanding of the possibilities educators have to engage in research and the goals that can be achieved in light of researchers perceptions and teaching realities. Next, Leidy Yisel Gómez-Vásquez and Carmen Helena Guerrero Nieto tell us about a study carried out to trace the configuration of professional subjectivities by analyzing the narratives of four Colombian non-native English speaking teachers (NNESTs) who work in different universities and schools in Colombia. The framework of language policies allowed them to uncover the role knowledge and reflection play in teachers processes of acceptance or rejection and to what extent subjectivities are influenced by others. After that, Ferney Cruz Arcila, from Kings College London, United Kingdom, addresses the issue of teaching English in rural Colombia through the analysis of teachers narratives and field observations. Bearing in mind the perspective of language teaching as a socially sensitive practice, we discover that the examination of four examples of such practices inform us about teachers resourcefulness to make the most of their expertise despite having to contend with limited resources and their attempts to help students make sense of English. On the other hand, Mexican authors Virna Velázquez and Edgar Emmanuell García present an investigation on the effectiveness of strategies and decisions formulated in foreign language planning to ensure learners language achievement in a higher education context which trains learners to become English or French teachers or translators. This theme, which has not been explored much in scientific publications, sheds light on shortcomings in foreign language planning that need the educational communitys consideration.


  The following eight articles focus on English language teaching (ELT) issues at different levels. In the first one, Colombian teachers Ingrid Rocío Suárez Ramírez and Sandra Milena Rodríguez report on language interaction among English as a foreign language (EFL) primary learners and their teacher through collaborative task-based learning. As can be read in their article, the examination of classroom interaction involved conversational analysis and showed interesting and unexpected patterns of interactions among students and their teacher as well as changes in the classroom dynamics informed by the monitoring of the authors research process.


  The subsequent four articles address aspects of oral communication. Chilean authors Erika De la Barra, Sylvia Veloso, and Lorena Maluenda share with us their study on the integration of assessment while working on helping university students develop oral competences. Based on the principles of content and language integrated learning (CLIL), and through the design and pedagogical implementation of two rubrics, the authors could raise students language awareness in oral production and unveil their perceptions of such assessment alternatives. On the other hand, Colombian teachers Martin Javier Caicedo Pereira, Jhonny Alexander Lozano Bermúdez, and Luis Alfonso Vanegas Medina present a study conducted with both university and pre-university students. The authors account lets us know how they explored alternatives to encourage students to improve English oral accuracy and grammatical range through self-assessment of video speech drafts.


  Afterwards, we can read the article authored by Fabiola Arévalo Balboa and Mark Briesmaster, from Chile. They gather the results of an action research study about the effect of a thinking routine in the development of coherence in speaking interactions on university students, an aspect that often intrigues teachers in their attempts to make learners competent in oral communication. Finally, we have Colombian teachers Eulices Córdoba Zúñiga and Emerson Rangel Gutiérrezs contribution. In their article we can find the description and results of a study on the implementation of meaningful oral tasks to promote listening fluency in ten pre-intermediate EFL learners in the ELT program of a Colombian public university.


  Next come two articles concerning writing and grammar. Self and peer correction to improve college students writing skills is the theme addressed by Mexican authors Irais Ramírez Balderas and Patricia María Guillén Cuamatzi. They describe college students writing development process via the use of self and peer correction and the promotion of error awareness along with the use of an error code and error log. A salient point in this article has to do with the importance of assigning class time to allow students to systematize their writing practices. Then we can read a report on an action research study authored by Colombian teacher Anderson Marcell Cárdenas, who aimed at helping English language intermediate students tackle grammatical errors in their speech. Although the fossilization concept is debatable, we can find how students developed awareness and attentiveness towards their mistakes and learning process.


  We close this section with the contribution from Evelyn Gualdron and Edna Castillo on an extra-curricular initiative. The authors share with us experiences with a theater content-based methodology for L2 learning, supported by professionals in theater and in foreign languages, in an EFL theater interdisciplinary group at Universidad Nacional de Colombia. We are pleased to include their study in this edition because our readership can learn how commitment by student-teachers and graduates from a language programme has made it possible to sustain a theater group that has been active since 2008 and contributes to the development of language proficiency among actors of such initiative. We are sure the recommendations derived from the study can contribute to fostering similar innovations in ELT.


  Our last section, Issues Based on Reflections and Innovations, contains an article coming from a Colombian university. Erica Ferrer Ariza and Paige M. Poole present a teacher development program linked to curriculum renewal. Interestingly, the description of key aspects of diverse existing models of teacher and professional development also invite readers to ponder options to meet contextual needs and boost positive change among faculty and students.


  The preview of the contents of the present issue together with the defining characteristics of Profile may invite you to continue participating in our readership and authorship. Our visibility depends not only on citation indexes but also on the appropriation we make of the contents, contexts and problems and solutions proposed by our contributors.


  Melba Libia Cárdenas

  Journal Editor


  María Claudia Nieto Cruz

  Journal Director
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  This study describes a teacher-researchers experience of scaffolding his business English learners in identifying, formulating, and exploring language learning puzzles using the principles of exploratory practice. Adopting both qualitative and quantitative methods, the teacher-researcher reflected upon the learner-initiated and learner-centred inquiry as it played out in his UK university setting. Learners perspectives revealed an enthusiasm for puzzling, especially when connections were established with their wider world. However, tensions also emerged, including the opaqueness of the scaffolding role and the mind-set shift required from learner-researchers and the teacher-researcher alike. Practical recommendations for teacher-researchers in similar contexts are provided: the need to highlight connection-building between learner puzzles and learners wider lives and the importance of recognising distinctions between puzzles and problems.


  Key words: Business English, exploratory practice, learner puzzles, teacher research.

  


  Este estudio describe la experiencia de andamiaje de un docente-investigador con aprendices de inglés de negocios mientras investigaban sus preguntas de aprendizaje o puzzles usando la práctica exploratoria. Adoptando métodos mixtos el docente-investigador reflexionó sobre el proceso investigativo de sus aprendices universitarios. Las perspectivas de los aprendices fueron entusiastas, especialmente entre aquellos que establecieron conexiones entre puzzles y su experiencia vivencial, pero también revelaron tensiones con la facilitación del puzzle, incluida la opacidad del andamiaje y el cambio de mentalidad del docente-investigador y los aprendices-investigadores. Se hacen recomendaciones para docentes-investigadores en contextos similares: la necesidad de resaltar la conexión entre puzzles y la experiencia de los aprendices fuera de la clase y la importancia de distinguir entre puzzles y problemas.


  Palabras clave: inglés de negocios, investigación docente, práctica exploratoria, puzzles de aprendices.

  


  Introduction


  As a member of the practitioner research family, exploratory practice (EP) envisages learners as potential co-researchers of their classroom environment (Allwright, 2005; Allwright & Hanks, 2009; Hanks, 2017a). The EP literature evidences teachers and learners successfully exploiting the principles of EP, working collegially on teacher-initiated puzzles to enhance understanding of their language teaching/learning experiences (e.g., Banister, 2017; Dar, 2015; Hanks, 2015b; Perpignan, 2003; Slimani-Rolls, 2003). However, the extent to which learners can develop, explore, and set their own research agendas is less well-documented and forms the focus of this paper.


  This paper describes my experience as a business English teacher-researcher working with my tertiary level learners in line with the inclusivity principle of EP (see Appendix A for the full list of EP principles), asking them to identify a language learning puzzle and guiding them as we aimed to enhance what Gieve and Miller (2006) refer to as quality of life.


  This paper provides an overview of EP, drawing upon literature about puzzles and how learners can use puzzles to set research agendas and learning paths. My mixed methods approach, including my use of case studies to foreground my learners perspectives, is then outlined. The subsequent analysis and discussion focuses on the opportunities and challenges arising from learner puzzlement in the business English classroom. Finally, recommendations are given for teacher-researchers considering facilitation of learner puzzling.


  Literature Review


  This section provides an overview of EP and examines examples of puzzling by both teachers and learners. It concludes by highlighting some issues that have been identified around learner puzzling.


  Exploratory Practice


  The scepticism with which English language teachers view the relevance of research findings in their field has long been a cause for concern (Anwaruddin, 2016; Borg, 2009; Rainey de Díaz, 2005). EP, a form of practitioner research, has emerged as one way to address concerns around the research-pedagogy divide (Allwright, 2005; Allwright & Hanks, 2009; Hanks, 2017a). EP is a form of practitioner research which has been used by and for language teachers to seek understanding of counter-intuitive aspects of classroom life, which EP refers to as puzzles. For example, Dar (2015) wondered why her students failed to take responsibility for learning beyond the classroom and Costantino (in press) considered how she could promote learner engagement with her written feedback. Proposing practice as research (Hanks, 2016, p. 28), EP gets the former done whilst simultaneously doing the latter. Studies have highlighted how EP has helped teachers see their learners as legitimate co-investigators of their language learning experience (Hanks, 2015b) and the mutual benefits to be gained from EPs integration of research and teaching via potentially exploitable pedagogic activities or PEPAs (Hanks, 2016). Thus, EP repositions the classroom at the confluence of teaching, learning, and research. This subtly radical move (Hanks, 2017b, p. 47) reconceives the learning space as a site not only of knowledge consumption, but also as a legitimate scene for what Allwright (2006, p. 15) calls locally helpful understandings.


  Puzzles


  Puzzles are central to EP, providing the focus of inquiry. Teachers and learners are encouraged to identify puzzles in their classroom contexts and explore them, striving primarily towards understanding to boost quality of life in their local, idiosyncratic settings (Allwright & Hanks, 2009). EP prefers the word puzzle (and extended forms to puzzle, puzzling, and puzzlement). This preference reflects a rejection of problem-solution paradigms over an emphasis on the quest for understanding of practitioners language teaching or learning experiences.


  Hanks (2015a) links learner puzzling to a Freirean pedagogy with its sense of empowerment. She explains that seeing phenonema as puzzles rather than problems is essentially a matter of adopting a different mind-set (Hanks, 2017a). However, a precise definition of a puzzle and how puzzles differ from problems fail to emerge clearly from the literature. Slimani-Rolls and Kiely (in press) note the difficulty that novice teacher-researchers may have in distinguishing between puzzles and problems. Grappling with this elusive puzzle-problem distinction, Dar (2015) contends that not all puzzles are problematic (p. 51) and, indeed, the literature does include examples of positively framed puzzles such as Gorals (in press) Why do discussion boards work so well? or Hanks (2015a) student, who puzzled: Why do people learn bad words = swear words more easily? Admittedly, negatively framed puzzles, which more closely resemble problems, are more prominent in the EP literature.


  Teacher Puzzles


  Teacher-researchers have heeded EPs call to explore their own teaching puzzles. Numerous studies attest the resulting positive impact of EP on classroom quality of life (e.g., Banister, 2017; Costantino, in press; Dar, 2015; Perpignan, 2003). In addition, Slimani-Rolls and Kielys (forthcoming) volume acknowledges the value of teacher puzzlement for continuing professional development. In the studies above, learners were empowered as co-researchers to explore their teachers puzzles. However, EP proposes that learners formulate and explore their own puzzles. In contrast to the studies focusing on teacher puzzles (listed in the Exploratory Practice section of this literature review), the literature on learner-initiated puzzles is sparse. Four such studies are drawn upon below.


  Learner Puzzles


  Chus (2007) study described her experience working with fifth grade school learners on UK study skills courses. Her learners explored their own puzzles over five months and Chu found they welcomed how puzzling allowed them to exercise decision-making power in their learning (Chu, 2007). Chus learners wrote reflective journals and discussed their puzzles to better understand classroom life. Chu cited initial concerns about learners expectations of responsibility but concluded that having a puzzle promoted active engagement with learning (Chu, 2007).


  Dawsons (2017) account draws upon learners at a private language school in the UK preparing for academic study and IELTS assessment. She noted that learners potential as productive puzzlers of their own learning can be viewed against the backdrop of learner autonomy and empowerment (Dawson, 2017). She concluded that the understandings learners gained through puzzle exploration lacked depth. Yet she saw value in the process itself which she claims illuminated her own teaching puzzle about the attractiveness for students of solution-based approaches. She also observed her learners becoming increasingly independent and confident as they embraced new working modes such as teamwork (Dawson, 2017). Learners reported that puzzling promoted classroom collaboration and boosted confidence in language use (Dawson, 2017).


  Hanks twin studies (2015a and 2017b) examined learner perspectives and experiences of EP in a UK pre-sessional English for academic purposes (EAP) context. Her 2015 study described how learners enjoyed the exploration of a question to which the answer was unknown but understanding of which appeared directly relevant, set as it was, by learners themselves (Hanks, 2015a). Hanks (2017b) study detailed the opportunities and challenges of an EP approach and process for neophyte practitioner-researchers. Hanks concluded that EPs base in the participants lived experience makes it entirely relevant for EAP practitioners (both teachers and learners), representing a potential path towards true inclusivity in the research endeavour (Hanks, 2017b).


  Taken collectively, the studies by Chu (2007), Hanks (2015a, 2017b) and Dawson (2017) offer grounds for optimism for practitioners looking to scaffold learner puzzling in other localised contexts. However, a number of issues were also highlighted by these studies which warrant closer attention.


  Challenges Around Learner Puzzlement


  Firstly, there is the practical implementation of learner puzzlement. As Dawson (2017) notes, there is no single method of implementing learner puzzling. However, the studies described above all moved systematically from learners first identifying puzzles, then reflecting and reformulating whilst concurrently exploring as they strove towards understanding. Yet the extent to which a teacher can or should guide learners as they attempt to set their own research agendas remains unclear. Teacher-researchers might worry that too much scaffolding could invalidate the process but too little might see it peter out.


  Secondly, there is the time factor. Hanks (2017b) and Chu (2007) were both fortunate to have syllabuses which could accommodate an extensive EP component. It remains to be seen how learner puzzling would fare in a syllabus with less space for the extended project work that Hanks (2017b) and Dawson (2017) organised. A further temporal aspect of learner puzzling relates to the extent to which understanding of learners language learning experiences continues beyond the formal period of puzzling. Dawson suggests that it was only some weeks after their course finished that her learners started to recognise the greater sense of confidence that learner puzzling had provided (Dawson, 2017).


  The literature raises a third issue. Some learner-researchers in Dawsons (2017) account noted that learner puzzling was sometimes seen as an unwelcome distraction from their main aim, namely, exam practice. Hanks (2015a, 2017b) noted similar learner resistance and this goes to the heart of concerns about implementing EP. Whilst Hanks (2015a) study reported that the success of puzzling was rooted in its direct relevance to learners lives, the participants in some of her studies were specialized groups (Hanks, 2017b, p. 40), some of whom were, in fact, language teachers themselves and might be viewed as positively predisposed to puzzling about language teaching/learning experiences. In addition, the learners in Hanks (2017b) case study were on pre-sessional EAP courses preparing for undergraduate study. These learners may have had more time to puzzle than undergraduate learners immersed in their studies and with all the associated stresses and strains of university life to contend with.


  Finally, learner puzzlers in all four studies found the puzzle-problem distinction problematic. The focus of the learner-researchers often coalesced around problem-solving rather than prioritising understanding of their language learning experiences and represented a move away from the intended aim of puzzling. Dawson (2017) related how her learners found it a challenge to move away from a solution-based mind-set. She concluded that the understandings her learners gained through puzzle exploration lacked depth but hints that the process of facilitating learner puzzling helped advance her understanding of learners fixation on problem-solution paradigms. Hanks (2017b) has also identified learners apparent fixation with solutions as an area of difficulty and connects it to the temporal issues outlined previously, stating that a:


  
    challenge for implementing EP, then, is to successfully convey the importance of puzzling, and to give enough time for a question framed as a problem to transmute into genuine puzzled curiosity. There is a fine distinction between a problem (requiring remedial action) and puzzlement (a cognitive challenge), which merits further investigation. (Hanks, 2017b, p. 48)
  


  While Hanks (2017a, 2017b) prefers to distinguish between seeing something as a puzzle rather than a problem, Chu (2007) points out that a solution can be seen as a form of understanding. Meanwhile, as Dawsons (2017) learners wrestled with puzzles that might prove a challenge even for language teachers, Hanks (2017b), by contrast, reported that her learners enjoyed tackling puzzles that exposed genuinely counter-intuitive phenomena and cites this as a perceived strength of the EP process.


  To summarise, there is a broad acknowledgement in the existing literature on learner puzzling that it is far from straightforward to introduce and implement in the language classroom. Hanks (2017b) suggests that future studies situated in different language learning settings could illuminate the challenges and related to learners setting their own research agendas through puzzling. The present study takes up this call by providing an account of a teacher-researcher supporting learner puzzlement in a different context: a business English course for undergraduate exchange students in the UK. These learners were concurrently studying on business programmes. As such, this represented a highly time pressured context and one which heightened the challenges around the facilitation of learner puzzlement.


  Research Focus


  My previous experience of exploring teacher puzzles via EP had proved rewarding, boosting my teacher self-efficacy (Banister, 2016) and instilling a sense that my learners could potentially set and explore their own research agendas. Facilitation of learner puzzling presented a further opportunity to gauge the extent to which this conception of learners was grounded in reality. At the same time, it had the potential to promote a culture of curiosity, the prospect of which prompted the following questions to frame this research:


  
    	What kind of puzzles would learners be interested in?


    	What, if any, benefits would accrue from learner puzzling?


    	What, if any, aspects of learner puzzling would prove challenging?

  


  In line with EPs principle of exploration for understanding, these three research questions also imply a focus on underlying notions of Why? Moreover, the undergraduate level business English context represents a new setting within which learner puzzling could play out.


  Method


  This section describes my participants and the setting for this research. Subsequently, the data collection procedures and tools of analysis used are laid out but this section starts with a focus on some ethical considerations for the study.


  Ethical Issues


  EP foregrounds ethical aspects by attempting to redress the balance between the researcher and the researched (Allwright, 2005), giving the latter greater agency in the process. However, my previous experiences of engaging with EP and its core principles highlighted the need to avoid imposing an unacceptably heavy workload on participants. This therefore informed my approach as I followed Hanks (2017b) advice to reframe sessions rather than replace them when looking for ways to integrate learner puzzling into my already busy business English syllabus. Moreover, care was taken to select business-related content that could both promote learner puzzling yet maintain a clear business focus on sessions.


  In addition to these ethical challenges around the research framework, the institutions ethical procedures were also carefully followed. Participants were informed of both the nature and the aims of the research process via an in-class presentation and consent forms that were distributed at the outset. Anonymity was preserved in writing up the research and data stored securely.


  Participants: My Learners and Me


  The participants were 14 (8 in the autumn 2016 cohort and 6 in spring 2017) 3rd year undergraduate exchange students at a UK university. All participants were studying for business degrees and had elected to take a business English module as part of their exchange in the UK. The students were all at an advanced English language proficiency level. The two cohorts (autumn 2016 and spring 2017) represented a range of L1 backgrounds including Chinese and Slavic languages but these three Latin-based languages, French, Spanish, and Italian, predominated. As a teacher-researcher striving to understand how EP might promote learner puzzlement and how learners could be supported in the process, I was also very much a participant in this research, and inevitably brought my own experiences of EP to the process. My earlier teacher puzzles explored why it was a challenge to obtain meaningful learner feedback and evaluations (Banister, 2016) and learners decision-making when peer teaching vocabulary (Banister, 2017).


  Teaching, Learning, and Research Context


  Our module, Advanced Business English for Exchange Students (B6 henceforth), incorporates 36 classroom contact hours over a twelve-week semester and focuses on both language (business English) and content (business). B6 aims to develop learners business English skills and boost employability. Written genres such as business reports and spoken genres such as oral presentations form an important part of the course. The module covers business topics such as finance, entrepreneurship, and branding. Language (grammar, lexis, pronunciation, and style) development is based on learners in-class and written discussions of business news issues. Learners are assessed on their ability to communicate to business audiences and through a final written report on a business topic selected earlier by learners themselves.


  Data Collection: Research as Practice


  EP envisages that research gets done at the same time as teaching and learning (Allwright, 2005; Allwright & Hanks, 2009; Hanks, 2017a). PEPAs are proposed as a means to unobtrusively explore puzzles and therefore, the familiar language classroom activities were utilised. Whilst B6 learners do engage, often enthusiastically, with the language learning aims of the module, they typically expect a very clear business frame for any language work; and from the outset of the research, I was mindful that anything which could not be linked in some way with the business context might prove incompatible with learners expectations. With their prioritisation of business, it was unclear whether my learners would be willing to engage with language learning puzzles. This made it of the utmost importance from the beginning that learners saw puzzling as integrated into the curriculum and not a superfluous add-on.


  In the previous EP research I had conducted around my teacher puzzles, I had enjoyed designing PEPAs that shed light on my teacher puzzle. However, in this present study my teachers role was very different. Instead of looking for ways to explore my own puzzle, the focus was on guiding my learners in exploration of their own research agendas. I recognised the need to provide all learners with opportunities to explore their puzzles. Recognising that our busy syllabus called for a compact enactment of EP, I prepared classroom and homework tasks designed to foreground reflection, discussion, and sharing of understanding whilst still leaving learners the agency to work with puzzles in a way that suited them. As Chu (2007) notes, teachers can stimulate and motivate their learners by giving them decision-making power. The activities used, which also form the basis of data collection for this study, are summarised in Appendix B.


  Procedure


  I introduced the concept of a puzzle in week one. This was done via a single question on a standard needs analysis form (NA) which asked learners what puzzled them about learning English and business English in particular. This was to gauge learners areas of interest early on and help me as a facilitator of puzzling. The inclusion on the NA of this question was also an attempt to locate puzzling within the wider context of learners past, present, and future language needs. In week two I presented an overview of EP, outlined its principles with examples of teacher and learner. I had a teacher puzzle of my own but intentionally held this back until week three to avoid influencing learners own choice of puzzles. It was important for me as the teacher to have a puzzle to explore my own classroom experience but also to project a sense of solidarity. In other words, I hoped that this demonstration of aspects of classroom life remaining elusive to their teacher might legitimise puzzling for my learners. I further hoped it might help overcome any reluctance about revealing weaknesses to peers, and, of course, the teacher who would later be assessing their English. The understanding gained from exploration of this puzzle can be found elsewhere (Banister, 2017) but lies beyond the scope of this paper. In the following weeks, learners were given a series of in-class and homework tasks to facilitate refinement and exploration of their puzzles and develop their research agendas. Some activities involved individual work but there was scope for and promotion of peer-sharing and discussion (Appendix B). As noted previously, there is no prescribed procedure for working with learner puzzles but the procedure outlined above broadly aligns with implementations by Chu (2007), Hanks (2015a, 2017b), and Dawson (2017).


  The intention at the start of the process was to capture learners thoughts at multiple points. As a busy teacher, I preferred to collect written data as it is less time-consuming to analyse. For the autumn 2016 cohort, I captured learners summarising thoughts through written reflective reports and in spring 2017 used the same questions reformatted as open-ended questionnaires (see Appendix C for these reflective report/questionnaire items). I supplemented this data with observations of my learners as they worked on the PEPAs and recorded these in my teacher reflective journal. In this journal I also recorded learners thoughts about their puzzles which emerged from in-class discussions and ad-hoc learner comments. Individual mid-module tutorials yielded further data to record in my reflective journal. Additional language learning artefacts such as NA forms, tutorial record forms, and a dedicated learner puzzle folder in our online learning space were also utilised.


  It should be reiterated that all the PEPAs were activities that learners would normally undertake as part of B6. They did not intrude (see EP principle 7, Appendix A) and learners were required to practise their English language skills whilst undertaking them. For instance, learners were reminded to practise signpost language when giving the mini-presentations in week 4. Similarly, delayed language-related feedback was provided after discussions of puzzles and learners were encouraged to read peers written reflective reports in a low-key end-of-module dissemination stage.


  Data Analysis


  The procedure outlined above and the inclusion of questionnaires and surveys yielded data suitable for quantitative analysis. However, EPs focus on human aspects such as quality of life and the modest size of the learner cohorts lent itself to qualitative analyses. Three learners were selected for the case studies presented in this paper. They came from a range of first language backgrounds (Czech, Cantonese, and French) and nationality (Czech, Chinese, and French-Canadian, respectively). Selection was partly on the basis of these learners providing the fullest datasets (attended class regularly, participating in the puzzle-related activities completing the end of module questionnaires/reflective reports). One learner, Pierre, was selected in an attempt to foreground a more critical voice on learner puzzling. In my analysis of open-ended responses to surveys, reflective reports, and reflective journal entries, I used manual coding to stay close to my qualitative data and identify prominent themes in the dataset. Collaboration with teacher-researchers from my institute enabled an exchange of materials and ideas. A colleague from my extended professional network provided an outsider perspective on facilitation of learner puzzling via EP principles which further informed data analysis and interpretation. Note thatin the subsequent reporting, B6 2016 denotes an autumn 2016 learner and B6 2017 a spring 2017 learner.


  Findings and Understanding


  In this section I present my analysis, referred to here as Understanding in line with EPs principles. I start by examining the nature of my learners puzzles before moving on to foreground learners perspectives on the process of puzzling, utilising the three case studies and drawing upon supplementary data from other learners.


  Focus and Nature of Learner Puzzles


  My first research question was: What kind of puzzles would learners be interested in? This can be addressed in terms of the focus and the nature of their puzzles. Of the 14 participants, 12 students participated in and completed the vast majority of PEPAs designed to scaffold puzzle exploration. In the autumn 2016 cohort of eight students, seven out of eight wrote a summarising reflective report. Due to a timetable issue, only two out of six spring 2017 learners completed the summative questionnaire. Whilst this was disappointing, until this point, high engagement levels with PEPAs in class were observed and the additional classroom artefacts supplemented my teacher-researcher reflections. Of the 14 learners across the two cohorts, 12 learners each formulated one puzzle in relation to their English language learning experiences. Learners puzzles gravitated towards vocabulary, speaking, and pronunciation and, overall, speaking emerged as the most puzzled aspect. However, beyond these popular areas, puzzlement also covered formality in written production, and tense usage. Learners puzzles are listed in Figure 1 with their final iterations/wording retained for the sake of authenticity.


  Figure 1. List of Learners Puzzles


  [image: ]


  The majority of learner puzzles (7/12) were multifaceted, demonstrating awareness of how multiple aspects of language learning might impact each other. For example, vocabulary and speaking were linked in five puzzles (6-10). When single aspect puzzles are considered alongside dual aspect puzzles, speaking and vocabulary feature most prominently (on 6 occasions in both cases).


  Nine respondents gave reasons for their choice of puzzle in the questionnaire and reflective reports with a problem-based approach evident in eight out of nine cases. A linguistic analysis of this data allows the identification of three significant sub-themes (note that some responses mentioned two of the following sub-themes hence, the total number of instances exceeds the 9 respondents).


  
    	Negative affect (6 instances): endless, struggle/s, frustrates, frustration, embarrassment, deepest concern.


    	Inadequacy/inability (4 instances): a lack of, unable to, not enough, dont remember.


    	Complexity (3 instances): difficult, prevents, basic.

  


  Only one learner took a different outlook, framing their puzzle selection more positively and explaining that it would prove useful to communicate in a proper way(B6 2017 learner).


  Despite the negative framing, overall, learners reactions to having a puzzle were largely positive. Of the nine students who completed the reflective report or questionnaire, eight addressed the question: Do you think that having a puzzle is a useful component to this module? Why? Of these nine students eight stated that they felt puzzles were useful. When asked why they felt positive about puzzling, learners cited the chance to work on understanding something specific to their individual situation, noting that puzzling allows to focus on a personal issue and it has definitely been interesting to explore it(B6 2017 learners). While the vast majority of learners found puzzling to be a positive experience, one learner was less enthusiastic. I now present the experience and perspectives of three learners, two who were more positive, and in the interests of balance and a more critical discussion, that of the learner less enthusiastic about puzzling. Pseudonyms are used below.


  Case Studies


  Naomis Perspective


  Naomi, from Hong Kong, puzzled about encountering new lexis when reading. She enjoyed charting her fluency in reading but wondered how native speakers coped when they must have experienced the same process and how come they ended up so differently? Expressed like this, Naomi seems close to the sense of wonderment that Hanks (2017a) hopes EP can cultivate. Naomi was overburdened with new words when she started to read business related texts and found this a barrier to her reading. Naomi reflected on how she had tried memorising lists of words but found it inefficient and tedious. She then sourced an article that suggested graded readers and was pleased with its positive impact on her reading fluency: It did help! However, she later returned to business articles, wrestling with these and experiencing a setback: Everything became frustrating again . . . I was so tortured . . . and didnt want to let a new word go. Finally, a mentor and work colleague shared shorter finance related articles via a WhatsApp group, which resulted in a satisfying equilibrium: I read articles there every morning...which does not take me a long time while buffing up my vocabulary day by day! Naomi concluded that having a puzzle was useful because it engages us . . . and helps us to excel.


  Janices Perspective


  Meanwhile, Janice, a Czech learner puzzled about why she struggled to pronounce the sounds of English, the genuine sound of the language. She showed early awareness of the physiological differences between her native tongue and English when it came to accurate oral production. Reflecting on the process, Janice said that she reaped the benefits early on in the process:


  
    I believe just formulating my puzzle actually did help me a lot. Since then I was focusing consciously on a way people-especially native speakers-talk, to be honest not only the sounds but also the stresses and pace of their speeches.
  


  She explained her methods as she researched her puzzle: How she overcame her embarrassment to ask people for help during conversation and how she used phonetic symbols to record problematic pronunciation. In addition, she listened to English via audio-books and online TV. After a class activity in which learners had acted as TV commentators for partners who had their backs to the screen (with the audio off), Janice linked this to her puzzle and understood that she might focus more effectively on pronunciation features without the distraction of the images. However, she also came to understand that fossilised mispronunciation was difficult to shift: The only thing I can do is to hope that when I correct myself for the thousandth time, I will eventually remember.


  Pierres Perspective


  By contrast with Naomi and Janice, Pierres perspective on puzzling was more critical and he seems to have found puzzling less worthwhile. A native speaker of French, Pierre puzzled about why he struggled to achieve fluency in spoken English despite being able to understand native speakers with relative ease. Pierres reaction in the first class was interesting. As I introduced learners to the concept of puzzles and related it to the world of business, he asked: Where exactly are we going with this Chris? an early indication that he might be resistant to setting his own research agenda. Despite indicating in his reflective report that his puzzle represented a deep concern, he was not able to describe any methods he had used to research this puzzle other than personal reflection. This, coupled with his relative lack of enthusiasm when we undertook the PEPAs in class, hinted that he found puzzling a waste of time. This was confirmed when he said that puzzles were useful but on the condition that it helps the student in the endand his somewhat depressing final admission that In the end, I dont know why we did this really.


  These three learner perspectives provide a snapshot of learner puzzling in a business English classroom. In the following discussion section, the cases above and additional learners voices are interwoven with my own reflections and observations from my privileged insider perspective.


  Discussion


  Opportunities: Positive Connection-Making


  My second research question focused on the potential advantages of getting learners to set their own research agendas: What, if any, benefits would accrue from learner puzzling?


  My experience scaffolding learner puzzling chimed with that of Perpignan (2003), who recognised that rather than the understanding gained, it is often in the exploration itself where real value resides. In other words, quality of classroom life is best understood as a process rather than product (Gieve & Miller, 2006). For example, in the present study, having and exploring a puzzle in a business English context also seemed to prompt some positive connection-making by learners within their wider lived experience. This was achieved through finding a business connection, a connection with pedagogy or with their exchange experience. Naomis case demonstrates that through the linking of her puzzle to her business interest (finance articles), she was able to ensure that it stayed directly relevant, which proponents of EP (Hanks, 2017b) claim as one of the key advantages of puzzling via EP principles.


  Other kinds of positive linkage emerged from learner puzzling. Janice used her puzzle to make connections to her native language and her past language learning experiences. In fact, she also linked pedagogic activities to her puzzle to gain greater understanding. Janice concluded that her listening skill might best be developed through audio-only exposure to listening texts (as opposed to audio plus images). Janice made a link to a class activity in which students had listened to an excerpt from a TV show without seeing the related images. Similarly, another B6 learner mentioned in her reflective report that after puzzling she now realised that vocabulary knowledge is not always reflected in spoken production. This student concluded that she should make a conscious effort to incorporate recently seen words into written and spoken language production. This example reveals how puzzles can highlight the potential usefulness of language learning strategies; encouraging learner buy-in to suggestions made by teachers or published materials.


  A common thread in learners puzzles was a focus on oral production of the language (in 6/12 puzzles). Learners especially linked speaking and vocabulary knowledge. This preoccupation with oral skills comes as little surprise. My learners focus on speaking skills perhaps reflects their desire to survive their sudden immersion in a new academic and social environment. Another learner, whose puzzle revolved around a lack of vocabulary, related how a shopping trip prompted her puzzle:


  
    I was interested in this...because...when I moved to London, I need to go and buy some pots, cutlery, plates...It was horrible to find the specific names of each pot...I just felt embarrassed because of my lack of vocabulary. (B6 2016)
  


  If puzzles can draw upon learners wider lived experiences, even negative experiences, and bring these into the classroom, it might aid learners in setting their own research agendas, learning goals and paths, and sustaining their search for understanding.


  Challenges: Puzzlement Mind-sets and Tensions in Facilitation of Puzzling


  My third and final research question considered the difficulties that might arise: What, if any, aspects of learner puzzling would prove challenging? My learners all focused on problematic aspects (inadequacies, complexities, and negative affect) and spent considerable time focused on a negative aspect of classroom life. This mirrored the findings from previous studies exhibiting similar tendencies (Chu, 2007; Hanks, 2017b). As many business English materials follow an action-oriented business case study approach, it might be tentatively suggested that learners found it difficult to move from this paradigm on their business modules (where they were concurrently studying) when asked to prioritise understanding of their language learning experiences ahead of a need for action. Despite this, Janice and Naomis statements show progression in the search for understanding of their puzzles.


  The problem-solution gravitation points to a tension in EP though: Having already decided to shape learners puzzles into a Why? frame, I found myself reluctant to interfere further by insisting that they turn a negative into a positive frame. The broader issue lies in the extent to which the teacher-researcher facilitating puzzles can or should legitimately influence learners puzzles before, at some point, the puzzle ceases to be truly owned by the learners themselves. That said, my learners stated in tutorials and class discussion that they felt under no pressure to find solutions and many students mentioned why this might be unrealistic given our limited timeframe. Learners recognised that their puzzles would require further exploration, which some learners indicated they were willing to consider.


  It is easy to forget the challenge that a researcher role entails for learners and a further tension in the puzzle facilitation process relates to how teacher-researchers communicate the purpose of learner puzzling. Pierre, the least enthusiastic about having a puzzle, later stated that he had thought his puzzle was more to help me with my research than something likely to be of benefit to him. I had introduced EP in the context of my own positive experiences of puzzling, partly in an attempt to build solidarity with my learners, yet Pierres comments allude to a perceived lack of ownership of the research process, despite my repeated reminders of his agency. They also point to the potential confusion that may result from EPs relatively non-prescriptive and open-ended approach. If the purpose of learners puzzling is not successfully conveyed, the teachers privileged, insider position in the EP process is threatened and the whole process potentially compromised. Thus, communicating the aims of learner puzzlement and the role of both teacher-researchers and learner-researchers within EP requires careful and considered presentation on the part of the facilitator of puzzling.


  Conclusion


  The questionnaire and reflective report responses of my business English learners in this study revealed that a majority engaged positively with EP and in particular the aspect of learner puzzling. Whilst a small minority of learners approached puzzling with less enthusiasm, the vast majority of them successfully identified, formulated and to some extent, explored a puzzle, gaining some understanding and building some useful connections between their wider lived experience and their current context of study. There remain some notable challenges and unresolved tensions for the teacher-researcher looking to promote learner puzzling. These include encouraging a mind-set shift from puzzling to problem-solving in learner-researchers which could in turn help prioritise learners gaining a genuine, in-depth understanding of language learning experience rather than a more mechanical problem-solving. Persuading sceptical learners that setting their own research agenda is something that they can genuinely own and benefit from is a further challenge. Moreover, the level of input and guidance in the process of setting and exploring learner puzzles that teacher-researchers should or need to offer remains opaque. However, the example provided by these learners of business English suggests that those who can establish links between their English language puzzles and aspects of their wider world (e.g., exchange student status, business interests) are more likely to see their puzzle given life and injected with the relevance required to sustain their search for understanding over the course of the 12-week module and scaffolding by teacher-researchers.


  Implications


  Teacher-researchers looking to work on developing learner puzzles and develop learner-researcher identities in their language classrooms might wish to consider the following points. Firstly, to facilitate the positive connection-making that some learners in this study experienced at the outset, learners could be provided with a bank of PEPAs aimed at supporting their research journey. In order to maintain learners sense of ownership of their puzzles and avoid a prescriptive approach creeping in, learners could then be free to select tasks that they feel might illuminate their puzzle and to add additional novel tasks of their own. If the tasks were logged they could then prompt a later discussion in class in which learners explained which tasks they found best illuminated their puzzle and why. The list could feature tasks aimed at inducing positive connection-building between learners puzzles and their current or future business interests and/or their exchange study period in the UK. Throughout the inquiry process learners should be encouraged to share their explorations with each other. In doing so, a sense of solidarity could be fostered and classmates might be able to shed light on puzzles of their fellow learner-researchers. Learners might be able to head off negative feelings arising when puzzling is difficult. Similarly, they could support each other and help each other regain momentum when puzzling proves challenging.


  Secondly, teachers hoping to scaffold learner puzzlement in business English contexts could helpfully unpack not only the similarities to be found between business study and EP principles (e.g., the power of understanding why?) but also the potential differences. This might help learners distinguish between the problem-solving emphasis common in business which may jar with the notion of prioritising puzzlement required of learner-researchers. Equally, this distinction must be clear in the mind of teacher-researchers aiming to scaffold the setting of learner research agendas. Understanding of these issues and tensions represents a useful starting point for teacher-researchers wishing to facilitate learner puzzlement through the adoption of EP principles, especially those who are trying to convey the notion and benefits of puzzling to undergraduate learners of business English.

  


  References


  Allwright, D. (2005). Developing principles for practitioner research: The case of exploratory practice. The Modern Language Journal, 89(3), 353-366. https://doi.org/10.1111/j.1540-4781.2005.00310.x.


  Allwright, D. (2006). Six promising directions in applied linguistics. In S. Gieve & I. K. Miller (Eds.), Understanding the language classroom (pp. 11-17). Basingstoke, UK: Palgrave Macmillan. https://doi.org/10.1057/9780230523166_2.


  Allwright, D., & Hanks, J. (2009). The developing language learner: An introduction to exploratory practice. Basingstoke, UK: Palgrave Macmillan. https://doi.org/10.1057/9780230233690.


  Anwaruddin, S. M. (2016). Language teachers responses to educational research: Addressing the crisis of representation. International Journal of Research and Method in Education, 39(3), 314-328. https://doi.org/10.1080/1743727X.2016.1166485.


  Banister, C. (2016, May). Obtaining meaningful student feedback and evaluations of the learning experience in a business English context. Paper presented at the International ELT Conference: Cultivation of Quality Culture in ELT in Higher Education, Ege University, Izmir, Turkey.


  Banister, C. (2017). Exploring teacher and learner perceptions of value around peer-teaching of vocabulary: Convergences and divergences (Working Paper 1702: RWP1702). Regents Working Papers 2017.


  Borg, S. (2009). English language teachers conceptions of research. Applied Linguistics, 30(3), 358-388. https://doi.org/10.1093/applin/amp007.


  Chu, P.-Y. (2007). How students react to the power and responsibility of being decision makers in their own learning. Language Teaching Research, 11(2), 225-241. https://doi.org/10.1177/136216880607074613.


  Costantino, A. (in press). Understanding local pedagogy: A written feedback puzzle. In A. Slimani-Rolls & R. Kiely (Eds.), Exploratory practice: An innovative form of continuous professional development. UK:Palgrave Macmillan.


  Dar, Y. (2015). Exploratory practice: Investigating my own classroom pedagogy. In D. Bullock & R. Smith (Eds.), Teachers research! (pp. 51-59). Faversham, UK: IATEFL. Retrieved from http://resig.weebly.com/uploads/2/6/3/6/26368747/teachers_research__online_version.pdf.


  Dawson, S. (2017). EAP learners explore their language learning lives through exploratory practice. In T. Stewart (Ed.), Insider accounts of classroom life: Higher education (pp. 7-13). Annapolis, US: TESOL Press. Retrieved from http://www.tesol.org/docs/default-source/books/14036_sam.pdf?sfvrsn=2.


  Gieve, S., & Miller, I. K. (2006). What do we mean by quality of classroom life? In S. Gieve & I. K. Miller (Eds.), Understanding the language classroom (pp. 18-46). Basingstoke, UK: Palgrave Macmillan. https://doi.org/10.1057/9780230523166_3.


  Goral, M. (in press). Exploratory practice: Embracing new identities. In A. Slimani-Rolls & R. Kiely (Eds.), Exploratory practice: An innovative form of continuous professional development. UK:Palgrave Macmillan.


  Hanks, J. (2015a). Education is not just teaching: Learner thoughts on exploratory practice. ELT Journal, 69(2), 117-128. https://doi.org/10.1093/elt/ccu063.


  Hanks, J. (2015b). Language teachers making sense of exploratory practice. Language Teaching Research, 19(5), 612-633. https://doi.org/10.1177/1362168814567805.


  Hanks, J. (2016). What might research AS practice look like? In K. Dikilitas, M. Wyatt, J. Hanks, & D. Bullock (Eds.), Teachers engaging in research (pp. 19-30). Faversham, UK: IATEFL.


  Hanks, J. (2017a). Exploratory practice in language teaching: Puzzling about principles and practices. London, UK: Palgrave Macmillan. https://doi.org/10.1057/978-1-137-45344-0.


  Hanks, J. (2017b). Integrating research and pedagogy: An exploratory practice approach. System, 68, 38-49. https://doi.org/10.1016/j.system.2017.06.012.


  Perpignan, H. (2003). Exploring the written feedback dialogue: A research, learning and teaching practice. Language Teaching Research, 7(2), 259-278. https://doi.org/10.1191/1362168803lr125oa.


  Rainey de Díaz, I. (2005). EFL teachers research and mainstream TESOL: Ships passing in the night? Profile: Issues in Teachers Professional Development, 6(1), 7-21.


  Slimani-Rolls, A. (2003). Exploring a world of paradoxes: An investigation of group work. Language Teaching Research, 7(2), 221-239. https://doi.org/10.1191/1362168803lr123oa.


  Slimani-Rolls, A., & Kiely, R. (Eds.). (in press). Exploratory practice: An innovative form of continuing professional development. UK: Palgrave Macmillan.

  


  About the Author


  Chris Banister teaches academic and business English at Regents University London. He holds an MA in TESOL from UCL Institute of Education and his current research interests include: supporting learner-researchers, EAP vocabulary lists, and obtaining learner feedback/evaluations. He is a committee member for the annual Istanbul Teachers Research! Conference.

  


  Appendix A: The Seven Principles of Exploratory Practice


  
    	Focus on quality of life as the fundamental issue


    	Work to understand it before thinking about solving problems


    	Involve everybody as practitioners developing their own understandings


    	Work to bring people together in a common enterprise


    	Work cooperatively for mutual development


    	Make it a continuous enterprise


    	Minimize the burden by integrating the work for understanding into normal pedagogic practice

  


  (Allwright & Hanks, 2009, p. 260)

  


  Appendix B: Procedure for the Facilitation of Learner Puzzling


  L = Learner, C = Classwork, H = Homework


  [image: ]

  


  Appendix C: Reflective Reports


  Prompts to stimulate learners reflective reports.


  What was your puzzle?


  Why was it of interest?


  How did you explore it? (Reading, discussing it, reflection, research, etc.)


  What, if any, new understanding did you gain?


  What barriers to understanding did you come across?


  Do you now better understand why it was a puzzle to begin with?


  Do you think you will continue to explore it? Why/ Why not?


  Do you think that having a puzzle is a useful component to this module? Why/ Why not?
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  This paper examines the research self-efficacy beliefs, research motivation, and perceptions of research importance and research obstacles of 100 professors and lecturers of foreign languages at three Mexican universities. Survey results show that faculty hold moderate to high research self-efficacy beliefs, are highly motivated to conduct research, think research in the area is very important, and perceive that lack of time is the main obstacle to conducting research. The lack of fit between most participants relatively high self-efficacy and limited research engagement suggests the possibility that faculty overestimate their research abilities. The implications of these findings are also discussed.
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  Este artículo examina las creencias de autoeficacia para la investigación, la motivación, las percepciones sobre la importancia de esta actividad y los obstáculos que enfrentan 100 profesores de lenguas extranjeras de tres universidades mexicanas para realizarla. Los resultados de una encuesta mostraron que los profesores albergan creencias sobre su eficacia en investigación que van de moderadas a altas. Igualmente, éstos se dicen muy motivados para realizar investigación y la consideran una actividad importante para el área. El obstáculo más recurrentemente mencionado fue la falta de tiempo. La poca consistencia entre el sentido alto de autoeficacia de la mayoría de los participantes y su limitado compromiso para la investigación sugieren la posibilidad de que los profesores hayan sobrevalorado sus habilidades investigativas. Finalmente, se discuten las implicaciones de estos hallazgos.


  Palabras clave: condiciones para la investigación, creencias de autoeficacia para la investigación, motivación para investigar, profesores de lenguas extranjeras.

  


  Introduction


  In many contexts, foreign-language (FL) education as a field has traditionally been construed exclusively in teaching-oriented terms by both university authorities and faculty1 (Borg, 2013). In some periphery countries, like Mexico, it is only in the past two decades that serious policy efforts to professionalize FL teachers (primarily university teachers but also others) have been undertaken. These efforts have involved opening undergraduate and graduate programs in English as a foreign language (EFL) (Lengeling, 2010), and, to a lesser extent, French and other European languages.


  These FL-focused initiatives have coincided with nation-wide policies aimed at improving the research abilities and productivity of all university professors. Mexican educational policies explicitly pursue the goal of turning university professors into internationally competitive researchers who are part of solid research groups and develop national and international collaboration networks. The implementation of these policies has involved massive training and credentialization programs because, at the turn of the century, most university professors in most disciplines did not hold doctorates (Secretaría de Educación Pública, 2006). The latter is especially true for FL faculty (Reyes-Cruz & Perales-Escudero, 2016). As a result, FL faculty members in Mexico face new and incremental pressures to become researchers despite their often insufficient training in research methods. Therefore, the process of adaptation to this new demand to conduct research has been challenging and slow (Ramírez, Gilbón, & Moreno, 2010).


  Several dimensions of FL university faculty research have been investigated, such as their general perspectives about research (Allison & Carey, 2007), engagement in and with research and research motivation (Borg & Liu, 2013), identity processes (Xu, 2013), and research self-efficacy (Wyatt & Dikilitaş, 2016). A common theme emerging from this literature is the perception of research as a difficult endeavor due to insufficient training and lack of confidence, expertise, and motivation. These findings suggest that the construct of self-efficacy may provide a fruitful theoretical framework to shed further light on the development of FL teachers research abilities.


  Self-efficacy is a central construct in social cognitive theory (SCT). Bandura (1997) defines self-efficacy as the belief in ones ability to organize and execute the actions needed to achieve ones desired goals (p. 3). Beliefs about self-efficacy are thought to be the foremost mediators of behavior and behavioral change. For the last 25 years, Bandura (1995, 1997) has developed and supported the idea that beliefs about ones abilities affect ones behavior, motivation, success, and failure.


  Self-efficacy beliefs can be good predictors of behavior (Bandura, 1997; Kim & Cho, 2014; Vasil, 1992; Wyatt & Dikilitaş, 2016). Educational research has found positive correlations between self-efficacy, academic performance, and self-regulated learning (Hackett, 1995; Pajares, 1996; Schunk, 1982; Zimmerman, 1995). For the purposes of this study, research self-efficacy is defined as a personal estimate of how good one can be at executing research-related tasks (Hemmings & Kay, 2010, p. 563).


  From an SCT perspective, self-efficacy beliefs and motivation are related, and motivation tends to be understood and investigated in terms of goals, goal-setting, and willingness to perform tasks. According to Bandura (1997), goal-assessment is one way that self-efficacy influences motivation. If goals are perceived to be too simple or too difficult for ones self-efficacy, those perceptions may dampen motivation. Similarly, achievable, short-term gradual goals may contribute to the development of self-efficacy in ways that ambitious, long-term goals may not. Bandura (1997) also suggests that intrinsic motivation is likely to correlate with a high sense of self-efficacy, while extrinsic motivation may exert a more mixed influence on self-efficacy.


  From an extensive review of the literature, Wyatt and Dikilitaş (2016) conclude that teachers research self-efficacy is likely to be low in many countries due to poor training, teachers non-functional attitudes or perceptions of research, and unsupportive environments. Yet, as stated above, educational policy in some contexts is such that university teachers have little choice but to turn themselves into researchers, with varying levels of training and support. It seems, then, that identifying faculty research-related beliefs, including self-efficacy beliefs, and research motivation is a necessary step in facilitating their development as researchers and in finding ways to improve the quality and quantity of FL teacher research.


  We focus on foreign language faculty (university professors who teach in foreign language departments) in Mexico because they offer the interesting case of a group of faculty and a profession that were not required or trained to conduct research until recently in this specific country. Our study also has the potential to add insights to the existing literature because it includes two distinct groups of FL faculty: well-trained, experienced researchers with strong publication records, and less experienced researchers with less-than-optimal training and minimal publication records. What these two groups have in common is that they are all classroom FL teachers, and they are all subject to the same institutional policy pressures to publish and engage in research.


  The results presented here could therefore be of use to guide research self-efficacy studies with similar populations in other contexts. Then, the overall goal of this study is to describe the research self-efficacy beliefs, research motivation, importance attributed to research, and perceptions of research obstacles held by the foreign language faculty at three Mexican public universities: Northeastern University (NU), Central University (CU), and Southeastern University (SU). We also compare the self-efficacy beliefs of faculty with strong research engagement with those of faculty that are less engaged in research. Our results suggest that the latter tend to overestimate their research capacities, which has implications for policy-making and for further research.


  Literature Review


  Studies of FL teachers research started in the 1980s (Borg, 2013) out of an interest to improve FL teaching through action research. As a result, most studies of this subject have followed an action research perspective (Atay, 2008; Borg & Liu, 2013; Burns, 2010; Wyatt & Dikilitaş, 2016). Other studies have focused on teachers commitment to research (Borg & Alshumaimeri, 2012; Gao, Barkhuizen, & Chow, 2011), their perceptions of research (Allison & Carey, 2007), teachers motivation and attitude toward research (Bai & Hudson, 2011; Borg, 2009), and the development of teachers research identities in connection with contextual influences (Xu, 2013). In general, the studies indicate that teachers find research difficult and even alien to their identities, but can engage with it meaningfully with adequate support. Various factors such as intrinsic pay incentives and institutional support, or lack thereof, play a role in both teachers motivation to conduct research and actual research engagement.


  To the best of our knowledge, only two studies have focused on FL university teachers research self-efficacy. One is by Wyatt and Dikilitaş (2016). Working from a qualitative action research perspective, they found that engaging teachers in a continuing professional development program helped them to become more self-efficacious by providing enactive mastery experiences that led to the development of practical knowledge about various aspects of research. These positive outcomes occurred despite the teachers initially low self-efficacy beliefs.


  The second study is by Reyes-Cruz and Perales-Escudero (2016), who used qualitative methods to identify variation in Mexican FL faculty research self-efficacy levels and motivation in connection with academic degree, motivation types, and strategic behaviors. Professors with doctorates, intrinsic motivation, and strategic behaviors showed the highest self-efficacy. Professors with masters degrees and low motivation showed the lowest self-efficacy. Previous experience and mentoring were influential sources of self-efficacy.


  With regard to obstacles to conduct research, insufficient time and training have been reported as the most prevalent ones by FL faculty, both in Mexico (Busseniers, Nuñez, & Rodríguez; 2010; Reyes-Cruz & Hernández-Méndez, 2014; Reyes-Cruz & Higuera-Bonfil, 2015) and internationally (Bai & Hudson, 2011; Borg, 2009; Xu, 2013). As for research motivation, the literature paints a complex picture with some studies showing that teachers are intrinsically motivated to conduct research and others indicating that teachers research motivation, if it exists, is mostly extrinsic. For example, Mehrani (2015) investigated the research involvement and research motivation of 24 Iranian EFL teachers. The findings showed that the teachers were motivated by an intrinsic interest in professional development, by the thought that research could help with pedagogical concerns, and by extrinsic factors such as institutional requirements and incentives.


  By contrast, the Chinese EFL teachers in Yuan, Sun, and Teng (2016) had little to no motivation to conduct research before their participation in an action research program. Their motivation during this program was heavily influenced by identity factors such as (mis)matches between different selves that the participating teachers constructed during their engagement in action research. Some were demotivated because they thought their research self would compete negatively with their teaching-centered self. Others were able to resolve this conflict and develop research-oriented selves. Also in China, and somewhat similarly, Xu (2013) found that the Chinese EFL teachers in his sample were motivated to conduct research by extrinsic factors such as promotion opportunities and pay incentives.


  In Mexico, Reyes-Cruz and Perales-Escudero (2016) found variation in the levels and types of FL faculty motivation related basically to the academic degree. FL professors with doctorates were intrinsically and extrinsically motivated to conduct research, whereas FL professors with masters degrees tended to be motivated only extrinsically, but some of them were beginning to develop intrinsic forms of motivation thanks to mentoring and active engagement in research. It seems, then, that the context-embedded situations and identities of teachers exert powerful influences on their research motivation.


  This study was different from previous ones because it used a qualitative design and focused simultaneously on research motivation and research self-efficacy. Its design also incorporated an explicit focus on the differences in the degrees held by the participants (MA vs. PhD). This proved to be a relevant factor to reveal some underlying causes of the differences in participants research self-efficacy and motivation.


  The present study builds on our previous ones in two ways. First, it continues to probe possible mismatches between perceived and actual efficacy by incorporating membership in Mexicos National Research System (Sistema Nacional de Investigadores, SNI in Spanish, hereafter NRS) as a factor under consideration. Second, it features a much larger sample that spans three different universities in three distinct and distant regions of Mexico. It thus overcomes one of the key limitations of previous studies, namely, their small sample sizes and their focus on only one university. The results are thus more robust and representative of the national situation.


  Method


  Participants


  The participants were 100 out of a total of 106 FL faculty members (94% of the total population of tenured and tenure-track professors and hourly lecturers) in three different Mexican public universities located in different regions of the country. Pseudonyms are used in this research to name the three settings: Northeastern University (NU), Central University (CU), and Southeastern University (SU). We aimed at a census of the total sample of 106 faculty members with at least one publication issuing from a research project regardless of their type of appointment. At the time, NU had 35 such faculty members, CU had 36, and SU had 35. A census sample was impossible to achieve, however, due to the fact that six professors were on leave and others could not be reached. In the end, our sample included 32 NU faculty members, 33 CU faculty members, and 35 SU faculty members. Eighty-nine of the participants are full-time, tenured or tenure-track professors, four are hourly lecturers, and four are tenured, half-time professors. Under the Mexican system, some professors have half-time appointments and are thus not expected to put in as many hours of teaching, service, and research as full-time professors. Three participants did not provide information on their type of appointment.


  As stated in the introduction, one important variable in our study was the quality of research engagement in terms of training, experience, and productivity. We operationalized this variable by determining which participants are members of the NRS. The NRS was created by the Mexican government in the 1980s as a way to provide supplementary income to researchers and scholars in order to prevent brain drain. Mexican professors and other researchers can be appointed to the NRS if they meet a set of requirements such as holding a doctorate, publishing two papers per year in high-quality journals, leading funded projects, and directing undergraduate and/or graduate theses and dissertations. There are four levels of membership as determined by research productivity and impact, and researchers must reapply for membership every so many years depending on their level. Membership is highly coveted because of the financial rewards and status it confers. Fourteen of our participants were NRS members at the time we conducted this study, 74 were not and 12 did not answer. We also gathered other information related to the research engagement variable that was not used for statistical tests but provided a backdrop for discussing self-efficacy findings, such as years of research experience and weekly hours devoted to research.


  Instruments


  The questionnaires design was informed by Banduras (1997) SCT and his advice on item design. It consisted of three sections: research engagement (NRS membership, years of research experience, weekly hours devoted to research, highest degree held; four multiple-choice items), perception of research obstacles (one open question), and research beliefs and perceptions. The latter was an 18-item, Lykert-type questionnaire consisting of the following variables: importance of research (six items), research self-efficacy (six items), and research motivation (operationalized as research goals and willingness to engage with and in research, six items). The instrument was validated by three experts. They were given the definitions of each variable and were asked to relate the items to the definition that better fit each of them. They were also asked to rank the relevance of all the items on a scale from one to three (Levy & Varela, 2005). Their ranking and comments were used as criteria to remove or modify items.


  The reliability of the instrument was estimated by using Cronbachs alpha test. The instrument obtained an alpha reliability of .853. Alpha reliabilities for the three sub-scales of research self-efficacy, research importance, and research motivation were .95, .86, and .80, respectively. To determine the questionnaires validity, three factor analysis tests were performed with Varimax Kaiser rotation. As predicted by the theory, the results yielded three components. Rotation punctuations can be seen in Table 1.


  Table 1. Principal Axis Factoring With Varimax Rotation for All Items
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  Procedure


  Members of the research team, including the authors, contacted the participants selected using the criteria above (having published at least one paper as a result of involvement in a research project), elicited informed consent, gave the questionnaires to the participants and collected the completed questionnaires from them after a few days. The resulting data were entered into and processed with SPSS v.20. Visual inspection and the Kolmogorov-Smirnov test were used to determine the normality of the data as a whole and in different sub-scales: all the data showed normal distributions.


  Results


  Research Self-Efficacy


  Faculty answers about their ability to carry out activities pertaining to the different stages of research studies were mostly at the very able and able levels. Question 4 had the highest proportion of participants choosing these two levels (82%), followed by Question 6 (80%). The level of average ability got the highest proportion for Question 1 (22%), followed by Question 5 (20%). The level of low ability got the highest proportion for Question 4 (10%), followed by Question 3 (7%). The choices unable and I dont know did not get significant numbers (see Table 2).


  Table 2. Research Self-Efficacy
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  Having a high sense of self-efficacy is, in principle, a promising sign. However, if self-efficacy beliefs are not founded on realistic self-assessments of ones capacities, individuals may never undertake actions to breach the gap between actual and perceived efficacy (Bandura, 1997), which is inimical to reflection and improvement (Wheatley, 2002).


  Research engagement information suggests a lack of fit between participants research self-efficacy and actual efficacy. For example, 54 reported less than four years of research experience, 74 only hold masters degrees, and 66 reported dedicating less than 10 hours a week to research. All of this means they have had few chances to engage in enactive mastery experiences that would build actual research efficacy. Although one could also gain expertise by participation in research projects that afford enactive mastery and vicarious experiences, this possibility is unlikely for our participants. Up to about 10 years ago, the main activity of FL university faculty in Mexico was teacher training, with no research of any kind (Lengeling, 2010). From this fact it can be inferred that with few exceptions, faculty did not have early research socialization experiences and only a handful might have learned how to do research before getting their doctorates.


  Further evidence for this lack of fit comes from a comparison of the means of the six self-efficacy items for the two groups: NRS members and non-members. We ran a chi-square test that showed no significant differences across the means and groups (Pearson Χ2 = 12.758, p > .5), with both groups showing moderately high self-efficacy for the six items. This lack of difference in self-efficacy is inconsistent with the expectation that NRS members would have a higher sense of self-efficacy because of their demonstrably higher actual research efficacy.


  According to Bandura (1997), the relationship between perceived self-efficacy and actual performance depends on the conditions and context where people are located. He suggests that individuals may overestimate their capabilities in situations where there are no reference criteria, or the existing ones are not adequate. This may be the case in Mexico, a country where the field of foreign language teaching is still very young when it comes to research; therefore, a critical mass of research activity is still developing. That is, few national venues—conferences or journals—feature high standards of scientific assessment; contacts with international peers are still inchoate. Therefore, Mexican FL faculty may lack adequate reference criteria to judge their actual research efficacy, leading to inflated self-efficacy.


  As suggested by other studies (e.g., Wyatt, 2015), social desirability bias may also play a role in this lack of fit between actual research efficacy and self-efficacy beliefs. Bandura (1997) suggests that it is important for the adequate development of self-efficacy to avoid placing individuals in situations where they are likely to fail early in the process. FL faculty in Mexico have been increasingly pushed to conduct research because of national and institutional policy pressures. Most faculty, however, do not have the necessary training (Reyes-Cruz & Hernández Méndez, 2014). Then, it is possible that they tend to overestimate their capabilities because of a desire to gain a better social image (Dörnyei, 2003) or to be accepted and valued (Brown & Levinson, 1987).


  Research Motivation


  The analysis of our goal-oriented items shows that faculty are strongly motivated to conduct research. As shown in Table 3, the question that got the highest proportion of positive answers, as determined by putting together the completely agree and agree answers, was Number 4 (97%), which asked about participants engagement with research seminars, conferences, and lectures. The item with the lowest proportion of these positive answers was Item 1 (54%), related to the establishment of an annual research plan. This item also got the highest proportion of answers indicating ambivalence or disagreement (46%). Readers should note that some of the participants did not answer all the questions in this and other sections, so the numbers do not always add to 100.


  Table 3. Motivation to Conduct Research
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  The fact that most of the faculty favors research-oriented goals is very positive. At the same time, the fact that Item 4 (which pertains to participation in research seminars, conferences, and lectures) got the highest numbers suggests that this motivation has an extrinsic component. This is because institutional policies across the three universities under study compel faculty to get involved in these activities and reward them financially for doing so.


  With regard to Item 1 (establishing an annual research plan), an implication of Banduras (1997) goal theory is that establishing an annual research plan is an important step in the development of self-efficacy. The low figures for this item then suggest that faculty would benefit from setting realistic, short term goals in this regard. If professors effectively pursue goals to keep up to date, publish more, and associate with other colleagues to learn, surely trying to reach those goals will produce good results. However, such goals must be clear, realistic, and temporally close if they are to contribute to motivation and self-efficacy. Faculty thus needs the support of their institutions and recognition for their short-term achievements, even if they are not extraordinary. Recognition would allow them to slowly build their sense of research self-efficacy and persevere in the face of the drawbacks they will surely experience along the way.


  The results reported above are comparable to the high motivation of FL faculty found by Reyes-Cruz and Higuera-Bonfil (2015). The participants in that study and this one reported high levels of motivation, probably because the context and research design (quantitative) are similar. Nevertheless, the qualitative research by Reyes-Cruz and Perales-Escudero (2016), which was conducted in the same context, found that professors with doctorates are the ones who show more motivation, particularly intrinsic motivation, whereas professors with masters degrees tend to be motivated extrinsically. This difference may be due to the research design itself. Other studies have investigated motivation in connection with promotion or tenure; our instrument did not address that variable. Future studies should incorporate questions about these dimensions of extrinsic motivation.


  Importance of Research


  The overwhelming majority of faculty fully agreed that it is important to conduct research in foreign languages for a variety of reasons. The lowest proportion was for Item 6 about the necessity to conduct research in FL, with 85%; the highest was for Item 1 stating that research provides solid ground for professional practice, with 96% (see Table 4).


  Table 4. Importance of Research
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  This positive stance towards research aligns with current trends that see research as a tool to make informed pedagogical decisions (Hargreaves, 2001), promote professional development (Kirkwood & Christie, 2006), understand theoretical findings, and take a more innovative role toward the curriculum (Gurney, 1989). Bandura (1997) states that the goals most persistently pursued are those of the highest personal value and standing in ones hierarchy. In this case, all faculty appear to agree that research is very important; it follows that they are likely to engage in this activity.


  Nonetheless, these answers could be motivated by a desire to gain acceptance. As stated above, research is highly valued in current university contexts, even in those academic fields that have not traditionally trained researchers. Therefore, it would be inappropriate to say that research is not important. Bandura (1997) also states that imposed goals are resisted when they do not bring about personal reward or fulfillment and only aim at improving productivity. In other words, ideally, faculty should develop intrinsic motivation rather than do research to comply with institutional policy. Institutions should assess the fields research maturity and design policies that allow for a gradual development of research self-efficacy. If policy only sets standards but does not address development, results are likely to be inconsistent and less than optimal.


  Obstacles to Conduct Research


  Obstacles in the questionnaire can be classified into two types: institutional and personal. The first kind is more prevalent since a large majority reported not having time for research (89%). This result matches previous findings by Busseniers et al. (2010), Borg (2009), Bai and Hudson (2011), and Xu (2013). Teachers also report insufficient flexibility on the part of administrators to apportion service and teaching duties variably in accordance with the different stages of research (67%) and insufficient funding (49%). These obstacles were also found by Reyes-Cruz and Hernández Méndez (2014). Insufficient institutional recognition of research (43%) and not having a mentor (36%) also got high numbers, which coincides with Hernández, Gómez, and Murrieta (2011). Similarly, Landino and Owen (1988) also found that an absence of institutional commitment contributes to low self-efficacy.


  This result evinces the absence of changes in institutional culture that may contribute to the success of research-focused policies. Culture does not change by command (Elmore, 2004) but through the replacement of existing norms, structures, and processes by others that contribute to the changes being sought. That is, cultural change processes (in this case a change from just teaching to doing both research and teaching as equally important activities) depend mostly on modeling the new values and behaviors that are to replace existing ones. Feeling guided and included in research activities organized by the department contributes to research self-efficacy (Landino & Owen, 1988).


  Regarding personal obstacles, some of them are insufficient training (31%), insufficient article writing skills (29%), and insufficient ability to write research proposals (25%). It is interesting that 11 participants referred to fear of peer review as an obstacle to conduct research. All these participants hold only MAs rather than doctorates. None is a member of the NRS. The majority of them does not belong to an AC and indicated that they have little or no training and skills to conduct and/or write up research. Our previous work (Reyes-Cruz & Perales-Escudero, 2016) suggests that their fear may stem from having received scathing reviews in the past and from attributing their failure to low ability rather than low effort. The absence of fear of peer review in the remaining 89 participants may be due to several factors. In the case of faculty with doctorates and NRS membership, this factor may be well-developed actual efficacy and high self-efficacy. In the case of some of the faculty with MAs and doctorates but no NRS appointment, it is possible that they have never experienced rigorous peer review and thus have not been exposed to failure. Other faculty with MAs who are actively involved in research and publication may have developed resilience to negative peer reviews as a result of their enactive mastery experiences. More research is needed to explore these possibilities.


  As pointed out by Xu (2013), the most important influences on research output pertain to the individual and the work environment. These results show a combination of both factors. According to Hardré et al. (2007) the importance accorded to research by academics is predicted by the support they get from their departments, and this importance in turn predicts productivity (see Table 5 for further information).


  Table 5. Obstacles to Conducting Research
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  Bandura (1986) states that, under certain conditions, self-efficacy beliefs do not exert any influential, predictive, mediating role on humans functioning. In poorly-structured systems, teachers may find that, no matter how much effort they invest in research, results are not as desired. That is, if institutions do not provide the necessary support (equipment, resources, infrastructure, practices, and an institutional culture that supports research and understands its nature), faculty are not likely to develop genuine, positive self-efficacy beliefs. Such a situation does not lead faculty to commit to raise their production and achieve higher standards. This is not to say that faculty are not capable of performing adequately as researchers; rather, this is to say that institutions appear to be hindering the development of faculty self-efficacy. In these cases, feelings of inability to cope can lead faculty to burnout (Chwalisz, Altmaier, & Russell, 1992).


  Conclusions


  The goal of this study was to determine the self-efficacy perceived by faculty in three institutions at three distant locations in Mexico, their motivation to conduct research, and the importance they assign to this activity. Contrary to the prediction of Wyatt and Dikilitaş (2016) that language teachers in many countries would have low self-efficacy, we found that most faculty rated themselves as capable or very capable in all the items pertaining to self-efficacy. This discrepancy may be due to sampling differences as our group of participants includes full-time professors with doctorates and appointments to Mexicos National Research System. These teachers are then highly trained to conduct research and actually do so. Nevertheless, as pointed out above, the high self-efficacy of many other participants is not consistent with their years of research experience, academic degrees, and time devoted to research. It seems then that this group of FL faculty would benefit from estimating their efficacy more accurately so they can undertake concrete actions that may lead them to close the gap that appears to exist between their self-efficacy beliefs and their actual efficacy.


  Our results show that the FL faculty in our sample are highly motivated to conduct research and consider it a very important activity. At the same time, the research-related activity that faculty are most interested in (attending seminars, conferences, and lectures) is one that is subject to external impositions and rewards. This fact suggests that extrinsic motivation plays an important role in our participants research activities, which is consistent with the findings in Xu (2013).


  The imbalance between the high figures in the three variables (self-efficacy, motivation, and importance of research) and the little time devoted to research and little actual research experience might be the result of a need to save face and conform to prevalent views in a context where research is highly valued. The subculture of the foreign language teaching community may also be a factor. Because research is such a new activity and because Mexican FL faculty tend to publish in safe, local venues rather than stricter international journals (Ramírez et al., 2010), it is possible that they lack adequate performance standards to measure their own efficacy. In this regard, future studies should examine the impact of specific types of publication practices on FL faculty research self-efficacy.


  We found that faculty face several obstacles that are difficult to overcome, both institutional and personal. Because universities benefit if their faculty are highly productive, they should provide faculty with the right conditions to develop an adequate self-efficacy that would benefit all stakeholders. Such conditions include adequate infrastructure, a balance between teaching and research duties, training and mentoring for those without doctorates, and constant updating for those with doctorates. Likewise, support for research stays in other countries or in collaboration with more experienced colleagues is essential to achieve appropriate quality criteria against which faculty can assess their own self-efficacy. Faculty need to feel that institutional demands and their efforts are matched by institutional support.


  This paper adds to our prior work by comparing the sense of self-efficacy of faculty with NRS appointments to the self-efficacy of faculty without such appointments. This comparison has provided further evidence of many professors tendency to overestimate their research self-efficacy in questionnaire studies. This finding points to a difference between our target context of foreign language faculty in Mexico and studies of other disciplines in Anglo-Saxon countries; studies performed in the second type of context reveal a more congruent calibration between self-efficacy and actual efficacy. These differences may be due to the recent shift of the field of foreign languages in Mexico from an exclusive focus on teaching to a new orientation that includes research. Such recency may cause some faculty to have had insufficient vicarious and actual experiences with rigorous research processes. Future studies can continue to explore this possibility using qualitative designs.


  Another contribution of this study to our previous ones lies in the geographical spread of our sample. Our previous papers had focused on only one university in a specific region of Mexico. The sample of this paper is larger and spans three very different and distant regions of Mexico (North, Center, and South). Despite this diversity, the results are overall consistent with those of previous studies, which highlight the national nature of the challenges facing foreign language faculty with regard to their research self-efficacy.


  This study contributes empirical data on a topic that is scarcely addressed in the area of foreign languages. However, it includes limitations that should be overcome in future studies. For example, with regard to the instrument, the answer choices must be revised as the differences between some of them (such as capable vs. average capability) are not very clear. Furthermore, future studies should investigate whether faculty perceive their shortcomings and do nothing about it or take actions to improve their research abilities; or whether they do not realize that such shortcomings exist. Further, the possibility that individuals might have performed the activities in the questionnaire once or twice might have eschewed the results. Limited experience with specific tasks could have hindered some participants ability to grasp the complexity of those activities and led them to think that they could perform well as professional researchers. Therefore, future studies would benefit from matching self-perception measures to objective measures of actual research efficacy in various dimensions of the research process.

  


  1Faculty is used to refer to both full-time professors at all rank levels and hourly lecturers. The sample for this study includes both types of faculty, with a large majority of them being full-time professors. All the participants, including the professors, are active classroom teachers of foreign languages, chiefly English but also French in some cases.
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  This article reports the results of a study whose purpose was to trace the configuration of professional subjectivities by analyzing the narratives of four Colombian non-native English speaking teachers in the framework of language policies. In this qualitative-narrative study we used written narratives and narrative interviews as instruments to collect data from the participants who work in different universities and schools in Colombia. Their stories were analyzed using short story analysis, and the results allowed us to identify a core category: Re-creating the self: An entangled, changeable and endless process which shows that the subjectivities are influenced by others, teachers go through processes of acceptance or rejection when configuring them, and knowledge and reflection play an important role.
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  En este artículo se reportan los resultados de una investigación cuyo propósito fue trazar la configuración de subjetividades profesionales analizando las narrativas de cuatro profesores colombianos no nativos de habla inglesa en el marco de las políticas lingüísticas. Este estudio cualitativo-narrativo utilizó narrativas escritas y entrevistas narrativas como instrumentos para recopilar datos de los participantes que pertenecen a diferentes universidades y colegios de Colombia. Sus historias se analizaron utilizando el análisis de historias cortas; los resultados permitieron identificar una categoría central: re-crear el yo: un proceso complejo, cambiante y continuo que muestra que las subjetividades son influenciadas por otros, que se dan a través de procesos de aceptación o rechazo y que el conocimiento y la reflexión son procesos cruciales en las mismas.


  Palabras clave: dicotomía, narrativas, profesores nativos, profesores no nativos, subjetividades.

  


  Introduction


  Historically, language policies in Colombia have not been designed to consider the needs, desires, and experiences of the people directly involved in their application, especially teachers (Cárdenas, 2006; de Mejía, 2012; González, 2007; Guerrero Nieto, 2008, 2009, 2010; Usma, 2009). One of these policies is the National Bilingualism Program (PNB)1 launched in 2004 by the Ministry of Education. As one of the strategies towards the implementation of this bilingual policy, the Ministry of Education has hired foreigners to serve as English assistants in public schools. This particular strategy has provoked resistance among Colombian English teachers because these foreigners are not English teachers and are not native speakers of English—for the most part—although they are called native speakers in official discourse (see Correa & González, 2017).


  We contend that language policies—overt and covert (Shohamy, 2006)—operate as subjectivity devices (Foucault, 1977; Jiménez-Becerra, 2011). According to Foucault (1996) subjectivity is configured externally and internally and is mediated by the relationship of the subject with knowledge and power. For example, institutions impose language policies and teachers have to implement them. Teachers subjectivity is externally constructed when, in official discourses, they are fashioned as less capable of teaching English because they are not native speakers of the language. Internally, using the technologies of the self, teachers transform themselves into their desirable self. As such, we find Colombian English teachers that participated in exchange programs in the United States to improve their command of the language; others enrolled in masters programs in order to obtain better qualifications as English teachers; and others paid for private lessons with native speakers to improve their vocabulary and pronunciation.


  A critical aspect in language policy in Colombia has to do with the discourses and practices around the privilege of native English speaking instructors (NESIs)2 over non-native English speaking teachers (NNESTs). De Mejía (2002) in her early research on bilingualism in Colombia revealed the unequal working conditions between native English speakers who serve as English teachers and NNESTs, where the first were better paid and had less work load than the latter.


  Adding to this unequal situation, for too long media and official/dominant discourses have portrayed teachers as eternally unprepared (González, 2007); as technicians and clerks (Guerrero Nieto, 2010); as soldiers (Phillipson, 1992); and as inferior (Correa & González, 2017). As researchers and teacher educators, we think it is of paramount importance to undertake a study to examine how teachers configure their professional subjectivities as a way to acknowledge them as complex subjects who participate actively in their own professional being (Méndez-Rivera, 2017). This study might serve as a way to counter these other discourses and to enlighten language policy makers.


  With this in mind, the research question that guided this study was: How do NNESTs configure their professional subjectivities in the frame of Colombian language policies?


  Theoretical Framework


  This research is grounded in the post-structuralist paradigm which rejects the conception of order, deconstructs the universal idea of truth, understands the complexities and multilayered construction of life, and gives account about one of the many stories that could be told (Baxter, 2008; Hatch, 2002). This epistemological stance gives us the ground to conduct a narrative study about teachers professional subjectivities. Narrative, because this study reports the personal stories of English language teachers located in a specific moment and context, and, in reference to a particular situation, which is the role of language policies in the construction of their subjectivities. Subjectivities, as a poststructuralist construction, allow us to give account of the complexities and multilayered nature of being and existing in the world.3


  A Theoretical Approximation to Subjectivities


  The subject configures their4 subjectivities in diverse ways and taking into account different factors from their social, cultural, and historical context; Muñoz (2007) claims that the subject is not a flat and constant surface, but variable and polyhedral, which implies an awareness of the heterogeneous processes configured in there (p. 69). According to Muñoz, the subject is at the same time conscience, practice, and language: conscience because the subject thinks about the self; practice because their subjectivities transcend the body and in their relationship with others and with the context they co-construct their subjectivities; and language because subjects are constituted through language (Foucault, 1999b). Additionally, Muñoz explains that subjectivities are inner but they have a public manifestation, which takes place in spaces such as the family, the school, the neighborhood, at either local or national levels. So, there is co-relation between the factors that influence the configuration of subjectivities and the manifestation of such configuration which allows the subject to transform their context and to be transformed by it.


  For Foucault (1999a) the configuration of the subject is determined in three dimensions: knowledge, power, and subjectivity, being the latter a reflection of the way the subject understands and expresses itself depending on the context. Therefore, subjectivities are multiple, fluid, and have several manifestations (Greenwalk, 2008; Kelly, 2013; Wright, Cranny-Francis, & Winser, 1992). Weedon (as cited in Calhoun, 2012) defines subjectivities as the conscious and unconscious thoughts and emotions of the individual, her sense of herself, and her ways of understanding her relation to the world (p. 32). Consequently subjectivities are configured both consciously and unconsciously; the environment plays a role that the subject cannot avoid. Subjectivity is both thinking and performing so it comes to life in the actions of the subject; activity changes the external and inner nature of the self (Huergo, 2004; Meguins & Carneiro, 2015).


  In sum, subjectivities are the particular ways the self senses, sees, and experiences the world when interacting with others and the contexts they are immersed in. By effect of interactions with the self, others, and the context, subjectivities are multiple, dynamic, complex, and continuously reconfigured.


  The Controversial Issue of NESTs and NNESTs Dichotomy


  To start, the concept of nativeness itself is controversial. For instance Kachru (1998) made a distinction between two concepts that he named genetic nativeness and functional nativeness. People are genetic natives if they were born in Australia, Canada, the USA, or the UK, what he calls the Inner Circle countries. In contrast, people could be functional natives if they were born in an Outer Circle country where English is the second language, for example India or Singapore. People born in other countries, like Colombia, would be non-native. In a different take, Paikeday (1985) states that this term cannot be precisely defined while Davies (1991) argues that a native or non-native category is an issue of self-recognition, that is, the subjects identify themselves as native or non-native based on the knowledge they have of the language and whether or not they are recognized as one by the native community.


  Regarding the dichotomy which involves NESTs and NNESTs, it could be defined as the preference given to NESTs since they are considered to be the best model and type of language teacher for non-native speakers to follow (Shibata, 2010, p. 125), and the model speaker and the ideal teacher (Clark & Paran, 2007, p. 407). This preference has its foundation in the belief that NESTs overpass their non-native counterparts in terms of oral skills, namely vocabulary, pronunciation, and cultural knowledge (Árva & Medgyes, 2000; Clark & Paran, 2007). Neverthelesss, the advantages of NNESTs have been referred to by the same and other researchers. For instance, Hayes (2009) emphasizes the method and the commitment showed by NNESTs in their classrooms. Árva and Medgyes (2000) and Çakir and Demir (2013) highlight the knowledge of the local language and the grammatical and pedagogical knowledge as characteristics that most of the NNESTs have.


  This dichotomy has been in conflict for many years. Ma (2012) claims that the idealization of the NESTs as fully competent users of their language (p. 2) is problematic. She asserts that native speakers of a language may not possess all the knowledge about the language they speak. (p. 2). In the same sense, Phillipson (1992) used the term native speaker fallacy to refer to this idealization. The author said that the advantages that are usually assigned to NESTs can be taught to NNESTs which will eliminate the supposed superiority.


  It is clear that for many scholars and teachers the NESTs and NNESTs dichotomy is a conception in conflict, but from the results of different studies, including the present, the superiority given to NESTs is still in effect in the imaginary and practices of both teachers and students, and reinforced by policies and by educational models (Correa & González, 2017).


  Finally, it is important to highlight that in the literature NEST refers to certified teachers who are genetic natives (Kachru, 1998); but in the Colombian context this category is used to refer to any foreign English speaker who serves as English teacher. In order to distance ourselves from this categorization we will use the label native English speaking instructors (NESIs).


  Language Policies in Colombia: From Theory to Reality


  Theories about the implementation of language policies agree on the fact that all stakeholders should take active part in their design and implementation (Corder, 1973; Medgyes & Nikolov, 2005). Contrary to what is stated in literature, in Colombia language policies are designed unilaterally, following a top down and bureaucratic model (Correa & Usma, 2013) where the voices of teachers and students have been silenced (Cárdenas, Chaves, & Hernández, 2015; de Mejía, 2006; González, 2007; Miranda & Echeverry, 2011; Sánchez & Obando, 2008; Usma, 2009).


  The PNB is no exception as has been documented by Guerrero Nieto (2009). In the same line of thought, one of its latest initiatives (as mentioned in the introduction) has been the recruiting of foreigners to serve as English teaching assistants, in a program called Formadores Nativos Extranjeros in Spanish and Fellowship Teaching Programme in English (Ministerio de Educación Nacional [MEN], 2016) These so called formadores nativos extranjeros5 come from different parts of the world: 63% from the Americas, 21% from Europe, 4% from Asia, 6% from Africa, and 6% from Oceania (MEN, 2016). As stated by Correa and González (2017) the requirements to become a fellow are to have a C1 English level and a professional degree; teaching experience was desirable but not mandatory.


  By and large, language policies in Colombia have followed a top down approach, which has excluded linguistic minorities and important stakeholders like teachers. As such, there is a huge gap between theory and practice in this context.


  Method


  According to Creswell (2007) narratives can be both a phenomenon to be studied and a method to collect and analyze data; this study focuses on the vision of narrative as a method or what is called narrative inquiry. Barkhuizen and Wette (2008) assert that narrative inquiry helps us to understand the experiences of teachers in the particular contexts in which they teach (p. 372). Narratives are stories told by the participants own voices in which they make sense of their experiences and become a window for the researcher to get a glimpse of participants subjectivities (Barkhuizen & Wette, 2008; Creswell, 2007; Elliott, 2005).


  In addition, Connelly and Clandinin (2006) state that if we are interested in using narrative inquiry to study teachers we have to learn how to think narratively. According to the authors, narratives are developed in an ongoing life space with three main dimensions:


  
    	Temporal: Narratives go back into the past and span into the future.


    	Personal-social: Narratives happen because individuals interact with society and with the environment.


    	Place: People change their subjectivities as they move from one place to another.

  


  Context and Participants


  Four NNESTs participated in this study, one male and three female young adults. The participants were selected following three main criteria. First, they had to be professional English language teachers; second, they had to be enrolled in a masters program; and third, they had to be in-service teachers. This study followed ethical considerations (participants were informed about the specificities of the study; their anonymity was ensured by using nicknames and no reference was made to the particularities of their contexts).


  Instruments


  Data were collected through written narratives and narrative interviews. These narratives were produced in Spanish. Participants had the possibility to use English or Spanish but they preferred Spanish because they felt more comfortable. The researchers translated only the excerpts included in this document for publication purposes. For the written narratives, participants were prompted to recall any experiences in reference to NESIs that had an impact on their learning process or that influenced their pedagogical practice. The reflection covered from the moment they started their undergraduate studies, including the present time and projected into the future. After reading each narrative several times, we identified specific issues that puzzled us as researchers and in order to avoid any misinterpretation, we prepared and applied individual protocols for a narrative interview (transcribed for data management).


  Both the written and oral narratives were analyzed following the short story analysis (SSA) model, which is an eclectic perspective in narrative studies analysis (Barkhuizen, 2007, 2008, 2009, 2011; Behar-Horenstein & Morgan, 1995; Gimenez, 2010; Hayes, 2007; Norton & Early, 2011; Trejo & Mora, 2014; Xu & Connelly, 2009), and follows an inductive process. That is, the narratives were classified in a matrix and the categories emerged after reducing the information from themes to patterns, and to categories. In this method, the unit of analysis is a complete short story (it includes a who, meaningful people; a where, setting and meaningful practices; and a when, one or more of these elements: past, present, and future).


  Findings and Discussion


  To answer the research question (see Figure 1) we found a core category we named Recreating the self: An entangled, changeable and endless process, which is consistent with the existing literature about subjectivities and was discussed in the theoretical framework of this paper (Greenwalk, 2008; Kelly, 2013; Muñoz, 2007; Wright et al., 1992). This core category is actualized through three main dimensions: (a) the significance of others in the configuration of my subjectivities; (b) modeling my subjectivities between acceptance and rejection; and (c) shaping my subjectivities through knowledge and reflection. In what follows we unpack and discuss these findings.


  Figure 1. Main Category and Its Dimensions From the Data Analysis (Source: Own)


  [image: ]


  Recreating the Self: An Entangled, Changeable and Endless Process


  Subjectivities are the result of different elements, circumstances, and people, which give them the entangled, changeable, and enduring nature that names our core category. We will use the following two short stories by Natalia to exemplify and develop this category.


  
    Later I started working in an English consulting firm and several of my colleagues were native speakers. At first it was an enriching experience because I knew it was an opportunity to improve my proficiency. Although I was teaching English to Colombian students, I still felt like a student when I run into them in the office. However, things changed when these stopped being random encounters and I was asked to train them. That stopped being fun. Being in charge of training the foreign teachers (who, in fact, were not teachers but professionals in different fields or simply tourists) I felt a great responsibility. I had to do a good job and I was worried about the image these strangers would make of my proficiency and therefore of my professionalism. At first, I remember my hands getting sweat and trying to speak strictly what I needed, I even rehearsed at home everything related to pronunciation. It was more than five years doing that exercise and in that time my vision for the native teacher began to disfigure. That fear of being judged was transformed into disbelief when, for example, I asked them questions of their native language and they did not know how to respond. Little by little, I began to realize that I was a teacher, a professional who knew better than them how English worked. I started to gain self-confidence and to lose respect towards them. (Written narrative, Natalia)
  


  As stated in the theoretical framework, subjectivities are conscious and unconscious (Weedon as cited by Calhoun, 2012). Throughout this short story, Natalia buys the discourse of the native speaker. Consciously or unconsciously, as a NNEST, she positions herself as inferior and says that she felt like a student (which plays well with the mentality of the colonized (Pennycook, 1998; Phillipson, 1992) in which the colonizer is assumed to be superior). In the NESTs - NNESTs dichotomy, the former is constructed as the model only because of their command of the spoken language (González & Llurda, 2016), which neglects a holistic view of teaching where the English teacher needs to know/have a whole lot of other skills (teaching methodology, evaluation and testing, materials design, classroom management, awareness of the context, etc.) (Árva & Medgyes, 2000; Clark & Paran, 2007). Her subjectivities at that moment were performed by fear, sweaty hands, and insecurity. It took her five years to change her thoughts and behavior; she started valuing her professional experience and felt empowered when she demystified her NESIs counterparts.


  Although in the previous short story we see that Natalia comes to terms in regard to NESIs, in the following one, she shows that her subjectivities are still challenged and molded by other factors:


  
    I remember that a Colombian company hired the services of the company I worked for and we were very excited about it. However, I was disappointed when I learned that one of the requirements was that all of its teachers should be native speakers or foreigners. The coordinator in charge complied with the claim but one of the teachers resigned so she sent me to teach the class. I will never forget the face of disappointment of those students when they saw me enter and the challenge in which that class became to me. Although I did not have perfect pronunciation and did not know all the idiomatic expressions of my predecessor, I knew that I was a teacher and that I could respond to their concerns. Suddenly my disrespect turned into rage towards them and into a personal challenge with myself. (Written narrative, Natalia)
  


  By the time of this short story, Natalia had demystified the NESIs but the people in the context in which she worked had not. Her security and empowerment was weakened and again she buys into the belief that being a good English teacher is limited to pronunciation and know[ing] idiomatic expressions.


  The request from the company and the attitudes of her students are linked to some widespread misconceptions about NESIs and NNESTs and fed by language policies and programs like the PNB,which has as one of its objectives hiring NESIs in all Colombian universities (MEN, 2014); there is not a rationale for this policy nor are there any other requirements beyond being a native speaker of English.


  As can be seen, subjectivities do not remain stable, simple or fixed, but are continually re-created and contingent on the context. In what follows, we will offer an analysis of three dimensions that unfold from the main category.


  The Significance of Others in the Configuration of My Subjectivities


  There is an undeniable role played by others in the configuration of subjectivities; by others we mean institutions (schools and government agencies), colleagues (NNESTs or NESIs), friends, family, and so on. It is the interaction with others which allows the subject to reflect on their experiences, to express their feelings, to evaluate their beliefs, and to act accordingly (Calderón, 2011). We will use two narratives to illustrate the role of institutions, of NESIs, and of fellow classmates.


  In the short story below we can see how an institutional policy (inspired by national policies) influences the configuration of the subjectivities of our participant. Margie was telling that her school decided to hire NESIs for its bilingual program; we asked if she and her colleagues knew about that policy.


  
    No, an explanation per se was not given, the administration mentioned that briefly. The school was certified with a quality system, which is another issue. One of the strategic goals of the school is to become bilingual in a given period of time, then they simply told us they were going to hire teachers who were English speakers but they did not give us any further explanation, and the teachers who did not speak English had to study because the idea was to get them into the goal of becoming a bilingual school. (Narrative interview, Margie)
  


  Although our participant is a competent bilingual, the school does not acknowledge her competences (or the competences or her Colombian colleagues) but assumes (wrongly) that being bilingual equals speaking English (Guerrero Nieto, 2008) and that having NESIs is enough to achieve their goal (González & Llurda, 2016). Furthermore, it seems that speaking English is the only requirement to teach content subjects; it is not necessary to have a degree in teaching biology, chemistry, math, and the like. In terms of subjectivities, our participant and her co-workers are left silenced and disempowered by the school because they were not taken into account when making decisions on this policy. Institutions mirror government practices of overlooking teachers. However, in a subsequent interview Margie told the researchers that only one of the NESIs hired under this schema remained working in the school; the rest could not cope with the disciplinary and pedagogical demands of being a teacher.


  In the short story below, Amarok let us know how his interactions with NESIs and with fellow classmates formed and transformed his subjectivities. On the one hand, the pressure of interacting with a NESI made him to self-monitor his English performance at all times. In terms of his subjectivities, he enacts the role of a foreign language speaker who seeks the approval and validation from the owner of the language (Higgins, 2003); in this case, he performs the role of the colonized who wants to emulate his master and to please him6 (Freire, 2005; Pennycook, 1994).


  
    During my undergraduate studies I didnt have a lot of interaction with native speakers, except for some assistants that came to some of the classes as a contribution to the alliances established by the university with different entities. To speak with these natives in English meant a sense of scrutiny, I always worked hard trying to maintain a self-monitoring to verify what and how I was saying something, even more than in front of my teachers. During that time I noticed that many of my partners who traveled to the United States returned with much better communicative skills, however they didnt show any significant improvement in the subjects that were taught in English. So, I came to the conclusion that travelling to and living in an English speaking country can enhance English proficiency (at least spoken) but not necessarily the academic skills, it doesnt mean that this person is a good teacher or good at teaching. (Written narrative, Amarok)
  


  On the other hand, Amaroks subjectivities are transformed due to his relationship with his fellow classmates, some of whom traveled to the USA in order to achieve better linguistic skills. Our participant acknowledges that an improvement in English proficiency does not necessarily imply an improvement in teaching skills; then his subjectivities as a professional teacher are not determined by traveling to an English speaking country or by having a native-like proficiency. He, as did Natalia, also demystifies the NESI and brings to the fore a broader understanding of the complexities of teaching (Pennycook, 2004).


  Molding My Subjectivities Between Acceptance and Rejection


  As we stated above, subjectivities are entangled; teachers live in a constant tension between the acceptance and rejection of the imaginary superiority of the NESTs (Clark & Paran, 2007; Shibata, 2010), reinforced by some national and institutional language policies like the Fellowship Teaching Programme mentioned earlier. In the following extract from Amelia, she displays a conflicting subjectivity when explaining why one of her teachers (NESI) praise was so meaningful for her; on the one hand, she acknowledges that it was valuable because it came from a foreigner; yet on the other hand she gives importance to her teachers academic qualifications.


  
    For several things. The cultural part because I think Colombians are a little down on their knees when interacting with foreigners, obviously, as he was a foreign teacher telling me that I spoke good English, that I had potential and that I was smart...before, I was not buying it, but when he told me so, I was filled with motivation, with joy and it was significant because he was this kind of teacher that students feared, it was a kind of much-respect-for-you-feeling because he knew his stuff and his subject was difficult, thats why it was significant. (Narrative interview, Amelia)
  


  Another short story told by Margie helps to exemplify her differing subjectivities that move between acceptance and rejection; she starts by complaining about the unequal working conditions (salaries vs. workload and responsibilities) between NESIs and NNESTs; conversely, she finishes her story stating: That is why one has to improve every day. Her attitude relates to what Foucault (1977) calls normalization, which is a repeated situation that becomes normal to the point that it is no longer questioned. The preponderance of folk beliefs about NESIs and NNESTs is so strong that participants end up accepting and integrating them into their discourses and practices.


  
    Leidy: When you worked with native speaking, practitioners, were there any differences in the working conditions or salary?
  


  
    Margie: Those teachers earned two million [Colombian] pesos more than us, and they had to teach only 45-minute classes, they did not grade papers, check attendance or had to file paperwork, nothing. The heavy work, apart from the classes, was done by us, they did not do it. But, some of them were good, because I shared with three of them, they prepared their sessions very well, their lessons [had] lots of materials, slides...yet, they earned two or two and a half million [Colombian pesos] more than us. That is why one has to improve every day. (Narrative interview, Margie)
  


  The fact that the NESIs are not assigned administrative work is an example of a policy established in a private institution that follows the same practices used in the national plan Fellowship Teaching Programme, which is an initiative for public schools. This situation is not new, and despite having been reported by de Mejía in 2005, working conditions are still very unequal for NESIs and NNESTs. It seems our participant is not aware that earning significantly more salary is a good motivation for NESIs to do their job, and still she thinks she needs to be better, to improve.


  Shaping My Subjectivities Through Knowledge and Reflection


  This dimension accounts for the self-reported practices that reveal the configuration of the NNESTs subjectivities as they reflected on their own learning, which can be traced from the past through the present to the future (Connelly & Clandinin, 2006).


  In the first story, our participant configures her subjectivities as a competent user of English. Natalia was summarizing her professional experiences starting from the first stage as a student, the second stage as an English language teacher, and in the excerpt below, she refers to what she calls the third stage. Her reflections on what speaking English means allows us to see that she regarded it as a mere instrument to teach others but through time she adds a new dimension: a communication vehicle. Further, when having the opportunity to use language with a different purpose she understands that there are socio-cultural aspects attached to it.


  
    When I accepted the position of Academic Coordinator, for the first time in my life I felt that I was already using English as a communication vehicle and not just to teach others. From the interview to the induction week and the day-to-day instruction both face-to-face and over the phone helped me greatly to improve my level of understanding, speech and the perception of their culture. Talking with them made me extremely pragmatic, both in written communications and on the telephone. One day, my best friend who is Colombian, was surprised at the way I finished a conversation on the phone and reminded me who she was and that I was not talking to a native teacher. At that moment, I understood how the contact with native speakers had changed my way of communicating and I had to learn again to separate situations and people so as not to make anyone feel bad. (Written narrative, Natalia)
  


  Having a more holistic perspective about what language is for (as a result of her reflection) configures Natalias subjectivities, in the sense that she acknowledges not only her linguistic competence but also her pragmatic one of feeling as (and being) a competent user of English.


  Amarok, another participant, configures a subjectivity as a doer; after telling the story of a student who rejected him for being a NNEST, he stated that the situation occurred due to the colonial mentality that is widespread in Colombia and which benefits NESIs over Colombian teachers. When asked if he believed that situation could be changed and if he had done anything to change it, he answered:


  
    I do believe it can be changed, in fact me and a colleague published an article on tools of decolonization in the last issue of the peer reviewed journal of my department. I think it is possible to focus on the problematic aspects of other societies, not only the good aspects because that bias makes people believe that other countries have no problems . . . in that article we talked about checking textbooks; textbooks always have certain things that are standardized and only cover positive aspects of culture, to analyze the textbook with students and other teachers is a good way to raise awareness about it . . . to talk, for example, about the implications of the policy that is immersed in any discourse, discourse analysis, those are tools we have at our disposal to change this ideology. (Narrative interview, Amarok)
  


  The participant displays a full knowledge of the situation he is describing, which is rooted in his MA studies and in his participation in collaborative research. His view on how colonized thought can be changed is based on the actions that he has actually taken like publishing a scholarly article in which he offers some practical teaching tools to decolonize the classroom; Amarok moves from reflection to action, giving way to different subjectivities. Calderón (2011) asserts that reflection is the articulator between practices and subjectivity. We would like to highlight that reflection has to be enriched from knowledge, which is the fuel that boosts thinking.


  A third participant, Margie, projects what she thinks will happen to NNESTs and NESIs in the years to come, and through her reflection, her subjectivity is configured as a receiver of knowledge.


  
    In the future, I think that more and more native speakers of English-speaking countries will come to our country and position themselves in different fields, but mainly in the field of education, and even more in higher education. The question here would be, are they good at what they do or are they just there while they find something better? Do they love to teach and know how to teach their language? Of course there must be some for whom teaching is a task that they strive to do in the best way, regardless of whether they have careers and studies related to education or pedagogy. Our job as Colombian teachers of English is to become more and more professional, improve our level in the language, update and learn from those native teachers who give the profession a high status. (Written narrative, Margie)
  


  Margie bases her reflection on the knowledge that she has about being a teacher. She understands that more NESIs will arrive in the country and beyond their native-speakerism, she is concerned with their professionalism and devotion to teach. It is important to mention that in the frame of the PNB, 600 foreigners from Australia, Kenya, India, Jamaica, United States, Canada, and Italy, among others, who are labeled native speakers by the National Ministry of Education arrived in Colombia in 2016, and another 180 arrived on January 2017 from a group of 520 that were expected to come that year.


  In her reflection, although she implies that most NESIs are not certified teachers or that they teach as a temporary job that helps them to survive, she later states that some NESIs are diligent and responsible and that NNESTs should learn from them. Margie has configured a subjectivity in which she positions herself as a constant receiver of knowledge, putting the NESIs as the role model.


  Conclusions


  The current study answers the research question about the way NNESTs configure their professional subjectivities in the frame of Colombian language policies by stating that such configuration is entangled, changeable, and enduring, which is consistent with the theories about subjectivities and the role of institutions (in this case overt and covert policies) as subjectivity devices. Entangled means that there are several aspects that influence the construction of teachers professional self and that those do not have a particular pattern but are intertwined. For instance, teachers, partners, colleagues, and the environment play a role at different times in the participants lives. Changeable, because when telling their experiences, teachers revealed the waving character of the process of configuring their subjectivities; it means there is a noticeable change from what they believed in the past, what they do now, and what they expect in the future. For example, Natalia showed how her subjectivities moved from admiration and respect to NESTs to disrespect, rage, and acknowledgement of her superiority in terms of pedagogical knowledge. Finally, it was identified that constructing and re-constructing the self is a never ending process. This was evident in the narratives of all the participants who were opened to the changes that the future might bring for them. Teachers will permanently interact with others and their subjectivities will continue being re-configured over and over, which confirms the theory that supported this study.


  In terms of subjectivities, this study contributes to the ELT and policy making fields because it shows that NNESTs as subjects are not passive and steady actors but, on the contrary, they are in constant change looking to shape their being as teachers. That is the reason why Colombian policy makers should recognize such effort and allow the teachers to be part of the making of policies. In addition, policy makers should consider the NNESTs subjectivities before creating policies that, as shown in this study, tend to deepen the inequalities and foster an antagonism between NNESTs and NESIs. This finding of course is not new; researchers in other parts of the world have pointed out what is mentioned here (de Mejía, 2005; González & Llurda, 2016; Kubota, 2012; Liu, 1999, London, 2001; McKay, 2003), which leads us to acknowledge the pervasiveness of dominant discourses in regard to who are legitimate users of the language and who are not. Besides, these levels are misleading since they perpetuate the idea that to be an English teacher (instructor), being a native speaker is the only requirement (regardless of the variety and register spoken; that is, many Colombian teachers report that their fellow NESI were bartenders in Great Britain, or doormen in Aruba, or plumbers somewhere else).


  Regarding the literature on NESTs, there is a general conception that it refers to certified teachers who are also genetic native speakers of English (Kachru, 1998). But in the Colombian context—and policies—this label is used to describe any foreigner who performs as an English teacher and who does not need to be certified as such. Colombians, on the other hand, who want to become English teachers, need to obtain a professional degree after studying at a university for five years. Part of their preparation includes up to five academic semesters of teaching practicum, and as a graduation requirement they should conduct, write, and defend a research project (all this in English). Consequently, we have proposed the term NESIs in order to counter the perpetuation of the NESTs and NNESTs dichotomy which represents the former as superior (as has been previously stated by de Mejía, 2005; Holliday, 2015; Liu, 1999; Phillipson, 1992; to mention some scholars who have problematized these labels).

  


  1The program has changed names several times but it is basically the same. For the purpose of this paper we will keep the original one, in Spanish: Plan Nacional de Bilinguismo.


  2We are aware that the acronym widely accepted is NEST (native English speaking teacher) but in Colombia it has been a common practice to hire native speakers of English as teachers regardless of their qualifications. The only requirement is to speak English as their L1. For that reason we will be referring to them as native English speaking instructors to indicate that they are not certified teachers.


  3We are aware that identity is another possibility, but from our own epistemological understanding, identity as a concept has been constructed from a modern perspective where the individual is seen as more stable and permanent.


  4We will use their and them whenever possible to adopt a gender perspective.


  5We will not offer any translation because it would sound awkward.


  6Here we use him to be consistent with the colonial construction of the colonizer as masculine.
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  Stemming from a study of what it is like to teach English in rural Colombia considering both English language teaching policy and social challenges of these contexts, this paper explores different locally grounded English language teaching practices. Through the analysis of teachers narratives and field observations, four examples of such practices are discussed. These examples highlight how teachers intuitively tend to make the most of their expertise, the limited resources available, and the local lingua-cultural repertoires in an attempt to help students make sense of English. From the perspective of language teaching as a socially sensitive practice, findings suggest that teachers own experiential and situational knowledge constitutes a powerful platform from which valuable bottom-up practices are and can further be devised.
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  Partiendo de un estudio sobre lo que conlleva enseñar inglés en Colombia rural considerando la política de enseñanza de inglés y los desafíos sociales de estos contextos, este artículo explora prácticas de enseñanza de inglés localmente construidas. A partir del análisis de narrativas de profesores y observaciones de campo, se discuten cuatro ejemplos de dichas prácticas. Éstos resaltan que intuitivamente los profesores tienden a sacar el máximo provecho de su experticia, los recursos limitados disponibles y los repertorios lingüísticos y culturales locales para ayudar a dar sentido al aprendizaje del inglés. Desde la perspectiva de enseñanza de lenguas como una práctica socialmente sensible, estos resultados muestran que el conocimiento experiencial y situacional de los profesores constituye una plataforma fuerte sobre la cual se desarrollan prácticas valiosas.


  Palabras clave: conocimiento docente, contextos rurales, pedagogía crítica, prácticas de enseñanza del inglés.

  


  Introduction


  This article is part of a series of papers reporting on a larger study exploring how English language teaching (ELT) is dealt with in rural Colombia, considering both active language policy promoting English in the school system on the one hand and the longstanding social issues rural communities endure, on the other. With regard to the latter, in fact, academics and rural development experts all agree that the Colombian rural sector has been neglected for many years (e.g., Grupo Diálogo Rural Colombia, 2012; Martínez-Restrepo, Pertuz, & Ramírez, 2016; PNUD, 2011). Such neglect is expressed in terms of a huge social, political, and historical debt with this sector. It is generally agreed among this group of experts that such a debt refers to an increasingly widening rural-urban gap generated in great part by an urban-oriented development bias that has translated into a constant negligence to address socioeconomic issues of the rural sector that include poor education and health systems as well as economic marginalisation and deprivation. It has also been pointed out that governments have continually failed to devise long term solutions to these problems (Grupo Diálogo Rural Colombia, 2012; PNUD, 2011). Ironically, mindfulness of these issues, in a sense, has contributed to making matters worse as in addition to these social issues of economic redistribution, rurality has also come to experience some sort of cultural misrecognition (Fraser, 1997). Following Fraser (1997), this is the case because these ideas have come to fuel a palpable denigration and subsidiary role given to rural lifestyles and peoples, who tend to be viewed as of lower status and backward (Cruz Arcila, 2017b).


  One way in which these issues have come to the fore in the field of ELT has been the little awareness that there seems to be among policy makers and sometimes even academics of how rural teachers have dealt with ELT programmes enforced by the National Ministry of Education (MEN), let alone of the possible value of their own practices. Only recently there started to emerge a few studies exploring ELT in rural contexts. Some of these studies highlight the importance of tailoring locally-grounded pedagogical actions to enhance students sense of cultural belonging and intercultural understanding (Ramos Holguín, Aguirre Morales, & Hernández, 2012) and to account for the cultural values and communicative practices of specific communities (Jaraba Ramírez & Arrieta Carrascal, 2012). Others have focused on identifying critical sociocultural elements (e.g., social needs, economic situation, cultural and historical heritage) challenging ELT in rural contexts (Bonilla & Cruz Arcila, 2014). More recently, another study reports how, in a small town, the ELT policy is perceived as abstract and detached from the social needs of the community (Roldán & Peláez, 2017). Before these studies, allusions to rural ELT practices were limited to highlighting how much more difficult it could be for rural teachers to comply with ambitious policy goals (e.g., Cárdenas, 2006; Guerrero, 2008). From the side of policy makers, another sign of the relegation of rural schools is the fact that currently the ELT policy focuses its main efforts on 350 schools, which appear to be located almost exclusively in some of the principal urban centres and municipalities of the country (MEN, 2016). Hence, this paper aims to contribute to combating such relegation and invisibility of rurality by bringing to the fore teachers voices.


  In this context, as observed in the larger study and given the current circumstances of lack of support and attention, insufficient resources, as well as an apparent lack of relevance of English in rural settings, students and teachers are indeed less likely to comply with policy makers idealisations. However, it has already become clear that teachers are not just passive deliverers or technicians who simply follow orders (Kumaravadivelu, 2006). On the contrary, they are creative and active agents who negotiate with external pressures and are able to enact policies in creative ways (Ball, Maguire, & Braun, 2012). Following on from these ideas, this paper more specifically deals with how, despite the undeniable challenging circumstances in rural schools, teachers are able to develop creative contextualised practices where they make the most of their localised expertise and resources available. The fact that such practices are contextualised means that teachers are able to connect their teaching practices with the social reality of the school. Drawing on Olsen (2016), another way to refer to this localised expertise is through the terms wisdom of practice and personal theories, which refer to the sorts of professional knowledge teachers construct throughout their experiences, to which I would also add, their social sensitivity. From this perspective, as this article suggests, it becomes of great value to unearth and potentiate teaching practices that draw from this form of professional knowledge.


  In order to set the ground for the analysis intended, the paper starts by briefly discussing how ELT may be seen as necessarily connected with social context. This will be followed by a general description of the study and the discussion of four cases of contextualised practices. The paper ends with a discussion on what the findings of this study imply in terms of policy making and teacher development.


  ELT and Social Context


  Traditionally, language teaching and learning are presented as instrumental and positivistic oriented activities, as critiqued by Pennycook (1990, 2001). In this view, language is seen as an objective system of communication that teachers should pass on to students, who in turn are supposed to passively receive the knowledge being offered to them (see Canagarajah, 1999). This traditional perspective on language pedagogy fails to take account of the social reality of learners and teachers; that is, their problems, motivations, aspirations, and needs. The failure of traditional approaches to language pedagogy to cater for the social context stresses the importance of alternative critical approaches that engage with socially responsive practices (Kumaravadivelu, 2003, 2006). It is here where views of education such as that of critical pedagogy can be highly illuminating.


  Although critical pedagogy has many faces and histories (Biesta, 1998), it has broadly developed as an approach to education that pursues ideals of social transformation and human development by promoting critical reflection, problem solving, and individual agency (Freire, 2000; McLaren, 2013). Theorists of critical pedagogy agree on considering education as a highly political activity through which power can be either exerted, perpetuated or challenged (Corson, 1993; Freire, 2000; McLaren, 1995). In consonance with this view, Crookes (2013) explains that critical pedagogy


  
    is a perspective on teaching, learning and curriculum that doesnt take for granted the status quo, but subjects it to critique, creates alternative forms of practice, and does so on the basis of radical theories of language, the individual and society that take seriously our hopes of improvement in the directions of goals such as liberty, equality and justice for all. (p. 1)
  


  In the field of ELT, such a perspective offers a myriad of lines of critical work. In its broadest sense, a critical approach invites to analyse how broader economic, cultural, and political issues in society are reproduced, integrated, maintained, or resisted in the ELT classroom. In this fashion, ELT research informed by critical pedagogy interrogates, for instance, dominant discourses on the seemingly primary need to learn English in an era of globalisation, the relationship between local educational needs and global economic demands, and with it, the spread and relevance of mainstream methodologies. Likewise, as is the emphasis in this paper, critical pedagogy allows us to exalt alternative and locally grounded attempts to make English teaching socially relevant, especially in communities such as Colombian rural areas where English appears to be far removed from their everyday life.


  For almost three decades now, this critical view on language teaching has influenced a number of scholars whose work has contributed to pursuing the goal of making second language education a more empowering, meaningful, ethical, and democratic process. Pennycooks (1990, 2001) call for a critical applied linguistics framework represents one of the earliest attempts to go beyond traditional, instrumental and positivist orientations towards language and teaching (Pennycook, 1990, p. 304). Pennycook (2001) proposes seeing language education as a socioculturally and politically engaged practice that is concerned with questions of gender, class, sexuality, race, ethnicity, culture, identity, politics, ideology, and discourse (p. 10). In this fashion, central in Pennycooks proposal is the idea that critical applied linguistics should be considered as being engaged not just with the application of theories of linguistics, but more importantly with questioning them vis-à-vis broader issues of power and social inequality.


  Echoing some of Pennycooks concerns about the positivist orientations of language education, Kumaravadivelu (2003, 2012) proposes transformative alternatives to existing models of language teaching and teacher education. Based on the argument that a conventional approach to language teaching is inappropriate to cater for the great diversity of sociocultural contexts, educational needs, or teaching situations, Kumaravadivelu (1994, 2003) argues that language teaching is in a postmethod condition. With this umbrella term he emphasises the idea that mainstream language teaching methods are top-down prescriptive models that are intended to work in ideal circumstances and may, therefore, be ineffective or irrelevant in less ideal situations. In tune with the main argument in this paper, the postmethod condition, thus, stresses that teachers, instead of being expected to follow pre-established methods, can be recognised as autonomous professionals who are able to devise and reflect upon their own bottom-up, locally sensitive, innovative, and meaningful strategies to support their practices (Kumaravadivelu, 2003, 2012).


  On the basis of these views, it could be argued that language teaching can be socially relevant and empowering by redefining methodologies of language teaching and processes of teacher education in more pluralistic and locally grounded terms. That is, language teaching could endorse the heterogeneity of educational needs of individuals that, more often than not, are delimited by the broader historical, political, and social conditions. Language teaching should be pluralistic and locally grounded inasmuch as both teachers and learners are enabled to make decisions about how best their educational experiences can be integrated to respond to these conditions and are not limited to just responding to technical training, as found in mainstream pedagogies.


  Furthermore, these views offer an interesting point of comparison to analyse actual understandings and practices of ELT in Colombia. Although current language policies and discourses in the country seem to privilege traditional and instrumentally-led educational practices (Guerrero, 2010; Usma Wilches, 2009), critical perspectives like the ones discussed here emphasise the potential agency of teachers to deal with conflicts that are likely to emerge between current language policy and rural contexts. In this scenario, in line with the aims of this paper, it is relevant to explore how teachers have dealt with those emerging conflicts. As shall be seen below, teachers personal theories prove to be of great value to do so.


  The Study


  This paper draws on a study of the current state of affairs of ELT in rural Colombia.1 The study aimed at providing a grounded account of how active ELT policy operating in the country, on the one hand, and social issues affecting rural contexts (e.g., poverty, inequality, relegation and precarious conditions for schooling (Perfetti, 2003; Perry, 2010; PNUD, 2011), on the other hand, could come to shape both teaching practices and teachers professional identities. The interest in carrying out this study arises from the need to bring to the fore the voices of teachers, who up to now are hardly heard in the national ELT landscape.


  Ten teachers participated in this study. They were located in seven different schools and municipalities of four different regions of the country (see Table 1). As Table 1 shows, teachers profiles were diverse in terms of their work settings, number of years in the teaching profession, and their own histories and backgrounds. Such diversity allowed a rich theorization across the cases that each teacher represented.


  Table 1. Outline of Participants


  [image: ]


  Teaching biographies, two semi-structured interviews, and field observations (FO) were the sources of information. Teaching biographies (TB) focused on teachers professional backgrounds and how they came to work in rural schools. Interview 1 (INT1), conducted before FO, focused on teachers work histories, future plans, and feelings towards the profession as well as their perceptions of their students and the community. Interview 2 (INT2), after FO, focused on further probing points teachers have made in INT1, and aspects drawn from observations. FO were carried out during two-day visits to each school and at least three lessons per teacher, for a total of 32 field observations. Although the study is mainly narrative in nature, it also uses observation as an ethnographic tool (Green & Bloome, 2004). That is, observation served to get a feel of what teaching and learning English in Colombian rural schools were like. This enabled me to add my own impressions to the data gathered in interviews and teaching biographies, thus strengthening my understanding of the teachers lived experiences. Findings presented here are the result of a process of thematic analysis (Riessman, 2008).


  Personal Theories Informing Teachers Practices


  Other papers drawing from the same study have shown how teaching English in rural Colombia can be quite a challenging endeavour, especially in light of cultural and economic social arrangements existing in the country (Cruz Arcila, 2017b). They have also shown how classroom practices are negotiated with policy demands in creative and sometimes unexpected ways in an attempt to make English fit, that is, to negotiate between what is asked from them and what they deem feasible and important (Cruz Arcila, 2017a). In close connection with these findings, the remainder of this paper discusses four examples of socially relevant practices tailored by teachers, whereby they attempt to make the most of their expertise, the limited resources available, and the local lingua-cultural repertoires in an attempt to help their rural students make sense of English.


  Infusing Language Teaching With Cultural Values


  Thanks to the work of scholars interested in exploring the link between language and culture (e.g., Byram, 1989; Kramsch, 1993, 1995), it is now widely accepted that these factors are constitutive of each other. That is, language is deeply implicated with culture and an important part of it (Nieto, 2010, p. 146). Language is not simply a means to an end but an end or action in itself which contributes to constructing and interpreting social and cultural reality (Pennycook, 2010). Therefore, from these premises the idea that teaching a language implies cultural matters becomes irrefutable.


  In this study, such inseparable relationship of language and culture stood out in an interesting attempt on the part of teachers to show their learners that in English they could find a space for manifesting their own deep cultural values such as their religious beliefs. To illustrate this it is necessary to know that 90% of Colombians are estimated to self-identify with Christian religions, and the vast majority, 85%, are Roman Catholic (StudyCountry, n.d.). It is also believed that Colombian rural communities show higher devotion to religious practices—which, apparently, is associated with their lower socioeconomic status (Beltrán Cely, 2013). In this context, as reported below, teachers have ingeniously used this cultural dynamics in their favour by successfully incorporating prayer in their teaching strategies, or in what Maria describes as their classroom routines. Such routines, as documented in the field work, involve starting their lessons with a prayer in English (the case of Dora, Arturo, Hilda, Maria, and Lily); and making up their own prayers aligned with given contents of the lesson (the case of Lily and Dora). As Dora and Maria report,


  
    Sometimes we thank God for example for our food. If we are learning food, I include prayers thanking God for our food. If we are learning family members, I also do so for the members of the family . . . thats the way I incorporate all the vocabulary we study, in daily experiences they have . . . they like this and that helps them learn English. (Dora, INT2)
  


  
    I have always liked to pray in Spanish, I am catholic, I like saying the rosary, I pray at home. And children like prayers a lot, they like learning things in English and among the things they like are the prayers and I have it as part of my routine and all learn the prayers very well. (Maria, INT2)
  


  Interestingly, prayers are described as being motivating. As Dora explains, they are easy ways to connect students daily practices with the use of English and to do so she even makes up prayers adapted in relation to the contents she is working on. In Marias case, she explicitly explains that she uses prayers not just because students like them but also because she is a religious person too. This is important because both teachers and students cultural values become immersed in the meanings they construct about English. At the same time, all this indicates that the connection of language and culture is approached by teachers as a way to establish representational links with the values of the community. In other words, teachers use of prayers seems to stem from the premise that valuing English in the cultural practices of students can be made easier if it is used in connection with their cultural values. From a critical pedagogy perspective, this practice can be critiqued for not inviting students to question such values; however, the emphasis here is on the importance of entrenched (and in this case hybridised) cultural practices to sort out contextual challenges for teaching English.


  Furthermore, apart from triggering motivation and cultural familiarity towards English, prayers are also used to address specific language learning issues. At least that was the view of Lily, who reports using this strategy particularly to develop oral skills in her students, which she considers a major challenge.


  
    Researcher: What is the most frequent difficulty you have to deal with when teaching English?
  


  
    Lily: Speaking, to speak in English. We have implemented [strategies], we have classroom projects, we use PRAYERS because they are very religious, here they always pray and [cultivate] values and all that. So, I always in the morning I tell them today we are going to pray to ask the Lord for the value of friendship, or the value of responsibility or for different values and we say a prayer. Then, in every term, I make up a prayer to pray to God, to the Virgin Mary, to the Guardian Angel and to baby Jesus . . . I make up a prayer for verbal fluidity . . . They like that. All students learnt it, ALL. We also have the songs but with the songs they say ah, the thing is that we have a bad voice. (Lily, INT1)
  


  Lily has discovered that on the basis of students religious views, memorising prayers in English has been an effective strategy to develop oral skills. The success of this practice is such that, as Lily also explains, it proves to be more appealing to students than using songs, a mainstream strategy used in language teaching as a motivating factor. In Lilys view, this is the case primarily because that strategy is in line with their cultural values as well as their personality traits as they feel less embarrassed to pray than to sing (INT1).


  Valuing Students Linguacultural Repertoires


  The previous example shows how teachers creative practices may be informed by their cultural sensitivity and intuitive ability to build from their students worldviews. In this study, another instance of teachers creativity following this line is the use of what García (2009) calls translanguaging (see also Canagarajah, 2011; Creese & Blackledge, 2010 on this notion). This term underlies a dynamic view of bilingualism where languages are not considered as separate systems, but as elements within a whole linguistic repertoire people can use fluidly and in an integrative manner. In other words, a translanguaging perspective of bilingualism emphasises the practices people perform with all the linguistic resources at their disposal, rather than being limited to the linguistic resources of what traditionally is understood as one language only (García & Wei, 2014). According to Garcia and Wei (2014) and Creese and Blackledge (2010), a translanguaging approach to education underlies a flexible pedagogy that opens up the possibility for teachers and students to use all their linguistic and cultural resources for facilitating learning.


  As Hilda reports below, she intuitively endorses the use of translanguaging in her lessons as a sort of cultural bridge between students cultural background and new forms of representations of such backgrounds (i.e., English). Particularly, she refers to the idea that words with cultural loads such as cuy (guinea pig, an iconic gastronomic product of the region) cedazo, (handmade strainer), hornilla (a wood burner, usually in the form of a hole with a metal support on the top) or colloquial expressions such as qué chimba (which, depending on the context, can be used to express either joy, irony, or disagreement) can make the use of English more meaningful as students see there is room for, as Hilda says, what is theirs.


  
    Researcher: Have you identified any particularities of teaching English in rural zones?
  


  
    Hilda: . . . maybe the knowledge they have of what is out of the rural context . . . there are expressions that astonish students, as they do not really know the outside context, I mean they are framed within their own context. Then, I try to locate myself in their context, what they have, for example, domestic animals, nature, what they have there, and cultural aspects. So, they come and ask me teacher, how do you say cedazo? so they ask me how to say terms that are from that region . . . the cuy for example . . . but [I say to them] cuy is cuy it is a name but it does not have to change because it is not going to be recognised anywhere else.
  


  
    Researcher: Yes.
  


  
    Hilda: I think there is a clash with regards to certain terms, but the truth is that I apply what they have. So, from what they have . . . I make them take some terms they use, or their own expressions normally used when they are upset. For example, in a dialogue they say . . . the term qué chimba! so, we also use that term within English, I mean, we use what is theirs.
  


  
    Researcher: Those expressions are used in Spanish?
  


  
    Hilda: Yes, they are their expressions and their words. Not all, all pure English.
  


  
    Researcher: How has this strategy worked for you?
  


  
    Hilda: . . . it has worked well because they like it, they have fun, I mean it is a way in which students interest in another language can be triggered. The idea is not to make them get away from what is theirs, the idea is that little by little they start absorbing the English language. I mean, I think that the mix of the two is ideal because through half-joking learning English becomes more interesting and fun. (Hilda, INT1)
  


  Hilda seems to understand the value of using resources from a bilingual repertoire as an effective pedagogic strategy, which is not reduced merely to coping with lack of proficiency. She sees it as strategy to build from students cultural and linguistic repertoires to make learning English meaningful for them. That is, she promotes the mix of what is theirs (their local cultural expressions in Spanish) with what is new (English) in order to trigger their appreciation of English or at least to familiarise them with the L2, in an attempt to develop the weaker language in relationship with the one that is more dominant (García & Wei, 2014, p. 64). From the point of view of new literacy studies (Street, 2002, 2003), this sort of practice seems to also resemble the idea that literacy development is necessarily connected to cultures and histories of individuals as opposed to an autonomous and technical process. Put differently, this practice can be seen as a resource rather than a problem to be fixed.


  The flexible approach Hilda takes to teach English was also evident in classroom observations. In a lesson with eighth graders it was observed that,


  
    After the prayers, Hilda started her lesson by showing students a sketch of a town in construction. In Spanish she invited her students to imagine it as an ideal place to live in ten years time. She instructed them to work in pairs and come up with a description of this ideal place. After that, drawing on students descriptions in Spanish, Hilda started to explain how to express those ideas in English, and explained the use of the auxiliary verb will/wont with examples: the town wont have rubbishwith its translation no habrá basura en el pueblo.Following the examples, students started to express their own ideas but this time in English. While they attempted to do so, the use of Spanish to negotiate meanings among the groups was not only evident but also welcome by the teacher. (FO21, Hilda)
  


  In this observation it was evident that Hilda uses an initial discussion in L1 as a platform to give ideas to students about what to write in English later on with a greater understanding of what they are doing. Students and teachers L1 is clearly used as a resource for contextualising students, for offering enough clarity as to what the purposes of the lesson are, and for negotiating meanings among students in the pair work stage.


  Hildas recognition, endorsement and promotion of a mix between students own linguistic and cultural backgrounds and their learning of English highlight the pedagogical use of translanguaging for building background knowledge in order to facilitate meaning making, and thus deepen understanding (García & Wei, 2014). Hildas reading of her circumstances has led her to adopt an approach that, in her view, is attractive to students and suitable for her school context.


  Incorporating Multimodal Literacies


  Despite the evident lack of resources and internet access in schools, engagement with multimedia and digital texts in the classroom was not completely absent. In fact, in an attempt to still find other ways to draw students attention towards English, teachers have maximised the limited technology at their disposal and have found ways to incorporate its use. A case in point is Arturo who has been able to integrate the use of smartphones to engage students in a number of learning and assessment activities. This is what he says about the purposes of this practice:


  
    The mobile . . . is for the acquisition of vocabulary and pronunciation, then as we did yesterday, I was teaching them regular verbs in past . . . so we do a little list of regular verbs, first I make groups each of them with one mobile phone, they record the verbs, then they [students] with those verbs . . . write sentences or texts where they have to use the vocabulary that we have recorded. So, what I do is to record and evaluate the contents we have studied, the vocabulary and the pronunciation of the new vocabulary or in 9th grade we are doing transcriptions. I read a long text . . . first, I give them the audio recording for them to assimilate the transcription, the reading with the audio, and then I come to each group and check if they are learning to write and listen . . . after listening to the recording, an oral evaluation takes place where I dont say anything in English, I say in Spanish the meaning and they say and write it in English . . . with 9th grade, that [strategy] is the one that has worked best as students just with the fact of sending files via WhatsApp get motivated because we are using the mobile phone, students have affinity to that. Students have come the following day saying teacher, I already learnt it, I know all the text, I am ready for the dictation. (Arturo, INT2)
  


  As he reports, the mobile phone serves as a tool to complement students traditional literacy activities (based on printed texts) with texts they are creating and disseminating through smartphones. In this case, the phone works mainly as a means to store and circulate teachers modelling of language use for students to engage with in subsequent oral and written activities. This practice echoes the idea that in the XXI century digital communication technology has led literacy practices to develop in multiple directions and forms, as argued by multimodal literacy scholars (e.g., Jewitt & Kress, 2003; Kress, 2010; Walsh, 2010).


  Multimodal literacy is an umbrella term to describe the process of meaning-making that occurs through the reading, viewing, understanding, responding to and producing and interacting with multimedia and digital texts (Walsh, 2010, p. 213). As observed in Arturos case, despite the fact that the production of and interaction with multimedia texts are not as sophisticated as they can be in contexts with more access to a wider range of communication technologies, these processes still prove pedagogically significant in his context. Vocabulary building and pronunciation training are the main purposes of using phones mentioned. However, it could be argued that autonomy, collaboration, and motivation are other important processes to underscore in this practice. Autonomy is triggered as students are provided with the opportunity to use the teachers input as frequently as they wish. Collaboration seems to play an important role because, as was apparent in FO, during group work students became a source of peer feedback and mutual support. Similarly, as Arturo argues, motivation is increased because students are usually eager to use their phones in classroom tasks. These are ways in which the mobile phone as a mode of meaning making in the classroom has affected, changed, and shaped (Jewitt & Kress, 2003) the process of learning English.


  However, some could critique Arturos teaching practices for relying on memorisation, translation, and transcription of texts. These pedagogic strategies are often labelled as traditional, of little use, and ineffective in current communicative trends of language teaching. In contrast to these views, in this study these practices have emerged as being part of local pedagogies (Canagarajah, 2005) that, although not aligned with current mainstream discourses on ELT methodology, can still prove valuable. As shown here, in a rural under-resourced school context with little contact with English, rote learning activities that include the limited technology available can be more effective than following teaching methodologies in vogue (Cook, 1997).


  Squeezing Their Expertise


  As has become apparent in the present discussion, teachers are not taking passive attitudes towards contextual challenges. On the contrary, to different degrees, they seem to agree with Ana when she says that a mistake would be to just complain and do nothing (Ana, INT2). From this understanding, as observed above, they have tailored their teaching in a socioculturally sensitive manner and have maximised the resources at hand. In fact, the three practices just discussed are clear instances of the sort of expertise teachers have developed throughout their experience. This is a type of expertise that, bearing in mind the findings of this study, combine the academic training they may have had access to with, perhaps more importantly, their own capacity to read and act upon the circumstances mediating their teaching. Although important, their expertise can be looked at not so much in terms of how much English teachers know or how familiarised they are with mainstream theories and methodologies, but in terms of how well they can relate to their contexts, as the above examples indicate.


  This sort of expertise some other times is also demonstrated in attempts to face challenges like the lack of teaching materials. In these cases, some teachers have come to design these materials by themselves. Some of the most remarkable examples of this include full teaching guides as a substitute to textbooks (Jairo) and initiatives to design and compile computer mediated pedagogic material that can be available even without internet access (Dora). A striking observation from these examples is that in both cases, the process of developing material has been supported by research. That is, teachers are not simply relying on their hunches to address the aforementioned challenges. Beyond that, these attempts appear to involve a systematic process of observation and reflection, which to some extent guarantee the relevance and applicability of the work done. This is how Jairo describes his experience,


  
    Researcher: Can you tell me about how you came up with the idea of designing your own material?
  


  
    Jairo: When I worked in [name of former school] we were aware of the problem of not having a textbook hm Why the absence of a textbook? Because parents did not have economic resources to buy it. Then . . . with other English teachers, we decided to design a textbook adjusted to the standards of the Ministry and to the syllabus at that time too. So we did some work and typed a textbook for each grade, a text for primary and another for high school. Then, I saved it . . . and when I arrived here at [name of current school], I found that there was no textbook . . . so, I modified the textbook in order to adjust it to the syllabus of the school and the students needs.
  


  
    Researcher: You told me it was the product of a research project?
  


  
    Jairo: Yes . . . it consisted of identifying appropriate activities for students according to their ages, so, depending on the age and the level. [The research also aimed to] analyse whether a given activity was useful to learn vocabulary or practice conversation.
  


  
    Researcher: Was that research your own initiative?
  


  
    Jairo: The research as such emerged from the need, the particular need I also found here, teachers did not have a guiding textbook, a guiding text to follow processes. Then, the textbook is organised for students to reach the level we required in order to succeed to the next grade, right? So, the intention of the text, at the beginning, was to tackle that need. (Jairo, INT1)
  


  By acting as a materials developer and by doing so in a systematic manner, it can be argued, Jairo is squeezing his expertise in order to respond to a pressing contextual need. Not being trained as a researcher did not prevent him from acting at the edge of [his] competence (Tsui, 2003, p. 276)2 and endeavouring to provide solutions. Another sign of the complex and systematic work done is the idea that he is aware of the standards for ELT and, thus, used them as a point of reference for the materials designed. In other words, his attempt goes beyond mere strategies to cope.


  A similar case of squeezing their professional expertise to offer long term solutions is Dora. The expertise she had gained throughout her 20 years of experience and through the Masters course she was completing at the time of fieldwork appear to have empowered her not only to try to address the issue of lack of material in her benefit but also in benefit of her primary school colleagues, most of whom were not qualified in English teaching. She did this by designing and compiling a set of pedagogical computer-based materials and by offering informal professional development opportunities to her colleagues. As she reports,


  
    Last year I provided training in teaching English in primary school to colleagues from my institution through the creation of materials I have compiled with HINTS to teach songs, poems, prayers, and I also provided a few links to do so. Currently, as I have noticed the need to find innovative resources, which at the same time are attractive to children, I am doing a MA in Educational Technology. My goal is to motivate primary school children to learn English through the use of technological tools, and at the same time, share with my fellow teachers tools to facilitate their pedagogical practice. (Dora, TB)
  


  As documented in FO, as part of her MA thesis Dora has designed a blog where she has compiled a series of hints and pedagogic resources (mostly worksheets and interactive activities) to practice listening, vocabulary, reading, and writing (many of them designed or adapted by herself). As she explained, her challenge was to make available those resources without the need of internet access, which at that time was still unsolved. It is worth noting here that, like Jairo, Doras attempt is also informed by careful and systematic research procedures, which, as argued here, serve as a good way to maximize the scope of their professional action.


  Conclusion and Implications


  Drawing on the critical pedagogy principles underlying this analysis, we can say that teachers sociocultural sensitivity as well as their attempts to creatively make the most of both the resources at their disposal and their own expertise are indicators of valuable actions they are willing to undertake in an attempt to negotiate between external demands and situational challenges. These are also examples of the sorts of small steps Crookes (2013) talks about when referring to the practicability of critical language pedagogy and of Kumaravadivelus (2006) emphasis on the power of teachers as transformative practitioners who are able to devise their own effective practices. Following Canagarajah (2005), these localised initiatives can even be seen as relevant to be brought to the fore and put into negotiation with other more global and mainstream practices. A whole different dynamics might be in place if, for example, initiatives like the ones teachers in this study have undertaken are boosted and supported. Teachers would not be seen simply as technicians who need to be given all the tools and instructions but as intellectuals able to construct their own tools, and from whom others could actually learn. From this perspective, in relation to the current Colombian ELT policy, a different nature of professional development aimed at building from what teachers already do may prove even more pertinent than the efforts to simply familiarise teachers with fashionable widespread teaching methodologies. This is precisely one of the strongest suggestions in an earlier study with rural teachers (Bonilla Medina & Cruz-Arcila, 2013). The study showed that in some contexts alternative localised teacher development programmes, which for example take teachers to understand and account for the contextual factors in their practice, can prove more useful than exclusively being instructed on language and methodology. Professional development programmes of this nature, as this paper also suggests, underscores the importance of empowering teachers situated expertise.


  By the same token, this study also suggests that there may be a wealth of unexplored teaching practices ensuring teachers agency and ingenuity. There could be numerous other interesting pedagogic practices, but these remain unknown. This paper stresses the importantance of bringing those practices to light as that can help to capture a better picture of how ELT is being addressed in diverse contexts. On that basis, it would also be possible to build from teachers efforts by, for example, setting up professional development programmes that are underpinned on the premise that what teachers need to do is not necessarily completely different from what they already do. It could be argued that teachers need to learn how to better take advantage of what they already do and how to bring this into negotiation with other alternatives. In other words, following Olsen (2016), teachers wisdom of practice and personal theories (usually the product of experiences) can be enriched with professional theories (the product of research). In this fashion, what teachers already do and know is potentiated instead of simply discarded and ignored.

  


  1This is a PhD research project carried out from January 2014 to December 2017.


  2Tsui (2003) borrows this term from Bereiter and Scardamalia (1993) to argue that expertise is developed mainly in circumstances where people approach a given issue laboriously at the peak of their capacity and that in so doing growth opportunities for themselves are created.
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  The present article reports on a study that set out to investigate the effectiveness of strategies and decisions formulated in foreign language planning to ensure learners language achievement in a higher education context which trains learners to become English or French teachers or translators. By drawing on data collected from simulated proficiency tests and interviews with students, teachers, and administrators, the findings show that the foreign language goals have not been met as stipulated in the curriculum, and that there are several shortcomings in the foreign language planning that need the educational communitys consideration. This article also discusses some factors that should be considered in foreign language planning in order to meet language goals in educational contexts.
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  El presente estudio se realizó con el objetivo de explorar la efectividad de estrategias y decisiones como parte de una planificación de lenguas extranjeras. Esta planificación lingüística se ha implementado para promover la competencia lingüística como parte de una licenciatura que prepara estudiantes para ser maestros o traductores de inglés o francés. Al explorar datos estadísticos y de entrevistas con estudiantes, maestros y administrativos, los resultados muestran que los objetivos de las lenguas extranjeras no se han logrado y hay varias limitantes con respecto a su planificación. Estos resultados son de gran relevancia para entender algunos factores que deberían ser considerados en una planificación lingüística con objetivos concernientes a las lenguas extranjeras en contextos de enseñanza y aprendizaje.


  Palabras clave: bajo nivel de lengua, curriculum, formación docente, inglés como lengua extranjera, planificación lingüística.

  


  Introduction


  Language planning (LP) is defined as the search for and formulation of strategies to cover linguistic needs of target people who learn languages for educational, political, and employment purposes (Tollefson, 1994). The strategies in LP can be formulated following two broad perspectives: (a) LP in communities or societies involving sociolinguistic factors (i.e., corpus and status planning) and (b) LP for language education purposes (i.e., language acquisition planning) (Baldauf & Kaplan, 2007; Cooper, 1989). In the latter planning category, decisions are strategically planned in order to set and achieve linguistic goals in teaching and learning contexts. In order to ensure LPs effectiveness, a number of measures are used to evaluate its processes and thus effectiveness. The aim of this article is to evaluate the effectiveness of foreign language planning (FLP) that has been implemented at a university in Mexico which trains learners to become English or French teachers or translators during a five-year training programme. Three research questions were thus formulated to guide the study:


  
    	How effective is the current FLP in the Faculty of Languages?


    	What can we learn from the learners, teachers, and administrators perceptions concerning the FLP as a process to ensure learner achievement?


    	What alternative actions should be taken into account by the community in order to ensure the effectiveness of foreign language planning and thus language learner achievement?

  


  Language Planning


  For Gadelii (1999), LP involves decisions that a group of people (i.e., linguists or government) makes, plans, and applies to solve issues related to a language or languages, in cases of bilingualism or multilingualism. Haugen (1996) alludes to Weinrich as the first scholar who first used the term LP during a seminar given at Columbia University in 1957. Regardless of the fact that LP is nowadays considered a legitimate field of study, the different angles which are used to approach LP processes have not been exempt from controversy. In particular, the need for adequate frameworks or theory through which the processes involved in LP are explained and evaluated has been highlighted:


  
    We are particularly limited with respect to any systematic social theory-guided approach to why certain selective, elaborative, and codification attempts succeed (i.e., why they are accepted by the desired target populations), whereas others fail. (Fishman, Das Gupta, Jernudd, & Rubin, 1971, p. 304)
  


  Despite Fishman et al.s (1971) call for a theory-based approach for LP, recent research literature has still put forward the need for such an approach which facilitates the formulation of strategies and evaluation of processes as part of LP (see Amorós, 2008). However, there are indeed agreed processes which can be followed in LP. These processes involve:


  
    	Describing;


    	Predicting;


    	Explaining the processes; and


    	Suggesting valid generalisations about the processes and results.

  


  Firstly, descriptions are elaborated regarding the influence of agents on (a) which behaviours, (b) of whom, (c) by which means, and (d) with which results. Secondly, after the influence is described, the facts that are perceived to be involved in the language learning process are predicted. Thirdly, the facts alongside their processes are explained. Finally, generalisations are formulated, and results are suggested. In order to obtain effective outcomes, Mesthrie, Swann, Deumert, and Leap (2009) suggest that LP should go through the following stages:


  
    	Penetration. This requires that a language planner enters the target community, and analyses the linguistic situation.


    	Participation. This involves carrying out decision-making work regarding the language or languages under study.


    	Legitimacy. The changes and/or strategies planned are officially legitimised in the speech community.


    	Identity. In order to ensure the effectiveness of their implementation, language planners should formulate strategies with which speakers or users are likely to feel identified.


    	Distribution. Once the community is gradually accepting the strategies, language planners need to distribute and strengthen the planned strategies so that the LP goals are achieved.

  


  However, it is not always possible for strategies formulated in LP to yield expected outcomes. Therefore, Baldauf (2004) argues that in order to ensure effective outcomes, LP should include:


  
    	All the decisions formulated in the LP work, including those that are not entirely accepted or implemented by the target community;


    	Strategies planned to alter or change the language;


    	Description of the decisions or strategies that the language planner considers relevant in relation to the linguistic objectives; and


    	Alternative measures that guarantee their implementation.

  


  In line with Fierman (1991), Baldauf (2004) and Payne (2007) we agree that LP should include decisions strategically planned to alter or change a linguistic situation or aspects of (a) language(s). However, he goes further to emphasise the need to formulate alternative strategies in order to ensure the effectiveness of LP. Baldaufs suggestion is of particular relevance for LP in educational settings which have not been exempt from shortcomings. These shortcomings are claimed to be largely motivated by the educational system and characteristics of the linguistic community and curriculum, among others, as well as having an impact on learners language achievement, attitudes, and motivation (Tergborg, Lastra & Moore, 2006). However, as we shall discuss later in this article, LP in educational contexts should take into account not only instructional (i.e., teaching- and learning-related practices) but also perceptual (i.e., speakers perceptions and attitudes) factors in order to ensure its effectiveness. Regarding the former factors, González, Vivaldo, and Castillo (2004) suggest the following strategies:


  
    	Attainable objectives must be set in order to allow the education system to develop learners multiculturalism and multilingualism. This requires the design of syllabi which unifies the linguistic competence that learners need to develop in each education level in the country.


    	Language teaching programmes must be designed in a way that the attainment of linguistic goals, clearly divided by proficiency levels, is ensured.


    	Learners should be provided with language standard frameworks in order for them to assess and promote the progress of their linguistic competence.


    	Foreign language teaching must incorporate professional standards, involving linguistic, cultural, and pedagogical competence.


    	Teaching and learning resources must be improved and provided at all educational levels.


    	Collaborative dialogue should also be promoted in order to develop and coordinate educational policies for a more solid, holistic, and equitable language education.

  


  These strategies are of great importance for the purpose of exploring the effectiveness of the FLP decisions and strategies in the teaching and learning context in which the study took place. As we will see, it also seems important that alternative actions are formulated, implemented, and evaluated to ensure the effectiveness of teaching and learning practices and thus language achievement.


  So far, we have seen that research literature has long put forward the call for a theoretical and methodological approach which facilitates the processes and effectiveness of LP. The lack of such an approach may be due to the diverse objectives, languages, contexts, speakers, and communities that planners have sought to investigate, making it almost impossible to converge on effectively common LP strategies. As a consequence, research literature has yielded different strategies or methods to approach a linguistic situation in a speech community. The absence of this approach has been extrapolated to language educational settings, where linguistic competence goals have not been fully met as expected. This is the case of the research context of this study where learners have been seen not to develop a foreign language competence as stipulated in the official curriculum. With the aim of understanding the factors that may be motivating the shortcomings of the current FLP in this context, this study firstly examines the attainment of language proficiency goals as stipulated in the curriculum. It secondly explores the learners, teachers, and administrators perceptions concerning the decisions and strategies that have been formulated and implemented in order to achieve these linguistic goals. As we shall see, some of these decisions and strategies mirror Fiermans (1991), Baldaufs (2004), and Paynes (2007) suggestions for planning languages, but others need the language communitys consideration in order to ensure the effectiveness of the FLP and thus learner achievement in this teaching and learning context.


  The Study


  The present study was motivated by perceptual evidence that a high number of learners in this context was unable to meet the language goals stipulated in the curriculum. As we shall see, this evidence was corroborated by the results of diagnostic exams (García Ponce, 2011), which are known in this context as mock exams (see below). The learners low language proficiency raised the need to explore and evaluate the current FLP strategies with a view to understanding how learners in this teaching and learning context may develop more effective linguistic and interactional skills. This research interest was reinforced by the fact that these learners are being trained to become language teachers or translators and will rely on their language skills to effectively teach or translate the foreign languages. Moreover, it is known in this faculty that due to their low proficiency level, these learners sometimes compete for jobs with individuals whose profession is not related to language teaching or translation studies, but whose language competence is higher than theirs (García Ponce, 2011).


  Research Context


  The study took place in the Faculty of Languages at the Universidad Autónoma del Estado de México (UAEM). This university is a higher education institution whose language faculty currently offers a five-year programme aimed at training learners to become English or French teachers or translators. This institution was established in the early 1990s in the City of Toluca, Mexico. It initially began offering the BA in English and, in subsequent years, the BA in French Language and Culture. In 2003, the administration decided to merge both programmes, and the teacher/translator training programme (i.e., BA in Languages) was then created. As stipulated in the curriculum (UAEM, 2010), learners are expected to develop abilities which promote knowledge of and reflection on the foreign language, teaching practices, and translation skills. Due to practical constraints, the present paper is unable to encompass all the strategies that are planned and implemented for each major (i.e., language teaching or translation). However, the paper is a starting point to understand the strategies and decisions that converge during the FLP for both English and French. Concerning these two target languages, the goals in this institution are the following:


  
    	Speak English or French with precision;


    	initiate a wide range of practical, social, professional and abstract topics;


    	participate with ease in discussions of their area (language teaching or translation studies); and


    	use a wide range of discourse strategies during communication, which is not affected if learners make mistakes. (UAEM, 2010, pp. 18-19)

  


  Specifically, learners are expected to develop a minimum linguistic competence of B2 according to the Common European Framework of Reference for Languages (CEFRL), and an intermediate proficiency level in the FL in which they are not majoring. In order to facilitate the achievement of these objectives, learners are given an active responsibility for their academic progress at their convenience (UAEM, 2010). This active responsibility involves not only making decisions as to the selection of subjects and hours of study per semester, but also finding opportunities which promote language learning autonomy (UAEM, 2010).


  Participants


  As previously stated, the purpose of this study is twofold. Firstly, it aims to determine the effectiveness of the strategies and decisions in FLP. In order to attain this, we used the results of mock exams of 122 learners (81 majoring in English, and 41 majoring in French) enrolled in semesters III, VI, and IX (see Simulated Proficiency Tests section). Secondly, it explores learners, teachers, and administrators perceptions regarding the strategies and decision-making involved in the FLP work carried out by the institution. For this, in order to understand the strategies, interviews were conducted with 18 learners, 12 teachers, and 14 administrators. The 18 participant learners (three learners of English and three learners of French taking semesters III, VI, and IX, respectively) were chosen randomly from attendance lists, contacted in their classrooms, and invited to participate in this study under no obligation. The participant teachers, of English and French, were also teaching in those semesters and were invited to participate in the interviews. In the case of the administrators, only those that actively participate in the design of the FLP were chosen and invited to participate. In total, 44 informants participated in the interviews which were held at their convenience over a period of three months.


  Simulated Proficiency Tests


  Mock exams in this context are administered every semester following two broad aims: (a) to promote learners awareness of their foreign language competence, and (b) to evaluate learners language achievement in relation to the curriculums linguistic goals. It should be noted that these exams follow the same structure and sections of international language certifications in order to train learners in passing these tests and thus obtain language certificates which they will need in order to work in the Mexican labour market.


  The analysis of the results of these exams (122) followed a quantitative approach, involving simple total numbers, averages, and percentages (please refer to Appendices A, B, and C for more information).


  Interviews


  The interviews with the three groups of this educational community (i.e., learners, language teachers, and administrators) were recorded in order to facilitate the explorations of the FLP. Three interview guides were designed, one for each group, consisting of 25 to 34 items. Face validity of the interview guides was ensured by three scholars who (a) were familiar with LP strategies and language teaching, (b) participated as pilot informants; and (c) gave feedback as to the structure of the items and guides. The recorded interviews were conducted in Spanish in order to avoid the participants concerns about the correctness of their responses, and to promote a rapport between the interviewer and participants. The recorded interviews were transcribed completely in order to explore from micro and macro lenses the informants perceptions concerning the decisions and strategies in the FLP. The transcribed data were then analysed through a meaning categorisation which is believed to facilitate the identification of patterns, themes, and meaning (Berg, 2009). This involved identifying extracts manually, and attributing them to theme categories and sub-categories which emerged from the data. In order to protect the participants identity, the words Learner, Teacher, or Administrator and an identification number (e.g., Teacher 5) were used in the results and discussions.


  Results and Discussion


  In order to address the first two research questions (i.e., how effective is the current FLP in the Faculty of Languages? And what can we learn from the learners, teachers, and administrators perceptions concerning the FLP as a process to ensure learner achievement?), this section discusses the results concerning the explorations of the FLP in this higher education context. The discussions revolve around five macro themes: (a) foreign language planning, (b) learners foreign language proficiency, (c) language teaching and learning practices, (d) foreign language classes and learner motivation, and (e) language resources and learner autonomy. Overall, the evidence corroborates that the learners language proficiency was low and suggests that there is a number of shortcomings in the FLP which needs alternative actions in order to ensure learner achievement progressively.


  Foreign language Planning


  Overall, the elicited data indicated various perceptions concerning the FLP carried out by the Faculty of Languages. Twenty-five percent of the administrators responses suggested an endorsement for continuous planning and evaluation of the foreign languages: English and French, as suggested in Extract 1.


  
    Extract 1

    Of course [FLP] is important because our BA programme is in languages. (Administrator 7)
  


  This endorsement reflects Moreaus (1997) and Coopers (1997) suggestions that languages should be continuously planned and evaluated in order to guarantee an effective implementation of strategies. In line with Moreau (1997) and Cooper (1997), Weinstein (1980) highlights that LP needs to be in continuous development and evaluation so that language planners or the community design and implement corrective or alternative actions. Seventy percent of the participant learners responses suggested that learners, as well as teachers and administrators, should take part in the FLP processes. For example, Learner 11 (English) mentioned the following:


  
    Extract 2

    I think that everybody should participate; the director, sub-director, mostly teachers, but students should also voice their opinions.
  


  Learner 11s response suggests the idea that the whole community should participate in the decision-making of the FLP. What is interesting in the phrase but students should also voice their opinions is that Learner 11 reveals a perceived lack of learner participation in this decision-making. According to Fierman (1991), all the members of a community should participate in the process of planning a language in order to promote effective implementation. As we shall see below, there was a number of perceived shortcomings related to the FLP. These shortcomings were particularly associated with the administrations emphasis on teaching practices, neglecting learning-related practices as suggested by the informants. These perceived shortcomings in turn reveal the failure of the current FLP to formulate strategies taking into consideration learner voices and perceptions.


  Learners Foreign Language Proficiency


  When asked about learners proficiency level, 50% of the participant learners felt that the proficiency level was generally low. This was also felt by Administrator 8, as suggested in Extract 3.


  
    Extract 3

    I think that in general it is considerably low. I have been interviewing language coordinators from other institutions and they do not hire graduates from this faculty. Their reason is that they are perceived [by the coordinators] to have a low language proficiency.
  


  Forty-five percent of the informants (involving learners, teachers, and administrators) were aware that this low learner achievement was against the stipulations of the curriculum. For example, this feeling was suggested by Teacher 2 (French) as follows.


  
    Extract 4

    Regarding the curriculum, I believe that [the results from the tests] are low because we are training future English or French language teachers and they should have a higher language proficiency level than the public in general.
  


  In exploring the mock examinations, the results confirmed a low proficiency level of learners in semesters III, VI, and IX. Moreover, these results indicated higher passing grades of learners majoring in French than learners majoring in English. Table 1 may explain the varied results of English and French examinations:


  Table 1. Proficiency Levels of Mock Examinations


  [image: ]


  As shown in Table 1, there was a mismatch between the proficiency levels of the mock examinations in English and French. Learners in semesters III and VI took English examinations whose proficiency levels were B1 and B2, whereas learners majoring in French took examinations with equal proficiency levels but in semesters VI and IX. The immediate issue that emerges from this evidence is that learners majoring in English or French were set unequal linguistic goals, as indicated in Table 1. It is thus likely that learners after taking the teacher/translator training programme in this context develop different levels of English and French proficiency. It is interesting that some participants were aware of this mismatch, for example:


  
    Extract 5

    I think that students are achieving higher proficiency levels in French than in English . . . we have spotted a tiny mistake in placing [students] in a B2 level when their level is B1 and maybe this makes them believe that they have a high level. (Teacher 7, English)
  


  As suggested in Extract 5, it seems that learners majoring in French were obtaining higher results, but from a lower proficiency level than learners majoring in English. The results of the mock examinations also showed low learner participation (see Appendix C). The implication of low learner participation in these exams is that learner achievement in general cannot be determined with accuracy. However, based on the results of the learners that participated in these exams, it is apparent that the linguistic goals stipulated by the curriculum were not met. Mentioned by three administrators, the low learner achievement hinders learners from obtaining an international language certification that demonstrates, at least, a proficiency level of B2, the minimum proficiency level required to work as language teachers in many schools in Mexico, as suggested in Extract 6.


  
    Extract 6

    It is a problem that there are students and graduates who cannot work because of their [low] proficiency level and we have to do something. (Administrator 13)
  


  This evidence not only highlights the communitys failure to meet the linguistic goals stipulated in the curriculum, but also raises the need for alternative strategies or actions in FLP, as suggested by Baldauf (2004).


  Language Teaching and Learning Practices


  As discussed previously, the evidence shows that the learners proficiency was generally low and in contradiction with the stipulations of the curriculum. It is possible that the low proficiency levels are largely influenced by the learners failure to carry out actively learning-related practices outside the classroom, as consistent with Baldauf and Kaplans (2007) contention. The Faculty of Languages has tried to promote learner autonomy outside the classroom by encouraging learners to carry out a self-study of two hours for each hour in language classes, that is, if learners study the language for six hours in classrooms, they are expected to practise it for 12 hours on an autonomous basis, as suggested in Extract 7.


  
    Extract 7

    We reduced the class hours so that students work autonomously because they are required to obtain a certain proficiency level. This decision would motivate them to use the self-access centre or carry out study by themselves. (Teacher 1, English)
  


  However, learners were considerably perceived by the participant teachers and administrators not to carry out these autonomous learning practices. This shortcoming was felt by Teacher 9 (French) as follows.


  
    Extract 8

    We are not promoting learner autonomy correctly because the student goes to the self-access centre because his teacher asked him to go; not because he wants to go there and practise.
  


  In Extract 8, Teacher 9s statement suggests the feeling that learner autonomy inside and outside the language classroom has not been promoted as expected. Moreover, she suggests the feeling that learner autonomy is not effectively encouraged when learning practices are imposed upon learners. The lack of learner autonomy was corroborated by eight participant learners who admitted that they only practised the foreign language in classrooms. In exploring the reasons that motivated the lack of learner autonomy, 60% of the participant learners felt that it was a consequence of a great amount of workload that they have every semester, but also their irresponsible attitudes, as admitted by Learner 4 (French):


  
    Extract 9

    I do not think that there is a lack of promotion. I do believe that students are not interested in using those resources.
  


  In response to the aforementioned limitations, 45% of the informants (18 students, one teacher, and one administrator) suggested an alternative strategy, a foreign language immersion which involves the whole community speaking the foreign languages inside and outside classrooms in order to promote learner involvement and autonomy. For example, Teacher 5 (English) recommends the following:


  
    Extract 10

    We need to re-implement that programme called English Everywhere and try other activities. And we, as administrators and teachers, need to speak English or French.
  


  The shortcomings of the FLP concerning learners low language achievement may also be a consequence of the considerable emphasis placed on strategies for teaching practices, without taking into consideration learning-related practices, attitudes, and perceptions. This suggestion is supported by the participant teachers perceptions that agreements and decisions during the official meetings run by the administration mostly centre on language teaching practices, implying a failure to include in the FLP actions associated with learners attitudinal, perceptual, and interactional behaviour inside and outside the classroom, as suggested in Extract 11.


  
    Extract 11

    Sometimes I think that [FLP] is not working, taking into account that each student is different. Despite the fact it is been carried out, I believe that learners should be considered in the decision-making of those meetings. (Teacher 7, English)
  


  This evidence reveals the need to address these limitations and incorporate them into the FLP since learners, as foreign language speakers, are ultimately the target of the current FLP (Cooper, 1997).


  Foreign Language Classes and Learner Motivation


  When asked about their perceptions as regards the foreign language classes, 58% of the informants (involving all the teachers and three learners) believed that there were class time constraints which limited the opportunities to integrate the four language skills and thus affected learner achievement, as suggested by Learner 9 (English) in Extract 12.


  
    Extract 12

    Maybe [the administrators] should extend the class hours because sometimes we just practise grammar topics. We should also practise the four skills. They should not reduce them; they should increase them.
  


  In this faculty, the class time for the foreign languages ranges from five to six hours per week. The informants mentioned that the class time was reduced by breaks of ten minutes per each hour of class that are given to learners, and extra activities (e.g., conferences, presentations, events, etc.) which require both teachers and learners to attend. As a consequence, 25% of the participant teachers and 25% of the participant administrators suggested that the class time for the foreign languages be increased by eight to 15 hours per week, as suggested by Administrator 11.


  
    Extract 13

    We should use the previous schedule. That is to say, we should increase the number of class hours. Six hours are few, in my opinion. I think that the hours for language classes should be eight or ten as in the old schedule.
  


  It is important to note that in the previous programmes, the class time for the foreign languages was about 20 hours per week, but learners were still perceived to develop low proficiency levels.


  Besides class time constraints, most of the participant learners felt that the classes were not attractive or dynamic, displaying negative attitudes towards the teaching approaches that were adopted in the classrooms. In line with these perceptions, Watts (as cited in Coupland, Sarangi, & Candlin, 2001) raises the possibility that strategies as part of LP may not yield the expected outcomes if users or speakers do not endorse them as part of their interests. The participant learners felt that the unattractive teaching approaches that were adopted in the classroom resulted in low learner motivation towards learning the foreign language as follows.


  
    Extract 14

    [Language teachers] should make their best to keep students motivated regarding learning the language because we all began the semester feeling motivated and then we start feeling demotivated. Then, they should find other strategies for their teaching methods. (Learner 3, English)
  


  In Extract 14, Learner 3 suggests an interplay between learner motivation and language achievement which has long been the focus of language education research. However, this learners statement is not clear as to the source of learners low motivation concerning teaching practices. Nine of the participant teachers felt that learners low motivation was caused by a reliance on textbooks, as cautioned by Terborg, García Landa, and Moore (2006). According to the participant teachers, it is the administration which has imposed the use of textbooks despite the fact that the content of the textbooks is not related to the objectives of the curriculum. In response to this reliance, 66% of the participant learners suggested that too much emphasis should not be placed on textbooks while practising the languages, and that these resources should be used as support materials.


  Moreover, 27% of the participant learners felt that low learner motivation was a consequence of the grammar practice that has dominated the practice of the language skills. This idea is supported by Learner 10 (French), as suggested in Extract 15.


  
    Extract 15

    Teaching and learning grammar should not be the main objective in our classes because there are other important language areas.
  


  In response to this, the participant learners suggested that an integration of language skills is promoted in language classes without prioritising grammar.


  It is apparent from the above evidence that there is a need to evaluate continuously the effectiveness of decisions and strategies in the FLP, and to suggest alternative actions which will ensure the achievement of learners foreign language competence. However, in this context, exploring the implementation and effectiveness of strategies inside classrooms may be limited by the teachers teaching freedom(libertad de cátedra in Spanish) which is promoted across the university. The teaching freedom enables teachers, using their discretion, to adopt the teaching approaches that they consider effective in promoting language learning. This also implies that the teachers teaching behaviour inside the classroom cannot be influenced or imposed upon. Administrators and language teachers claimed that the effectiveness of strategies was thus assessed through teachers comments on and discussions about the strategies during the official meetings. In order to continuously evaluate the FLP, some administrators and teachers suggested that peer classroom observations are carried out in order to determine the effectiveness of both teacher- and learner-related strategies inside the classroom strategies. This strategy would not restrict teachers teaching freedom since it would be carried out as onlooker (non-participant) classroom observations with a view to enhancing teaching and learning practices.


  Language Resources and Learner Autonomy


  In this higher education context, different resources and spaces are at the learners disposal to develop their four language skills, grammar, and vocabulary. For example, there is a self-access centre where a number of materials (aural, visual, and written) are available to learners. Other resources include: Language workshops where learners are encouraged to practise and develop the four language skills; international visiting assistants with whom they can practise the communicative aspect of English and French; and the library where learners have access to research and teaching literature in English and French. The possibility of practising the target languages is acknowledged by Learner 7 (English) in Extract 16.


  
    Extract 16

    Here in the faculty, there are different resources. Workshops are carried out to promote each of the language skills in English or French, or conferences during which you receive suggestions on what to do.
  


  These resources are in line with González et al.s (2004) recommendation that learners should be provided with the resources and spaces where they can develop their language skills.


  However, despite the range of materials, activities, and spaces that are available to learners in this context, 52% of the participants claimed that learners involvement and use of these resources were generally low, as suggested in Extract 17.


  
    Extract 17

    I think that they [students] do not participate as they should. I think that they are not taking advantage of the resources, and it is not the teachers fault. (Teacher 3, English)
  


  Some of the participant learners felt that the main reason of learners low involvement was again time constraints, as stated by Learner 11 (English).


  
    Extract 18

    I sometimes do not use the resources because of time constraints. I have been interested in attending the workshops with the American girls, but I have not had time.
  


  This evidence thus suggests shortcomings of the FLP which caused heavy workloads on learners, hindering them from promoting autonomy, involving abilities, language skills, time management skills, and the like. In response to this, a participant teacher suggested that time frames, namely, between 12:00 and 13:00, are established during which learners are free to practise the language skills that need to be improved. However, it may not be an effective strategy since the participant learners responses suggested perceptions that indicated negative attitudes towards the imposition of activities outside the classroom. Rather, their responses suggested an endorsement for language practice outside the classroom on an autonomous basis, as suggested in Extract 19.


  
    Extract 19

    I ask my students to do extra activities on something that they like in order not to impose the activities. They practise activities of skills they need to develop. I try to encourage this because I know that if there is something in which they do not like, they are not going to be interested. Then, I try to motivate them. (Teacher 10, French)
  


  The above evidence suggests that the Faculty of Languages provided learners with the resources where they could develop their foreign language competence. However, possibly motivated by heavy workloads on learners, there was a perceived low learner involvement in these resources. This perceived low learner involvement links back to the lack of learner autonomy inside and outside the classroom. Again, it seems possible that learner autonomy and achievement are enhanced if the strategies in FLP take into consideration the learners perceptions, and are formulated towards the enhancement of learning practices inside and outside the classroom.


  In sum, the evidence indicated that the learners proficiency level was low. This evidence appeared to be in contradiction with the objectives of the curriculum. In exploring the learners, teachers, and administrators perceptions concerning FLP, the evidence suggested that FLP decisions and strategies are implemented to meet the linguistic goals of both the foreign languages. However, as reported by the participant learners and some teachers, it seems that the learners voices and perceptions were not being included as part of the FLP processes. This was to some extent based on the learners feelings that the decisions and strategies in FLP were centred on teaching practices, suggesting in turn a failure to consider and evaluate learning practices. It is possible that the emphasis on decisions and strategies related to teaching practices resulted in low learner motivation and autonomy. Based on this evidence, we thus call for decisions and strategies involved in FLP work which take into account learners perceptions and opinions in order to ensure their endorsement and thus their effectiveness to promote foreign language competence.


  Conclusions


  The primary aim of this paper was to explore and evaluate the FLP that the Faculty of Languages at the UAEM carried out to meet the linguistic goals stipulated in the curriculum. As a starting point, the explorations of the FLP, firstly, considered the results of English and French simulated proficiency exams that this educational context administered to determine learners foreign language competence. The explorations then examined perceptual data in order to develop a better understanding of the FLP strategies and decisions and their effectiveness in promoting learner achievement.


  The evidence indicated that learner achievement in three semesters was generally low. Secondly, it showed a mismatch between the proficiency levels that learners majoring in English and French were expected to develop. In exploring the learners, teachers, and administrators perceptions regarding FLP, the evidence suggested that there were shortcomings in the decisions and strategies concerning teaching and learning practices which, in turn, influenced learner achievement, attitudes, and autonomy.


  The above evidence highlights the importance of formulating alternative strategies in order to ensure learners language achievement. Thus, in addressing the third research question (What alternative actions should be taken into account by the community in order to ensure the effectiveness of the FLP and thus language learner achievement?), this community needs to ensure that alternative strategies are designed to enhance both teaching- and learning-related practices inside, as well as outside, classrooms. In particular, subsequent strategies in the FLP should take into account the teachers and learners perceptions of the processes involved in teaching and learning the foreign languages. This may, firstly, guarantee that the strategies designed following their voices and perceptions are implemented by teachers and learners inside the classroom. Secondly, the teachers and learners endorsement for these strategies may in turn result in enhanced learning practices which can be extrapolated to environments outside the classroom with a view to promoting learner autonomy.


  The contribution made by this paper was threefold: Firstly, the evidence showed that in order to ensure the effectiveness of an LP, there is a need for continuous evaluations which explore the implementation of decisions and strategies. Secondly, alternative actions need to be formulated in cases when strategies appear to be rejected by the speech community. Thirdly, all the members voices and perceptions of the processes should be taken into consideration in order to formulate (alternative) strategies which may result in a greater endorsement and thus effective implementation in the speech community, in this case, the Faculty of Languages at the UAEM.
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  This article focuses on research carried out in a private school in Bogotá with a group of English as a foreign language fourth-graders. The study aimed to analyze interaction in the English classroom through action research, based on tasks that promoted collaborative work and involvement of the students and their teacher. The instruments to collect data were video recordings and artefacts from the students tasks in the classroom. The analysis of classroom interaction involved the steps of conversational analysis stated by Seedhouse (2004). The study allowed the description of unexpected patterns of interactions among students and their teacher, which revealed changes in the classroom dynamic as a result of the action research plan.
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  Este artículo presenta los hallazgos de una investigación llevada a cabo con estudiantes de cuarto grado de primaria en un colegio de Bogotá. El objetivo principal fue analizar la interacción en las clases de inglés como lengua extranjera. El diseño investigativo responde a la investigación-acción y los instrumentos utilizados para obtener información fueron grabaciones audiovisuales y la producción de tareas, resultado de los talleres elaborados en clase por los estudiantes. Los datos se analizaron a través del análisis conversacional de Seedhouse (2004). El problema planteado permitió describir patrones inesperados en las interacciones entre los estudiantes y su docente, los cuales revelaron cambios en la dinámica del salón de clase.


  Palabras clave: aprendizaje colaborativo, aprendizaje de la lengua extranjera, interacción de la lengua.

  


  Introduction


  The research was carried out in a private school in Bogotá during eight sessions in an English as a foreign language (EFL) classroom with fourth graders. At the beginning of the study, learners were reluctant to participate in the English class and conflicts were part of their everyday classroom routines since they preferred to work alone. These situations affected negatively the learners interest and their response to working collaboratively. All this created a bad environment within the English classroom.


  The aforementioned tensions and the continuous observations done by the teacher in the classroom provided information related to the students lack of participation and interest. Hence, the teacher expected to understand what occurred in class, but also to find ways to deal with difficulties in class. This research applied the stages proposed in an action research cycle (Burns, 2010) which, on the one hand, aimed at fostering interaction among students and on the other hand, proposed to understand why students and the teacher behaved the way they did it. Therefore, the research focused on social interaction in relation to the English learning process. As mentioned above, the challenge was also to create a scenario in the classroom that could respond to the students positions since they were bored and discouraged about their English classes.


  As the research aimed at understanding how students and the teacher interacted, eight tasks were implemented with the intention of changing the dynamics of the English classroom by promoting collaborative work to make evident how interactions occurred between the participants aforementioned.


  In this respect, it was necessary to record all classes to revise in detail what occurred during each implementation, bearing in mind verbal and nonverbal interactions. Moreover, the students artefacts like posters, cards, worksheets, oral presentations, puppets, and models were collected and analyzed too.


  The conversation analysis approach allowed researchers to interpret the data collected (Seedhouse, 2004). Then, the results contributed to promote changes in the English classes.


  The research design included pedagogical interventions focused on identifying aspects related to language interaction through eight collaborative tasks to understand how to promote interaction in the classroom. Furthermore, this provided elements to encourage students to make use of the target language in a different way.


  Theoretical Framework


  The main constructs that support the study correspond to interaction and its relationship with the foreign language, classroom interaction, collaborative learning and the definition of tasks, which were the basis of the pedagogical intervention in doing the action research plan.


  Interaction


  Nunan (2004) understands interaction as a social perspective of language because students can infer the meaning of what they say in class. Sometimes, they make mistakes or modify linguistic forms of English, but they can convey meaning. This lets students construct different ways to communicate in verbal or nonverbal ways.


  In addition, students behavior is consciously reorganized and influenced by the participants in class in a continuous cycle while they interact. Turner (1988) sustains that behavior is understood as the way students react when they communicate.


  Likewise, Seedhouse (2004) establishes interaction as a set of processes among two or more students participating to convey meaning while they sustain their own conversations following a common goal. Holliday (1994) sustained that there is a strong connection between classroom dynamics and social interaction. Furthermore, previous research done by Riascos (2014) and Riveros (2012) agreed that it was difficult for the students to learn a foreign language because of the lack of interaction and appropriate environment that surrounds teachers and students in class. The classroom is, then, a scenario where the teacher and students react and assume roles and positions in their classroom. This perspective about interaction centered the classroom as a controlled micro-society understanding the classroom as a research scenario.


  Language Interaction


  Language interaction is the way in which teachers and students are immersed in the classroom to construct their own reality; hence, this highlights the different reactions that students and the teacher presented during the instructional process (Nunan, 2004).


  It also implies going beyond communication to establish a set of pedagogical actions in order to provide opportunities to encourage students participation and to reduce anxiety. When participants in the class make use of the foreign language, different interaction patterns take place: student-student, teacher-student, student-teacher, and student-learning context. Student-student interaction involves positions and roles evidenced among students in class.


  Bronfman and Martinez (1996) define relationships among classmates as horizontal interaction. Although positions and roles were identified among students in the classroom, learners conveyed meaning through agreements to fulfill the collaborative tasks proposed during the classes.


  Collaborative Learning


  According to Nunan (2004), task-based language teaching (TBLT) considers learning as a process where learners have the opportunity to focus on a language learning target through real situations in the classroom. Thus, the study followed the stages proposed by Nunan (2004) to design and implement the pedagogical tasks aimed at providing more and new opportunities to accomplish the research objective and also to enrich the pedagogical plan.


  Each one of the tasks of the pedagogical implementation followed the next three steps: In the first one, activation process, the eight tasks were designed based on language interaction and involved simultaneously a continuous reflection to determine the sequence of the tasks and their impact on the learning process. The second one, called enabling skills, focused on collaborative learning goals to enhance and provide more scenarios for the students to interact based on established pedagogical goals and the third one, called language outcome, implied that at the end of each task, the fourth graders shared and presented their oral or written productions resulting from the interaction and collaborative work done through steps 1 and 2.


  Research Design


  This research followed the qualitative paradigm described by Hancock, Ockleford, and Windridge (2009), who characterized qualitative research as a manner to understand the way we are in our social world. Hence, this reinforced the vision of this research process by considering the students interactions as a central role in the classroom. Accordingly, the stages to reflect upon the aforementioned elements were followed by an action research methodology.


  This action research cycle took nine months. During this time a didactic unit was designed including topics based on students interests but also on the schools syllabus. The sessions in the classroom were recorded and then transcribed. The implementation of the TBLT approach stated the importance of collaborative learning providing students with new and vivid learning experiences in the English classes.


  Figure 1 shows the eight pedagogical interventions. These sessions were initiated with the identification of the learners necessities in the English classroom and ended with the complete involvement of students with the proposed tasks for working collaboratively. Each task followed the four stage cycle: planning, acting, observing, and reflecting (Burns, 2010). As a result of the cycle proposed by Burns, it was feasible to observe and analyze what occurred in the classroom in terms of interaction, but also to make better informed decisions to provide solutions to difficulties evidenced in the classroom.


  Figure 1. Tasks Implemented
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  Pedagogical Actions


  In order to improve students active involvement in the classes, two teaching actions were included. The actions consisted of (a) defining one theme and a unit coherent with students interests, needs, and the schools syllabus; and (b) implementing the TBLT approach through the development of eight tasks to observe how interactions occurred in class. In this way, each implemented task had a research objective and a pedagogical one. This means that each class was designed thinking about how to foster collaboration and describe interaction among learners and their teacher.


  Putting the Pedagogical Plan Into Action


  At the beginning of the study, the first session had three intentions: (a) talking about learners last vacation trip, (b) collecting data about the learners previous knowledge, and (c) comparing data to list students interests and conflicts inside the classroom. Once their interests and difficulties were clearly identified, seven tasks were designed to fulfill students necessities and interests, but also to promote interaction in the English classroom.


  Observing the Results of the Plan


  This step implied for the researchers to revisit each implementation to determine the design of the next task. Video-recordings were observed and transcribed with the purpose of identifying how the participants of the study interacted in the classroom, which means a continuous observation of the pedagogical intervention and the research process.


  Reflecting for Planning Actions in the Classroom


  As this research focused on interaction, all the different issues that were problematic or challenging were given special attention while implementing the tasks. This step implied understanding what happened in the classroom so data collection could allow researchers to identify common interaction patterns during the eight implementations and make decisions about the action research cycle.


  Context and Participants


  A group of 22 boys and 17 girls from 8 to 12 years old from a private school located in Bogotá participated in this study. At the beginning of the research, students faced difficulties in terms of language learning and such problems had to do with their own social interaction and conflicts in their English classroom. The interest in identifying and solving social conflicts make up part of the aims established by the school.


  The institution receives students who cannot afford their fee thus they are supported with scholarships, which means that some of the research participants come from diverse social and cultural backgrounds. When conflicts and social differences make up part of the classroom, such as the context of this study, the institution focuses its attention on these situations and encourages teachers to mediate and address such conflicts among students.


  The authors of this article are the English teacher of 4th grade in a private school in Bogotá who carried out the pedagogical intervention and the supervisor of the research, who guided and advised the different pedagogical strategies during the eight implementations, here presented as a co-author.


  Data Collection Instruments


  The research question focused on the identification of language interaction and how it occurred in the group of 4th grade students when interacting collaboratively. It was necessary to record students attitudes and interactions during the development of collaborative tasks. Therefore, the instruments to gather data were: (a) around 450 minutes of video recording and (b) students artefacts comprised of posters, written texts, cards, worksheets, and students oral presentations.


  Video-Recordings


  Videos captured naturalistic interactions and verbatim utterances (Burns, 2010). The instrument was used to identify verbal and nonverbal interaction to see what happened in class. Burns (2010) also expresses that recording the situation you want to observe has the advantage of capturing oral interactions exactly as they were said (p. 70). As the author recommends, observations should focus on interactions during the development of the tasks.


  Artefacts


  Artefacts corresponded to the students productions (written, oral, visual, manual products), which also revealed how language interaction occurred during the implementation of tasks. Evidences of classroom interaction were revised and analyzed under the methodology of conversational analysis.


  Criteria and Steps to Analyze Data


  As proposed by Seedhouse (2004), conversational analysis allowed researchers to identify what happened and resulted in participants interactions being enhanced in class, because it enabled one to figure out verbal and nonverbal interactions. This methodology proposes five steps:


  
    	Unmotivated looking. It requires discovering patterns of the phenomena. It means to transcribe all the information recorded because everything could be important.


    	Inductive search. It involved the analysis of data to identify common situations that caught the researchers attention.


    	Establish regularities and patterns which implied determining what emerged from interactions among participants.


    	Detailed analysis of single instances of the phenomenon. It allowed researchers to be observant and sensitive when studying language interaction.


    	A more generalized account, which corresponds to the study of actions behind interaction among the students and their teacher. It implied describing what happened in the context considering how interaction occurred. For the transcriptions, this analysis used the conventions proposed by Seedhouse (see Appendix).

  


  Findings


  The exchanges presented by the teacher and learners in class were analyzed under the methodology of conversational analysis. The transcription of excerpts and the artefacts completed by the students in each implementation provided findings in terms of the participants behavior and the way they established relationships among each other. Seedhouse (2005) explains how the participants behavior shows interactional principles that reveal how students understand each other and make sense of their own interactions in the classroom. Table 1 shows the categories that emerged through the study in class.


  Table 1. Main Categories and Patterns of Interaction
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  Different Forms of Interaction Among Participants


  This first finding revealed three ways participants adopted in class through verbal, nonverbal, and hidden interaction.


  Students Verbal Interaction


  Learners used their mother tongue as a vehicle to construct paths of communication. Excerpt 1 evidences this finding. This demonstrates how the use of the mother tongue is vital in the teacher and students utterances to maintain spoken interaction to convey meaning.


  
    Excerpt 1

    The teacher is brainstorming about concepts related to exciting trips.
  


  
    	T:1 what do you think it is exciting trips? [Immediately, three or four students raised their hands to express their opinions]


    	T: OK. Remember that you need to raise your hand to give your opinion. OK. [The teacher gave the turn to S10]


    	S10: Exciting trips?!!!(..)


    	S9: (.......)


    	T: OK tell me.


    	S10: Rules?


    	T: OK? Rules. What else?


    	S10: Expressions.


    	T: Expressions (....). OK. If I add this keyword: vacations [In that moment the teacher wrote that word on the board]


    	S12: Vacations ((Vacaciones!!!!!))(......)

  


  According to Yufrizal (2001) in an EFL setting learning occurs mostly within the classroom while the target language is encouraged in class through tasks that play a very important role in determining the rate of language learners involvement in interaction and negotiation of meaning. The next subcategory depicts how the students and also the teacher in the fourth task decrease the use of their mother tongue to implement other ways to interact and convey meaning.


  Students Non-Verbal Interaction


  The analysis of transcriptions demonstrated that the teacher and students used new forms to convey meaning through the use of non-verbal language as Excerpt 2 shows.


  
    Excerpt 2 (Taken from Session 4)

    Students solving a task proposed by the teacher.
  


  
    	S26: What do you have?


    	S6: [Showed the paper and S26 began to produce sounds]


    	S26: Ow...Aww

  


  Excerpt 2 revealed how students used gestures and body movements to avoid the overuse of the mother tongue especially on the fourth task. According to Pica (1996) interaction occurs when the flow of the learners message with the interlocutor is restructured and modified by requests and responses. It provides new ways to comprehend a message.


  Furthermore, during the pedagogical intervention, it was noticed by the researchers that students avoided backchannels. As resources of interaction students used gestures, facial expressions, and body language. In this sense, non-verbal language emerged as a form of interaction in the classroom. It was also a source for the teacher to keep in touch with the students.


  Students Hidden Interaction


  This finding uses the word hidden because it reflected an unexpected kind of interaction identified during the study. This hidden interaction only occurred among boys and girls without involving directly the teacher. At the beginning of the study, learners were reluctant to participate because they were not confident in using the target language and they found it difficult to work with each other, especially when they had to work in mixed (boys and girls) groups. However, the classroom scenario changed from working individually to working in groups as a consequence of the implementation of the proposed tasks.


  In fact, conflicts between boys and girls affected the way they reacted towards the collaborative tasks. In this sense, different positions and roles took place in the classroom. Hollway (as cited in Castañeda-Peña, 2008) states how masculinities and femininities affect the exchanges students have in an English class in an EFL setting: First, there is an incontestable difference between males and females. Second, there are differences that could be negotiated. Third, things performed by the other sex are important and valuable and could be taken up by the opposite sex (p. 316).


  Also, Bronfman and Martinez (1996) designed the metaphor la cara oculta de la Luna (the hidden face of the Moon) to explain the complexity about interactions among students. These interactions mediated by students intersubjectivities and their power relationships emerge in a different kind of interaction denominated horizontal interaction. It makes reference to the changes in the role of the students that depend on the level of authority conditioned, not essentially by the teacher in the classroom, but conditioned by the subgroups of students that position power as establishing relationships in a classroom.


  Conflicts among boys and girls affected the classes negatively and guided the researchers to consider such tensions in the classroom in carrying out the pedagogical implementation. To illustrate this point, the fourth task called Helping aliens to solve problems was crucial to reduce conflicts. This task had three objectives: (a) to make learners reflect on conflicts, (b) to identify how interactions occurred through its implementation, and (c) to promote the use of the target language through collaborative work.


  In this way the fourth task invited students to reflect upon these three questions: (a) How did you feel during the last task? (b) Did you complete the task? (c) What can you do as a learner to collaborate and improve during the classroom work?


  After reflecting, students received instructions to work in groups of five people, but this time the groups were organized by the teacher with the intention to mix them and break down power relationships. Then, they received a worksheet in which the teacher presented four problematic situations that aliens had to face in the school of planet Pluto.


  The teacher recreated four aliens who had to face the following problems: Alien 1 did not finish the activities proposed in class; Alien 2 was a girl and male aliens did not play or share with her; Alien 3 did not like to play football so his classmates separated him from their groups; Alien 4 liked to play football, but since he wasnt capable of playing well his classmates pushed him aside.


  Once the students wrote different pieces of advice to help aliens to solve the problem, the teacher asked students if one of those situations occurred in the class. Excerpts 3 and 4 illustrate some of the answers provided by the students in the aforementioned task during the class:


  
    Excerpt 3

    Students reflection after the development of task 7
  


  
    	T: How was the activity? ((¿Cómo les fue acá?))


    	S24: We have already talked about it. ((Ya dialogamos))


    	T: What did you figure out? (¿Y con qué se encontraron?))


    	S24: We found that we have the same problems here in class. ((Con que sí, todo eso pasa))


    	S1-S20: Yes, especially those boys refuse to share with us. ((Sí, pasa lo del rechazo))


    	S24: To them yes. It doesnt happen to me. ((A ellas sí (1s) a mí no))


    	S1-S20: Thats what you think. ((Sí, como no)


    	S20: All the problems occur here. ((Todos los problemas que tienen allá suceden acá))


    	S20: Some occur here but some of them occur especially in class. ((Algunos pasan acá pero algunos en especial sí pasan en el salón))


    	T: Like which? ((¿Cómo cuáles?))


    	S1: That we dont finish our activities. ((El de no terminar las tareas))


    	S20: That some boys dont accept us, for example when they play football. ((El de los hombres, algunos no nos aceptan a nosotras, cuando juegan por ejemplo. fútbol) (a)


    	T: But S24 is working with you and he is doing it greatly.(b) ((Pero S24 está trabajando con ustedes y está trabajando espectacular))


    	S20: Well, S24 no but S27 and S31 yes.(a) ((Ah, no pues S24 no)) ((Pero sí lo decimos por ejemplo por, S27 ehh S31))


    	S24: Its true. (c) ((Es verdad))


    	S19: ((Pero les damos un balonazo y salen por allá a la enfermería)) ((Ah no)) (Y ustedes hacen así) (The student began moving his body explaining that the girls could be hurt if they played soccer)) ((Y las manda uno por allá al quinto chorizo)) (and we put you girls aside, far away from us)


    	S24: Well, what do we have to do? ((¿Bueno ahora sí que tenemos que escribir?))

  


  
    Excerpt 4

    This is an answer written by a student (girl) in a workshop (artefact).
  


  
    The teacher asked the students if they liked to participate in class.
  


  
    S19: No, because there are some classmates who mock me. ((No, porque hay compañeros que se ríen cuando me equivoco))
  


  These excerpts demonstrate how students had their own conflicts and differences in their interactions and how these affected the way they reacted in class. Turner (1988) states that students reaction to the language learning process is deeply rooted in the personality and experience of each learner. Furthermore, students interactions with the learning process arise out of complex attitudes, which are specific to each individual. Excerpt 4 makes evident how their differences affected the way girls and boys participated in class.


  Thus, Excerpt 3 describes how language interaction made explicit masculinities and femininities defined by Castañeda-Peña (2008). A girl (S20) affirms that some boys do not accept girls for playing soccer and indeed one of the boys (S19) explains that he cannot play soccer with girls because such acceptance creates conflicts with the other boys in the English classes. Also, students use a code mediated by their attitudes, rules, and values. Holloway (as cited in Castañeda-Peña, 2008) states that values attach to a persons practices and provide the powers through which he or she can position him or herself in relation to others (p. 317).


  Interaction Changes When Doing Collaborative Tasks


  Findings related to collaborative tasks show how students established a relationship with their prior knowledge when doing the tasks and interacting in the classroom.


  Students Use of Background Knowledge


  This subcategory indicates the connection of the students with their background knowledge and the interaction with the target language in the classroom while completing the tasks proposed by the teacher.


  Upon revisiting artefacts, the finding of Figure 2 emerged which evidences the connections students made between the proposed task and their background knowledge. Yule (2008) explains that the ability to arrive automatically at interpretations of the unwritten and unsaid must be based on pre-existing knowledge structures called background knowledge (p. 85). This pre-existing knowledge is connected with what the student did in the classroom.


  Figure 2. Students Artefact


  [image: ]


  Context Interaction


  As Turner (1988) proposes, the classroom is an event in which actions and interactions will be developed to implement the ideas proposed in a lesson. The artefacts in Figures 3 and 4 illustrate how students completed the tasks according to the situation proposed by the teacher.


  Figure 3. Students Artefact


  [image: ]


  Figure 4. Puppets Artefact Done by Students


  [image: ]


  Figure 3 illustrates how students were involved in an activity that implied the creation of gadgets to take to space and help a group of aliens solve problems, which intentionally were presented by the teacher in the classroom with the purpose of having learners reflect upon their own situations and conflicts in class. In addition, Figure 3 shows one of the posters designed by a group of students. The task aimed to foster group interaction. While doing the posters, students engaged collaboratively with the development of the task. After completing the task, students received the instruction to create puppets as seen in Figure 4 to represent aliens.


  The puppets were useful for the learners to interact and express their own feelings about the themes presented within the class. The names of the tasks were: helping aliens solve problems and life on Pluto. Excerpt 5 depicts the context that recreated the connection between the aliens and the learners:


  
    Excerpt 5

    As aforementioned, through Task 7 students were asked to advise aliens about some problems that they had to face in their class on Pluto (those situations were similar to the situations that they presented in their English classes). As they only spoke English their advice had to be in English. In, Task 6 the teacher presented the students the aliens responses and this was the reaction of one of the groups.
  


  
    	S19: Teacher is (0.2s) what? (0.1) the alien did not understand (The student pointed to the aliens answer presented by Alien 3) you see (0.2 s) he says that he didnt understand our advice and we told him to talk.


    	T: Alien says that he cant talk.


    	SS: (0.2 s) (S19 nodded his head) oh! (student looked worried)

  


  
    Excerpt 6

    The teacher and students were giving feedback about an activity they had already done.
  


  
    	T: (The teacher read the material) Oh. He doesnt like soccer (a)


    	S30: (b) oh no!


    	T: but how?


    	S30: PSs


    	T: But how? I dont like mmm No advice


    	S35: Poor Curly!

  


  When reading Excerpt 6, students demonstrated feeling affectively connected with the process since they expressed feeling worried about the difficulties that aliens had to face on the planet Pluto. In this sense, Holliday (1994) states: The classroom is part of interrelated and overlapping cultures of different dimensions within the host educational environment (p. 28). In such a manner, this author proposes that each class has its own characteristics. The study evidenced that students engaged with the problem situations proposed by the researchers.


  Collaborative Tasks in the Classroom


  Changes describe what occurred during the implementation of tasks in the classroom on which collaborative learning constituted an important part of the study. The researchers established a link between the pedagogical aims and the proposed organization of collaborative work to increase the capacity of learners to negotiate agreements, to convey meaning and complete the tasks by working in groups.


  Excerpt 7 is an example of how learners constructed support and meaning while working collaboratively. In this task students needed to make an oral presentation. For doing so, the teacher let them organize in groups. Then, they made a poster and finally, they described the places that they liked the most on their last vacations. The aim was to foster interaction.


  
    Excerpt 7

    Students agreements on an oral presentation
  


  
    	S27: I like to Caño Cristales.


    	S7: I like to Parque San Agustín.


    	S27: I need to the travel ahh (...) backpack, money, camera, mmm (....).


    	S19: I like to Planetario


    	S39: I like to the Amazonas.


    	T: Please everybody. Sit down and silence.


    	T: OK. Sit down.


    	S27: I need to the travel bloqueador (sunblock)....


    	S19: Camera, money, and (....) and (....) Bueno (well).


    	S39: I need to the travel como (how) ... (xxx) Like the bike to Zipaquirá.


    	S7: What...do you need to travel? Ehhh. Bloqueador, ropa....(.....) ya. (sunblock, clothes...thats it) I like to Rio Amazonas. I need bloqueador, repelente, (sunblock, repellent) ehh (....) ropa y (clothes and) family....


    	T: y Family. Jejeje. [Laughs] Necesito mi familia muy bien. (I need my family)...Very good! Listo (ready). Something else?


    	S7-27: No.


    	T: OK, sit down.

  


  Excerpt 7 demonstrates how interaction agreements play an important role in determining negotiation of meaning. Additionally, body language and students mother tongue supported their interaction: When one student did not know what to say, non-verbal interaction resulted effective to complete the tasks. Pica (1996) affirms that tasks play an important role in determining the rate of language learning in interaction and negotiation of meaning.


  The implementation of collaborative tasks in the study aimed at enriching the students learning process through themes that were familiar and related to the students interests; for example, the tasks about vacations, aliens, and gadgets to travel. There was an intention in the study to include themes that could be close to the learners preferences to foster confidence while using English within the classroom.


  Students Self-Confidence Increases and Strengthens the Use of the Target Language


  Through interaction, students showed more appropriation of target language while interchanging information with their teacher. Excerpts 8, 9, and 10 illustrate how interaction occurred between the students and their teacher in relation to their oral presentation and description about planet Pluto:


  
    Excerpt 8

    Student asked the teacher about planet Pluto:
  


  
    	S34: What is the color the Pluto?


    	T: What is Plutos color? (...) Imagine [The teacher smiled]


    	S34: Thank you.

  


  
    Excerpt 9

    During the students oral presentation.
  


  
    	S27: Ahhh... ts a little planet. [He touches S21 to tell him that its his turn]


    	S21: Is.... Is ..... Is..... (4s)


    	S19: Satélite (satellite) goes to the Pluto. The Pluto is more small.


    	S10: [He breathes before speaking] the xxxx tiene (has) five moons [Then, he looks at S31]


    	S31: Pluto is very smaller than the earth and tiene (has) moons.


    	S11: Pluto is small..... (.....) Five moons.


    	T: OK. Something else? OK go sit down.

  


  
    Excerpt 10

    Another group presenting an exposition.
  


  
    	S17: Ehhh...This is Pluto. This planet is very small than earth y.... [Then, he looks other classmate to give the turn]


    	S26: The spaceship was more (xxxx) .... (xxx) This is Plutos.


    	T: OK.


    	S7: Pluto is a very very...very small planet. He has a (2s) five moons ah small moons and its very beautiful.


    	T: OK, finish. OK. Put it on the floor (....) put it on the floor. Put it on the floor. [The teacher points out with her finger] Good!

  


  Students gained understanding and self-confidence while using the foreign language as the excerpts above demonstrate. In Excerpt 8, one of the students S34 proved to be more confident to using English while asking the teacher for information about the color of Pluto. The purpose of Excerpts 8, 9, and 10 was to illustrate explicit evidences of how learners showed their use of the foreign language while the implementation of tasks took place through the study.


  Seedhouse (2004) claims that repair is also a mechanism of self-confidence when using the language. Students learn to repair breakdowns in communication. This enriches the language learning process since gaining self-confidence give students the opportunity to support their own interaction and achieve the proposed tasks in the classroom.


  Moreover, their capacities to reach goals standing and speaking in front of their partners, making decisions, or just expressing themselves among them is also another bit of evidence of how students strengthened interaction:


  
    Excerpt 11

    Students interacting as participating in the puppet play.
  


  
    	T: OK. This is the final production. So, respect your partners OK?


    	T: One (c)


    	S24: two, three.


    	S17: Hello. My name, my first name is Mini Kick. My father is Sidesick and my mother is a Minion! (5s)


    	S23: Hello. How you are in Pluto?


    	S27: (Curly) Im have a big problem. You can resolve this? (5s)


    	S31: (Drakcraft) Yes, I can.


    	S27: (Deviant) I didnt play with my aliens friends and my problem is my parents dont accept me.


    	S26: Im very bad playing soccer.


    	S31: (Drakcraft) OK, I can solve this.


    	S27: (Deviant) and my problem you can resolve this.


    	S27: (Deviant) Whats happen?


    	S27: (Curly) Nothing!


    	S31: OK, man. Share with your parents.

  


  Excerpt 11 demonstrates how students increased their participation, became more active, and had an important influence on changes in the students role and the classroom dynamics. At the end of the study, the teacher perceived that students were more independent and responsible while doing the tasks. Learners were more supportive as upon hearing the teachers decisions they modified the way they interacted by having more collaborative attitudes in their classroom.


  Conclusions


  As the main goal of this study was to describe how language interaction occurs through collaborative TBLT among EFL primary learners and their teacher; it was necessary to have in mind the concept of interaction as a social act (Seedhouse, 2004). In other words, the exchanges presented by teacher and learners in class let them analyze through conversational analysis methodology the interactions that emerged among the teacher and the students.


  In this sense, findings and patterns of interaction described how learners are also social actors that transform and establish agreements to participate in and activate their learning process in the way the teacher involves them. It meant that the action research plan also allowed researchers to determine the necessity to understand students interests to recreate the classroom as a scenario of interaction.


  As data analysis was based on conversation analysis proposed by Seedhouse (2005), the recorded excerpts considered interaction as a social act, from which different forms of interaction emerged: verbal, non-verbal, use of their mother tongue. Also, the code or the way students interacted is mediated by students attitudes, rules, and values.


  Another element was the students reaction when the classroom scenario was changed. As researchers we found that learners social interaction in an EFL setting improved the classroom scenario in two aspects: their confidence with the use of the language, but also the way they interacted with the context and among themselves. About students attitudes and reactions, they were reluctant at the beginning of the study to work in groups and this position was reshaped through the effect of the pedagogical intervention and the encouragement of collaborative learning. Students realized that they needed to achieve the same goal; this fact changed the role of participants in the classroom including the role of the teacher.


  Moreover, students became more participative at the end of the study. They showed more responsibility in making decisions and developing collaborative tasks. All the aspects mentioned throughout this research demonstrated how they interacted with more confidence and appropriation in using the foreign language.


  It was necessary to make precise and accurate decisions to promote collaborative work. It was the way to guide students to interact in a different way in the classroom. The research provided the researchers a different perception about classroom management. The first one, the exchanges among students in the classroom. The second one, as researchers we could evidence that tasks connected with the students daily situations made them more confident and engaged with their own language learning process.


  The way language interaction occurs through collaborative TBLT among EFL primary learners and their teacher revealed how learners use their mother tongue and nonverbal language to convey meaning. Also, the encouragement of interaction and collaborative work changed the role and position that students had at the beginning of the study.


  Another interesting point was the role of the research supervisor, since the study constituted a possibility to investigate collaboratively with the teacher of the students who participated in the research. In that way, the pedagogical intervention and the analysis of findings through conversational analysis made possible an academic collaboration that provided a new understanding about language interaction, the importance of focusing on power relationships and social conflicts in the classroom, which re-signified the role of being language teachers and researchers in educational contexts.

  


  1The codes for the excerpts are T = Teacher. The students are coded with an S followed by a number (e.g., S1, S2, S3).
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  Appendix: Codes for the Transcriptions (Seedhouse, 2004)


  These are the symbols we implemented to transcribe the recorded classes:


  [Point of overlap onset.


  ]Point of overlap termination.


  (b)If inserted at the end of one speakers turn and at the beginning of the next speakers adjacent turn, indicates that there is no gap at all between the two turns.


  (.)Very short untimed pause.


  ,Low-rising intonation, suggesting continuation.


  .Falling (final) intonation.


  < >Talk surrounded by angle brackets is produced slowly and deliberately (typical of teachers modeling forms).


  ( )A stretch of unclear or unintelligible speech.


  (guess) Indicates the transcribers doubt about a word.
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  This article examines the intervention, through the design and pedagogical implementation of two rubrics based on theory from the Content and Language Integrated Learning (CLIL) approach, to assess the oral competences in English of a group of sophomores in a content subject. The data collection and subsequent analysis included both quantitative and qualitative sources to evaluate students oral production and linguistic awareness, and to gather information on students opinions concerning the intervention. The findings suggest that the implementation of the instruments was successful in terms of raising students language awareness in oral production and provided us with valuable insights regarding their perceptions of a new sort of assessment as part of their learning process.


  Key words: Assessment, content and language integrated learning, linguistic awareness, oral production, rubric.

  


  Este artículo examina la intervención, a través del diseño e implementación de dos rúbricas basadas en las teorías surgidas del enfoque del aprendizaje integrado de contenidos y lenguas extranjeras para evaluar competencias orales en inglés de un grupo de estudiantes universitarios de segundo año en un curso de contenido dictado en ese idioma. La recolección de datos contempló fuentes cuantitativas y cualitativas para evaluar su producción oral y conciencia lingüística, y para recabar sus opiniones de la intervención. Los resultados sugieren que la implementación de los instrumentos fue exitosa al mejorar la conciencia lingüística de esos estudiantes en la producción oral y nos proporcionó información valiosa relacionada con sus percepciones sobre nuevos tipos de evaluación como parte de su proceso de aprendizaje.


  Palabras clave: aprendizaje integrado de contenidos y lenguas extranjeras, conciencia lingüística, evaluación, producción oral, rúbrica.

  


  Introduction


  The need to improve linguistic and communicative skills in English has been a major aim of different governments in Chile. Some important steps have been taken in this direction by the Ministry of Education, such as the creation of the Inglés Abre Puertas (PIAP) or English Opens Doors programme in 2004, aimed at improving English levels for students from Grade 5 to 12 through the definition of certain national standards to learn English and a strategy for professional development. However, the results published by the National Accreditation Commission from SIMCE (Sistema de Medición de la Calidad de la Educación) examinations have shown that there is still much work to be done as the majority of students at the secondary level, especially in public and subsidized schools, still do not reach the expected CEFR (Common European Framework of Reference) A2-B1 level on standardized tests, which is required to get a certification.


  As a matter of fact, three major SIMCE examinations have been conducted in Chile to measure students level of English. The tests have only included the receptive skills and they are correlated with CEFR standards. The first examination took place in 2010, and only 11% of the students were certified. In 2012, 18% of the students got a certification while in 2014, 25% of the students were certified. According to English First (2017), the low level of English performance in Chile echoes a similar reality throughout Latin America. In contrast to Europe and Asia that always perform over the world average, Latin American countries are below the average. The only country in Latin America that possesses a rather high level of English is Argentina; the rest of the countries such as Uruguay, Brazil, Mexico, Peru, Ecuador, Chile, and Colombia have a low level. Moreover, English teachers in the Latin American region generally show a low level of performance with the exception of Costa Rica and Chile, where the majority of the teachers surveyed had a B2 or B2+ level in 2015.


  The Chilean Ministry of Education (MINEDUC, 2014), through PIAP and the academic standards for the country, stipulates that students enrolled in English teacher training programmes must reach the CEFR C1 level in order to obtain their teaching degree. Considering the low levels of linguistic competence students develop while in secondary school, this presents a huge challenge to students and teacher trainers. At Universidad Chileno-Británica de Cultura (UCBC), in which the present study took place, students must show a minimum of a CEFR A2 level to be accepted in the translation and English teaching training programme; therefore, there is a major challenge to help students in our English as a foreign language (EFL) context advance from an elementary level of English to a proficient and professional one within the 4½ year degree programmes.


  The research outlined in this article was carried out at the UCBC as part of an action research programme sponsored by the university in 2016 (see Burns, Westmacott, & Hidalgo Ferrer, 2016, for a description). The study was conducted with second year students enrolled in both the programmes of English teacher training and translation, and specifically in the course of British Studies I (BS1), which is compulsory for students of both programmes. This course has always been taught in English and its main objective is that students analyse and discuss the most important historical events within the context of British history and culture. Until this study, the summative assessments of the course required students to demonstrate their content knowledge and analytic skills in English, but did not involve any assessment of their linguistic or pragmatic competence. Similarly, teachers of this course noticed that students seemed to be somewhat relaxed about their use of English, both in class and in assessments. We believed then that if linguistic competence were included in the assessment, it would improve students awareness of language use and, consequently, linguistic competence. This is part of the rationale in content and language integrated learning (CLIL) models, such as the ones provided by Räsänen (1999) and Mohan and Huang (2002), who state that both language and content must be assessed in order to improve the learning process. This is also supported by Maggi (2011) who agrees that both language and content must be assessed, and the assessment instruments should be shared with students beforehand, as this is a better procedure to assess integrated competences (Barbero, 2012).


  Based on the belief and the scholarly evidence that students should improve their awareness of the language if they were assessed on their linguistic competence together with the content, we designed two rubrics that included both aspects. With the aim of investigating students learning experiences and their perspectives of such an approach, we asked the following questions:


  
    	Does the integration of the assessment of oral linguistic competence in BS1 have an effect on students language awareness?


    	What are students perceptions of the integration of the assessment of oral linguistic competence in the BS1 course with regard to its impact on their oral language production?

  


  Literature Review


  As was previously mentioned, the course on British studies is compulsory for second year students. Before this research was carried out, only content was assessed which, we suspected, resulted in a reduced focus on their language use. Based on the theory of CLIL, this research highlights the integration of both language and content, which states that language is learnt more effectively if there is a meaningful context, as in real life people talk about content they find meaningful and not about language itself (Snow, Met, & Genesee, 1989).


  In the typical academic context, the linguistic component and content are usually taught independently, and as has been noted (e.g., Dalton-Puffer, 2007), linguistic instruction alone is not usually as successful as hoped. The integration of both would favour motivation and real meaning, which is a condition for a more naturalistic approach to learning a foreign language. The pro-CLIL argument is that the curricula of the so-called content subject (e.g., geography, history, and business studies) constitutes a reservoir of concepts and topics, and which can become the object of real communication where the natural use of the target language is possible (Dalton-Puffer, 2007, p. 3). As a result, the possibilities of becoming more competent linguistically in English increase if such an approach is taken instead of merely assessing content. In a more CLIL oriented approach, both language and content become protagonists in the students learning process.


  Language Awareness


  Research has shown that the use of CLIL-based approaches in content courses helps students remain interested in the process of learning a language and, for that reason, their language awareness increases. Publications exploring this area reveal that CLIL-based instruction showed improvements in terms of linguistic accuracy (Lamsfuß-Schenk, 2002; Lasagabaster, 2008; Pérez-Vidal & Roquet, 2015; Ruiz de Zarobe, 2008) if contrasted with traditional instruction.


  As it is a key concept for our study, we will discuss some of the implications of language awareness. Language awareness is a persons sensitivity and conscious awareness of the nature of language and its role in human life (Van Essen, 2008, p. 3). Pedagogical approaches that aim at increasing language awareness seek to develop in students the capacity to observe the language rules and mechanisms; as a result, students can grow more interested in how language works (Hawkins, 1984). Van Essen (2008) adds that traditionally language awareness has been associated with the ability to know how the target language works at the phonological, semantic, and morphological level. Other studies (Papaja, 2014; Van Lier, 1995) have also established that language awareness may be a positive outcome of CLIL approaches.


  Language awareness requires development of different dimensions of language. Svalberg (2009) proposed a framework that includes three main areas, which contribute to the enhancement of language awareness: the cognitive, the affective, and the social domain. The first area is related to the ability to become aware of patterns, contrasts, categories, rules, and systems; thus, language learners need to be alert to and to pay focused attention to those aspects in order to construct or expand their knowledge of the target language. The second aspect, the affective domain, has to do with the development of certain attitudes, such as attention, curiosity, and interest; effective language learners display a positive attitude towards the language, a willingness to improve, and autonomy to overcome difficulties with tasks. Finally, the social domain refers to language learners ability to successfully and effectively initiate and maintain an interaction.


  These three domains combined may lead to the development of the language learners attention, noticing, and understanding of the target language (Lightbown & Spada, 2006). With that goal in mind, the intervention in the present study aimed to provide students with explicit, guided, and personalized feedback on their oral production so that they would become more conscious of all these aspects involved in learning a second language, and also to assist them in focusing attention on their less developed areas.


  Oral Language Production


  Since this study focuses on language awareness in relation to its impact on oral production in general courses that convey certain content through English, it is relevant to mention some essential features of oral production.


  Firstly, oral production is considered a difficult macro skill to master since it involves knowledge that goes beyond the linguistic aspects (Bygate, 2003; Pollard, 2008). In order to articulate a comprehensible utterance, language learners activate not only their morphological, phonological, and syntactic knowledge, but they also need to take into consideration the target listener or audience. This ability, or pragmatic competence (Bachman, 1990), can be a decisive factor at the moment of selecting words and adjusting the message. Considering this, we deemed it pertinent to include pragmatic competence in the assessment of this group of students oral production.


  It is also important to consider that oral production is affected by time factors. Unlike writing, when speaking we are making choices of words in situ; although a speech can be pre-planned, the responses from the audience cannot be controlled. However, and given the nature of oral production, communicative impasses can be overcome by using strategies such as redundancy, repetition, changing the rate of delivery or intonation, or the use of fillers, among other discourse strategies (Brown, 2001). The present study intended to evaluate the use of these strategies by giving the group of language learners two different assessments of their oral production: a more pre-planned instance—an oral presentation—and a more spontaneous instance—an oral interview—in which they could apply the strategies mentioned by Brown (2001). The pedagogical implications of this were that students improved their communication strategies and their pragmatic competences in the oral production in a course that had been originally planned to develop only critical and research skills.


  Integrated Assessment: The Rubric


  The main question we wanted to answer was how to make students more aware of their oral language production within a content course. Following a review of work by authors recommending CLIL-based approaches, we concluded that it was through assessment that we could help students become more aware of the language while they learned the content at the same time. In fact, some authors have argued that within a CLIL-based approach it is necessary to assess both language and content (Mohan & Huang, 2002; Räsänen, 1999). Also, Maggi (2011) recommends that the weight given to the content of the discipline and the language should be determined and shared with the students (p. 57). Similarly, Barbero (2012) states that: Assessment is fundamental to the success of CLIL, as in any other field of education, since we know that assessment guides learning and students end up focusing on what they are assessed (p. 38). Barbero also states that an appropriate tool to evaluate integrated competences in CLIL approaches are assessment rubrics. All the scholarly evidence supports the idea that including the assessment of both content and language in a rubric would help students become more aware of the linguistic competence in content courses, and their language learning would be consequently more effective.


  Barbero (2012) defines the rubric as a tool in the form of a matrix which is used to assess learners performance (p. 49). In a rubric, there are rows listing the characteristics of the performance that will be assessed, and in the columns, the descriptors indicate the qualities of this performance and their scores. The advantages of using a rubric in an integrated system are that it is possible to provide feedback for the students, it represents a guide for students and for teachers, and it also makes assessment easier as it becomes more objective. Barbero states that in CLIL the content and language can be integrated into one rubric where the two are correlated and combined thus providing a complete description of students competences. She also argues that for the language part of the rubric the scales of the CEFR can be useful. Taking this into consideration, the rubrics designed for the purposes of this research consider the CEFR scale for the language component of the rubric. This allows students to compare their performance in English in the course of BS1 and in the language course that uses the CEFR scale as well. Students who are doing the BS1 course are doing an English course aligned with B2 level in the CEFR.


  The rubric designed for this study is an analytic rubric that integrates both language and content. It contains the criteria or the characteristics of the task to be assessed, and the descriptors that provide the proficiency levels of the performance. There is also a rating score to measure the levels of performance. To design this rubric, it was important to keep in mind the learning goals of both the contents of the course of BS1 and the linguistic goals of the second-year students in terms of language. This is particularly important in CLIL, as Barbero (2012) suggests, as all the content and language elements are involved in evaluation.


  The steps we followed in the construction of the rubric considered the process elaborated by Barbero (2012) and Maggi (2011):


  
    	Identify the tasks that are typical of the subject;


    	Develop the set of standards consistent with the teaching objectives;


    	Identify the criteria and the essential elements of the task;


    	Identify competence levels for each criterion;


    	Find competence descriptors for each level and criterion;


    	Design the scores for the rubric.

  


  It is worth mentioning that the rubric design process described above also led us to consider two relevant aspects in any assessment experience: validity and reliability.


  To define validity, we have employed the definitions provided by Cambridge English Language Assessment (2016) since all the rubrics used in the language courses at the university in which this study was carried out use Cambridge rubrics as background models to build their own. According to Cambridge English Language Assessment, validity is generally defined as the extent to which an assessment can be shown to produce scores and/or outcomes which are an accurate reflection of the test takers true level of ability (p. 20). It is then connected to the inferences drawn from the test as appropriate and meaningful in specific contexts and, therefore, results retrieved from the test end in evidence from which certain interpretations can be made. Luoma (2009), in turn, defines reliability as score consistency. In short, this consistency refers to the degree to which an assessment tool produces stable and consistent results within a context and over time.


  Validity in Cambridge examinations considers content and context-related aspects such as profile of test takers, implementation of procedures to ensure that bias in test items is minimised, and the definition of task characteristics and how they are related to the skill being assessed, among others. As for reliability, some of the elements considered to ensure this aspect comprise criterion-related aspects (e.g., developing and validating rating scales, and having a rationale to make sure that test materials are calibrated so that standards are set and maintained), and scoring related aspects, such as investigating statistical performance of items and tasks to determine if they are performing as expected.


  The oral interview rubrics designed for the purpose of carrying out this project were inspired to some extent by the Cambridge English B2 speaking assessment scale in terms of some of categories and descriptors included (grammar and vocabulary, discourse management, pronunciation, and interactive communication), and procedures, by having two assessors in the oral presentation and an interlocutor and an assessor in the oral interview (Cambridge English Language Assessment, 2011).


  The Context


  As mentioned in the introductory part of this paper, this project was carried out with third semester students who were taking BS1. These students belong either to the English teacher training or to the translation studies programmes. These degree programmes have a formal length of nine semesters each. Therefore, by the time the students reach their second year or third semester, they have already been exposed to at least 432 English language teaching hours. Among the participants, 11 students were enrolled in the English teaching training programme (PEI) while the remaining 21 were part of the translation programme (TIE). This represents a total of 32 participants for the purposes of this research.


  The principle aim of BS1 is to help students analyse the main historical, political, and economic events that have taken place in Great Britain since early Celtic times to the Wars of the Roses. As described earlier, the course is taught in English but the focus has been mostly on the content and not on the linguistic aspect. Students meet twice a week for three hours of classes and they are assigned certain reading material from the Illustrated History of Britain (McDowall, 2008), and The Oxford History of Britain (Morgan, 2010).


  Before this action research project was conducted in the first semester of 2016, in terms of assessment, students were asked to carry out an individual presentation on different topics and they were assessed through a rubric that used seven criteria (introduction of the topic; knowledge of the topic; ability to engage and involve the audience; suitability of presentation for purpose and audience; voice: clarity, pace, and fluency; vocabulary: sentence structure and grammar; and pronunciation) with a maximum score of 70 points. Scores were placed at three levels: below expected level, allotted 1-3 points; at expected level, given 4-5 points; and above the level category allotted 6-7 points. The emphasis of the assessment was on content and only 20% of the rubric was devoted to assessing the linguistic aspect. The correct use of the target language played a minor role in the former rubric; therefore, it did not include detailed band descriptors to guide the assessor or to help students focus on specific areas. Thus, most of the students turned to their mother tongue whenever they felt unable to express themselves in English and that barely affected their final mark. For this reason, we wanted to explore whether a formal stage of preparation on two assessment instruments could improve the students oral performance, and determine if raising awareness of the rubrics and the linguistic elements to be tested had an impact on the oral production of this group of students in this content subject.


  Procedures


  This action research study followed a mixed methods design. The data collection and the subsequent analysis included both quantitative and qualitative sources; the former were gathered through the use of performance instruments, that is, the two rubrics, whereas the latter considered text information collected through a questionnaire. Thus, the data collection process comprised three instruments: two rubrics to assess oral performance and one questionnaire. This approach allowed for the integration of several sources of data in order to have a better understanding of the issue (Creswell, 2003).


  The first rubric (see Appendix A) was used during the first two months of the semester to assess individual presentations; in this activity, each student was required to prepare a 15-minute presentation on a topic related to the contents of the BS1 course. Since it was the first time they had been assessed using this rubric, they were gradually introduced to the instrument before the round of presentations started. First, they were shown the rubric, then, every category was analysed with the students and explained in detail; afterwards, they had the opportunity to try out some criteria of the rubric in short activities done in classes, and finally they used the complete instrument to assess a 15-minute presentation carried out by one of the researchers. This process took place over approximately six classes, which represented about three weeks, and aimed at both familiarizing students with the instrument, and guiding their awareness of what they were expected to display in each presentation. During each of the students presentations, two researchers were present using the rubric independently, so that results could be compared and a more objective assessment of the performance could be obtained. During the following class, students received oral feedback and a marked copy of the rubric.


  This first instrument encompassed four categories: Presentation strategies (20 points), British Studies content (40 points), Linguistic competence (30 points), and Pragmatic competences (10 points), so the maximum score for this rubric is 100 points. The categories are explained below:


  
    	Presentation strategies: This category aims at assessing the skills each presenter displayed when carrying out their oral presentation. It is subdivided into two subcategories: audience and eye contact. The former refers to the capacity to adapt the presentation according to the audience; it also refers to the ability to include facts or information about the topics that might keep the audience interested. The latter refers to the capacity to monitor the audience efficiently as a whole and make changes or variations accordingly.


    	British Studies content: This category assesses the command of the content presented by the student. It is subdivided into four subcategories: historical evidence, opposing opinions, conclusions, and historical facts. Historical evidence refers to students capacity to select accurate information for the presentation; the second subcategory assesses the ability to analyse historical information from different points of view. The third one assesses students reflections and the ability to draw general conclusions based on the topics presented. Finally, historical facts category assesses further interpretation or arguments on historical facts.


    	Linguistic competence: This category comprises three aspects: grammatical competence, lexical and semantic competences, and phonological competences. The first one assesses the students control of simple and some complex grammatical forms; the second one assesses students use of vocabulary and accurate word choice; and the third one assesses the appropriate articulation of individual sounds.


    	Pragmatic competence: This area is made up of one subcategory called discourse management, which refers to the students ability to combine ideas using linking words.

  


  The questionnaire was applied after the round of presentations was over; students were asked to complete an online survey in order to gather their perceptions of the rubric. It aimed to reveal whether the rubric had been useful for them in preparing their presentations and if it had helped them identify weaknesses concerning linguistic and pragmatic aspects. This semi-structured instrument consisted of 18 questions divided into three sections: content, organization, and usefulness of the rubric. Each of the sections contained up to seven closed questions with a Likert scale and one open question which aimed at gathering suggestions to improve the rubric in future assessment.


  The second rubric (see Appendix B) was used to assess an oral interview at the end of the semester. In this activity, students had to answer questions about the contents of the course (BS1). The task required students to talk both individually and in pairs about selected topics. The examination format resembles a Cambridge First Certificate of English (FCE) oral interview, including a warmer, individual questions, and pair interaction; this interview lasted about 12 minutes each pair. This format was chosen for two reasons: first, third year students use textbooks and materials in the UCBC language courses that prepare them to take the FCE examination and their level of English is expected to be B1+; second, the students are already familiar with the format of this type of examination. Since the second rubric was very similar to the first rubric, only one class was devoted to explaining the rubric and its requirements before the examination period started. During the oral interviews two researchers were present and used the instrument to assess individual performance. The week after the examination period, students received individual feedback and a copy of the rubric containing the final mark.


  As previously stated, the rubric constructed for the assessment of this task was similar to the rubric designed to assess the oral presentations. They have in common three of the categories: British Studies content, Linguistic competences, and Pragmatic competences; thus, the similarities of the rubrics allow for comparison and contrast of the results. The only category that was not considered here was the presentation strategies because of the nature of the second task. The total score of this rubric is 80 points.


  The process of data analysis comprised a detailed examination of the results obtained by the students in each of the components of both rubrics and took into account their opinions stated in the questionnaire. Thus, in order to analyse the quantitative data we added up the scores obtained by each student in both rubrics although considering the content and the linguistic part separately; after that, results were compared according to the different categories and the descriptions. The qualitative part, on the other hand, was provided by the identification of recurrent themes which appeared basically in the answers from the questionnaire; these answers allowed us to classify students opinions in regard to the intervention.


  Findings


  This research process led us to the findings discussed separately in the following section.


  Language Awareness


  As previously stated, the intervention process began before the assessment period; therefore, it could be expected that since students knew beforehand what was going to be assessed, their grades would be above the passing mark; the results achieved in both assessments: the oral presentation (OP) and the oral interview (OI) in BS1 confirmed such. On a scale of 1 to 10, with 10 being the maximum score, the overall results show that in terms of grammatical competence, the average was 7.6 in the OP while it reached 7.4 in the OI; regarding lexical and semantic competence the average of OP was 8.5 while the OI was 7.9. The average in the phonological area was 7 in the OP and 7.6 in the OI, and in terms of the pragmatic aspect, both assessments showed an average of 7.5.


  Figure 1 provides a summary of the results in each of the assessed areas.


  Figure 1. Comparison of Oral Presentation and Oral Interview Results


  [image: ]


  As Figure 1 shows, the average of all the scores of the participants in the study is high. This finding suggests that students performed well in both assessments, which we believe can be explained by the use of the rubric and its linguistic aspects making them more attentive to the language they used. This attentiveness to patterns, contrasts, categories, rules, and systems of the language is what Svalberg (2009) refers to as a cognitive domain of language awareness.


  The Oral Presentation


  Table 1 is included as a way of illustrating the results obtained. This shows the scores given independently by the two researchers who were present at the students presentations. This sample considers the scores of five randomly chosen participants. This comparison helped to validate the rubric, since the scores assigned by each researcher are quite similar.


  Table 1. Sample Scores in Oral Presentation
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  In the case of Participants 1 and 2, who scored the highest, their main errors were in the phonological aspect such as the production of some phonemes like /f/ or /s/; and the pronunciation of /t/ at the end of the regular verbs. There seem to have been fewer problems in terms of grammatical competence or lexical and semantic competence, which means that at least in the case of these students they appear to have reached a high degree of awareness of how language works in terms of grammar and lexis. However, in the case of Participants 3 and 5, the major problems were in grammatical competence because they still produced sentences with several elementary grammar or structural mistakes such as omission of -ed endings in the regular past tenses and extreme hesitation which made their speech difficult to follow.


  The feedback on the students performance was carefully provided one week later by the researchers in an interview that took at least 15 minutes per participant. Along with acknowledging their achievements, they were also informed in detail about the linguistic problems that had appeared during the oral presentations. They were also given some suggestions for improvement; some of these activities involved writing sentences to use problematic words, or reinforcing structural areas through grammar activities, or recording another presentation so that students could listen to themselves and monitor their errors. In the questionnaire used later, 94% of the participants agreed that the feedback provided by the researchers had been very appropriate and useful and had helped them become more aware of the linguistic elements in the BS1 course.


  The Oral Interview


  The oral interview was assessed at the end of the semester and Table 2 illustrates a sample of the scores given by two of the researchers independently to the same five participants.


  Table 2. Sample Scores in Oral Interview
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  As with the oral presentation rubric, the scores provided by the researchers were quite similar, having differences of no more than 1 point. These results were slightly higher than those from the oral presentation, suggesting that students might have become more aware of the linguistic aspect because they were more careful with their grammar and vocabulary in this second assessment. They chose their words and expressions more carefully and tried to be more fluent and less hesitant.


  Only Participant 4 had problems with the -ed endings as she did not use them to refer to past events; the majority of the mistakes for all five students occurred at the phonological level with the mispronunciation of phonemes; misplaced stress in words like catholic, mythological, understand, important, and in terms of discourse management the main problems were the use of connectors that either were too simple (e.g., but, and, or instead of however, moreover, either...or) or were absent. However, all the participants were less hesitant and showed more confidence.


  As with the oral presentation, individual feedback was provided by the researchers so that students could become more aware of the linguistic aspects.


  Questionnaire


  This instrument gathered information on the students opinions about the use of the first rubric. It consisted of rating scale statements aimed at determining their perception towards the content, organization, and usefulness of this instrument, as well as open questions for students to make suggestions about other aspects that they would include in future oral assessments.


  Concerning the content of the rubric the majority of the students claimed that they perceived this instrument to be very appropriate (61%) or appropriate (36%), with only one student out of 32 considering the content of the rubric to be inappropriate (3%). Three students suggested that the rubric for the oral presentations should also evaluate the quality and appropriacy of the audio-visual materials used.


  Regarding the organization, again most of the students considered the instruments very appropriate (54%) and appropriate (45%), whereas 6% of the sample described the layout as inappropriate. When asked if they would change the organization of the rubric 87.5% answered No, with only four students (12.5%) suggesting change.


  Finally, concerning the usefulness of these two instruments, when students were asked whether the rubrics helped them to increase their awareness of the language used in oral assessments 78% agreed, 19% partially agreed, and one (3%) disagreed. When asked whether the rubrics helped them identify weaknesses and strengths in the target language most of them agreed and partially agreed (76% and 21% respectively) and 3%, or one student, disagreed. The last question aimed to determine if students thought that other courses from their programs should include assessment of the target language in oral presentations; 87.5% of the interviewees agreed, whereas 12.5% thought that the use of English should not be assessed in oral presentations.


  Discussion


  As mentioned earlier, the purpose of this study was both to determine the effect of integrated assessment on students language awareness and explore students perceptions concerning this matter.


  The findings showed that students appeared to become more aware of the language aspects, including linguistic and pragmatic competence in the BS1 course. This finding is supported by the responses in the students questionnaire. Most of them perceived the use of the rubrics and the feedback provided by the researchers as useful tools to evaluate both the content and linguistic aspects in oral tasks, giving them insights into the areas on which they should centre their attention to improve their performance in English.


  It is also worth mentioning, however, that the rubric used to assess the oral presentations needs to be revised in order to determine the incorporation of other elements such as quality and pertinence of the audio-visual materials, as suggested by the subjects of the study, or the dependency on notes. We observed that some students relied substantially on their notes while presenting; this issue can undoubtedly affect a valid assessment of the oral performance, since they are not producing language by themselves, but rather reading out loud prepared notes which are unlikely to reflect their actual performance.


  Although this study considered integrated assessment and language awareness in only one course, BS1, we strongly believe that if other courses, which are also taught in English, could incorporate linguistic aspects in their assessments, the associated language skills of the students could be improved. It would require collaborative work among all the teachers in order to first, design suitable rubrics for each course, and second, determine a set of actions to familiarize students with the instruments before the assessments.


  The possibility to carry out this research gave us the chance to reflect on our teaching practice as students made some valuable suggestions. One of the most interesting is recording students performance which they perceive as a key element to become more confident in the language. Apart from this, it has given us the chance to reflect on the assessment process that has been carried out at the university so far. We have realized it does not always include students to the point of making them active participants of their own evaluation. In fact, the number of students who still perceive evaluation and assessment as punishment instead of a proper opportunity to learn is not small. Changing the minds of both teachers and students regarding assessment is an interesting insight that has come out of this project.


  Finally, it is also worth mentioning that this may have implications as regards the way students are learning English at schools in Chile. Except for the bilingual schools, most of the public and subsidised schools have only a linguistic approach to the teaching of English and not a content approach. We strongly believe in the CLIL rationale that teaching English within a context can improve the linguistic awareness of the students. This could make a difference in the poor levels of performance that Chile has experienced on the standardized tests. A policy in this aspect should consider both the introduction of content taught in English at schools, and reconsider how assessment is being carried out to involve students more thoroughly in their learning process.


  Conclusions


  According to the analysis of the results and considering the research process, a number of conclusions can be drawn. First, it appears that integrated assessment benefited both the oral linguistic competence and awareness of the students. Since it was the first time students were assessed using these instruments, the intervention period was of paramount importance. Introducing them to the rubrics as well as giving them the opportunity to try them out themselves in different activities led the students to a better understanding of the requirements of the tasks and provided them with valuable insights into their weaknesses and strengths when it comes to oral performance. The task results suggest that the intervention not only empowered students to take responsibility for their own learning, but also helped them to self-direct their efforts in order to achieve the desired competences.


  Secondly, in the questionnaire students expressed their appreciation of the specific feedback provided after both assessments and the explicit introduction to the rubric; most of them asserted that these two aspects helped them become more aware of the linguistic part of the course. They valued the fact that they received written feedback giving accounts of their potential areas for improvement in a course that was not specifically intended to be a language course. This had never been done before because all the feedback students used to receive was in terms of their content knowledge and not about the language.


  Finally, we believe that raising awareness of the language in content courses reinforces the rationale behind the CLIL approach which states that students will learn a foreign language if it is presented and practised in meaningful contexts rather than just linguistic settings. If the target language is considered as part of the assessments in content courses such as BS1, students are likely to pay more attention to it. Our study validates the research conducted by Barbero (2012) as part of the three-year AECLIL project in Europe in terms of the relevance of rubrics to assess both content and language, as this is a key element in all the approaches based on CLIL rationale. For the university and for the teachers it has meant a revision of policies in terms of assessment of content courses taught in English which has facilitated making decisions. It also validates the experience described by Carloni (2013) with the CLIL learning centre at the University of Urbino, and Pérez-Vidal (2015) as part of her experience of CLIL or ILCHE as this approach is preferably called in higher education, as an instrumental role to promote bilingualism, mobility, and internationalisation.
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  This action research study examines the effect of self-evaluation on grammatical range and grammar accuracy on the English speaking performance of 27 foreign language university and pre-university students enrolled in three different language centers, in three different cities in Colombia. Participants were asked to record themselves answering different IELTS-type tasks for four times during a 6-week period and score and reflect towards their performance using IELTS-type analytical scoring rubrics and journals. Researchers used journals to register impressions, thoughts, and judgments observed during the process. The findings led to conclude that learners highly benefit from applying self-assessment techniques using videos of their production and a language benchmark to compare with in the improvement of their oral language accuracy and grammatical range.


  Key words: Grammatical range, oral language accuracy, self-assessment, videos.

  


  El presente estudio de investigación acción examina el efecto que tiene la autoevaluación sobre el rango y la precisión gramatical en la producción oral de 27 estudiantes universitarios y preuniversitarios matriculados en tres diferentes centros de idiomas de Colombia. A los participantes se les pidió que se grabaran, calificaran y evaluaran mientras respondían diferentes tareas similares a aquellas del examen IELTS cuatro veces, durante un período de seis semanas, implementando rúbricas de calificación tipo IELTS. Por su parte, los investigadores usaron un diario para registrar impresiones, pensamientos y juicios observados durante el proceso. Los hallazgos llevaron a concluir que los estudiantes se benefician enormemente de la aplicación de técnicas de autoevaluación, utilizando videos de su producción oral y un referente lingüístico comparativo en la mejora de la precisión del lenguaje oral y rango gramatical.


  Palabras clave: autoevaluación, precisión del lenguaje oral, rango gramatical.

  


  Introduction


  This research project aims to investigate how learning and being competent in English as a foreign language (EFL), specifically in the speaking domain, can be achieved by designing a teaching framework based on fostering in students the necessary abilities to carry out self-assessment of their speaking production, and hence, triggering the necessary devices to develop more autonomous, self-directed, and better language learners.


  Aspects of self-assessment are primarily associated with the autonomy and self-directedness a language learner can display in learning settings. As self-directedness is a common trait of adult learners (Jarvis, 1985), this research focused on university English language learners enrolled in the language centers of Universidad Surcolombiana, Universidad de Ibague, and Universidad EAFIT. This allowed finding language learners whose level of motivation was not necessarily bound to extrinsic motivational factors such as a passing grade or graduation requirements, but to intrinsic factors such as personal and professional rewards that come with being fluent in English.


  Theoretical Framework


  This section comprises the pedagogical and theoretical pillars of the research, and it includes an objective analysis of previous work on the area of self-assessment of foreign and second languages. We first explain how the concept of self-assessment is interwoven with those of oral accuracy and oral grammatical range as well as its impact in the consolidation of the speaking domain in a second language, closing with a brief justification of the use of video in the implementation of pedagogical practices related to second language learning.


  Self-Assessment


  According to Chalkia (2012) self-assessment is the capacity that a person has to judge his/her performance and to make decisions about him/herself and his/her abilities. Other authors such as McMillan and Hearn (2008) have also asserted that self-assessment stands alone in its promise of improved student motivation and engagement, and learning (p. 1). Self-assessment is more accurately defined as a process by which students: 1) monitor and evaluate the quality of their thinking and behavior while learning and 2) identify strategies that improve their understanding and skills (p. 40). Therefore, for the purpose of this research, self-assessment is defined as the process by which students emit judgments of both the process and the outcomes of their linguistic products, comparing the results against defined criteria resulting in a conscious evaluation of where they are and the learning path to be followed in the journey of reaching the goals established by the criteria.


  A term used commonly but erroneously when addressing the issue of self-assessment is self-monitoring. Shunk (as cited in McMillan & Hearn, 2008) states that self-monitoring is a constituent element embedded in the process of self-assessment as a necessary skill for effective self-assessment that involves focused attention to certain aspects of behavior or thinking. Another important element associated with the process of self-assessment is that of self-judgment. Self-judgment is the capacity of identifying and judging the progress towards the targeted performance (McMillan & Hearn, 2008); this judgment produces in students a significant idea of where they are, what they know, and what they still need to learn (Bruce as cited in McMillan & Hearn, 2008).


  Implications of self-assessment in the classroom can also be recognized. In light of metacognition, which involves the capacity to monitor, evaluate, and know what to do to improve performance as McMillan and Hearn (2008) have claimed, self-assessment activates the necessary internal mechanisms that includes conscious control of specific cognitive skills such as checking understanding, predicting outcomes, planning activities, managing time, and switching to different learning activities (p. 42). These skills are positively related to increasing achievement and, most importantly, such skills can be taught to students (Shunk, 2004). Three particular elements can be associated with the benefits that self-assessment brings to the learning-teaching process within and beyond the classroom (McMillan & Hearn, 2008). When teachers and learners establish clear learning goals and articulate evaluative criteria that enable students to access to their own work:


  
    	English language learners actively engage and participate in the learning process and become more connected to the learning outcomes.


    	Self-assessment promotes scaffolding as teachers learn to pass the responsibility of evaluation to their students and this action includes pedagogical practices such as modeling, goal setting, evaluation, strategy adjustment, and reflection.


    	Also, self-assessment increases motivation and engagement when students believe that they can successfully complete a task.

  


  Self-assessment of speaking skills is an area that is still in debt of providing practitioners with more empirical evidence that supports its effectiveness and sheds light on how to implement it in the classroom (Castañeda & Rodríguez-González, 2011). However, there are sources that orient the methodology that should be considered when implementing self-assessment in teaching practices, especially carried out by training students on how to do it. Castañeda and Rodríguez-González (2011) assert that in order for self-assessment to be successful and produce desirable outcomes, guidance and explicit awareness through training intervention are required. Several other researchers stress the importance of creating classroom practices that foster training students in the essentials of self-assessment for increasing its effectiveness. Researchers like AlFallay; Chen; Orsmond et al.; Patri, Stefani, and Taras (as cited in Castañeda & Rodríguez-González, 2011) demonstrated that in order to boost the efficacy of self-assessment and involve students in the evaluation process to activate long term learning, factors like intervention and feedback, practice, clear criteria, and training should be taken into consideration. They also investigated the methodology to be used when undertaking the endeavor of training students in how to conduct self-assessment. They claim that before actual assessment takes place, training, using a tutorial or workshop, should be developed in order to improve students understanding of the criteria, and thus enhance students assessment quality. Wiggins (1993) used examples of previously marked products for class discussion and analysis; and, despite coming from the research field of writing, scholars have argued that teacher intervention is determinant to successfully involve students in the self-assessment process (Min, 2005; Stanley, 1992).


  The Speaking Skill, Oral Accuracy and Grammatical Range


  According to Bygate (2006, 2009), De Saint-Léger (2009), and Shumin (1997), speaking entails a complex and unique cognitive processing task that is difficult for second language learners to accomplish. Speaking requires the learner to construct meaning by producing information while employing effective linguistic, non-linguistic, and contextual parameters such as language control, body language, and interlocutor-receptor relationships. Given the aforementioned, scholars agree on the importance of speaking as a pivotal skill in language learning and, hence, of its importance (Cohen, Weaver, & Li, 1995; Hughes, 2013; Martínez-Flor & Usó-Juan, 2006; Shumin, 1997).


  The speaking skill must be analyzed from their three main dimensions of performance (Skehan, 1996): accuracy, complexity, and fluency. In his article, Skehan (1996) identifies accuracy as concerned with a learners capacity to handle whatever level of interlanguage complexity she has currently attained (p. 46). Based on this account, an English language learner who is trying to produce language that is more accurate will notice positive results in terms of his or her performance in the foreign language, as it becomes automatic due to the controlled nature of the linguistic features associated with speaking. Hence, accuracy is considered to be essential for the language to become automatic (Ahmadian & Tavakoli, 2011). As such, for the purposes of this research, the speaking skill is analyzed considering grammar accuracy and grammatical range.


  The level of proficiency in speaking is, besides being determined by its cognitive demand, influenced by other factors amongst which we can count self-confidence and anxiety, as stated by Castañeda and Rodríguez-González (2011). De Saint-Léger (2009) states that over time, as anxiety decreases, self-confidence increases since learners perceive themselves as capable of performing a task, making the assertion that this inverse relationship prompts teachers to assist L2 learners in developing self-confidence and a sense of achievement (Graham, 2004). Self-assessment fosters self-confidence and, hence, enhances speaking production, which has been documented by De Saint-Léger (2009) when she claims that the self-perception developed by means of implementing self-assessment techniques evolves as positive outcomes in relation to L2 vocabulary, fluency, and self-confidence in speaking, establishing a direct connection between the benefits of self-assessment and the enhancement of the speaking skill.


  It is also necessary to remark on the importance of oral production for learners when it comes to mastering a wide array of grammar structures. As Swain (as cited in Gómez, 2014) argues, if learners are given the opportunity to practice language structures naturally in order to achieve grammatical competence, their production will likely be increased and it will also aid acquisition (p. 54). The oral language outcomes that are envisioned to display improvement due to a controlled, though automatic use of grammatical structures, are framed in the task students are set to execute, and that task should elicit the expected linguistic features (accuracy and fluency) in a standardized environment. Although participants are prompted and given time to plan their answers in the speech drafts, they might eventually incorporate abilities acquired during the stages of these tasks in their daily-life oral production.


  According to the English Language Testing System Handbook (IELTS, 2007), grammatical range and accuracy refers to the range and the accurate and appropriate use of the candidates grammatical resource (p. 12). One of the purposes of the current academic intervention is to expand the grammar structures employed by learners in their discourse; therefore, it is fundamental to define the most relevant elements of grammatical range and accuracy. They are then the pedagogical and theoretical pillars to sustain this research.


  Video Speech Drafts in Learning Environments


  Canning-Wilson (2000) defined video recordings as the selection and sequence of messages in an audio-visual context (p. 36), and added that video technique is, best-case scenario, characterized as the determination and arrangement of messages in a varying media setting. Austin and Haley (2004) argue that the educator who uses videos in the classroom permits second/foreign language learners the opportunity to view and effectively participate in lessons. Videos can be controlled; students can pause and rewind them in order to understand and/or listen again. In his studies, Hobbs (2006) suggests that videos increase motivation and boost language learning due to their capacity to catch students attention.


  Research Question


  For this study we attempted to answer this research question: Does self-assessment of video speech drafts improve speaking grammatical accuracy and range in B1 learners? This research concentrated on answering this question as we, teacher-researchers, are convinced that the speaking domain concerns one of the highest expectations second language learners have, which is to be able to fluently and clearly communicate their thoughts in an oral way (Young, 1990).


  Method


  We determined that the best course of action was using a research design which would respond to the context in which researchers were immersed in, that is, action research. Action research is the disciplined process of inquiry, conducted by those taking the action (Sagor, 2000); in this case, the researchers/teachers. Action research then presents itself as the most adequate approach to conduct the research as it allows the practitioners to be engaged in a research process with all the canonical tenets that need to be followed, but addressing a specific classroom situation, allowing for a simpler, yet sound framework to conduct the process. To produce results that were reliable and that effectively and objectively answer the research question, a combined approach to research was considered that would effectively analyze both quantitative and qualitative results. In this sense, research was designed to provide qualitative results in the form of students and researchers comments, judgments, and appreciations during the process and analyzed by searching recurring themes within the data previously collected. In the same vein, we foresaw the production of quantitative data related to the frequencies, means, and statistical deviation of the results yielded from the application of the experiment, and that were statistically analyzed to offer a correlation between both the quantitative and qualitative data and, in our doing so, being able to provide sound and reliable answers to the research question.


  Researchers also generated conditions for learners to produce language orally by developing a task based on the one used in IELTS (International English Language Testing System) when evaluating speaking. IELTS speaking tests are normally an encounter between one candidate and one examiner and are designed to take between 11 and 14 minutes. During this test, three stages are developed: introduction, individual long turn, and two-way discussion. Researchers have selected the second moment of the exam, individual long turn, as the framework for performance, since it has been observed that it contains the required features for the intervention: grammatical range and accuracy. According to Seedhouse, Harris, Naeb, and Üstünel (2014), in long-turn tasks the candidate receives a card and is asked to orally respond to it. The candidate is given a minute to plan and two minutes to speak. In order to collect data in a reliable manner, researchers have opted for giving participants one minute to plan and one minute to produce.


  Participants


  27 students from the three institutions, 14 men and 13 women were chosen as they are part of EFL classes the researchers were teachers from. All of them have studied in the Language Institutes for at least one and a half years and take five, 100-minute sessions of English lessons per week. Their overall proficiency level is B1 according to the Common European Framework of Reference (CEFR). Their ages range from 17 to 27 years old: 34% are between 17 and 20, 48% are between 21 and 24, and the other 18% are between 25 and 27 years old. Most of them are digital natives and the others are digital immigrants (Prensky, 2001), meaning that all of them use technological devices and are acquainted with social media and web tools.


  Materials


  In order to collect the data in this study, information on the students self-assessment process was gathered and analyzed to determine to what extent self-assessment traits influenced their oral ability, specifically in grammar accuracy and grammatical range. The study was designed to be developed in four stages to cope with the four conditions suggested by Ross (2006) to carry out an appropriate self-assessment process:


  
    	Define the criteria by which students assess their work.


    	Teach students how to apply that criterion properly.


    	Give feedback on their self-assessment.


    	Help in using self-assessment data to improve their performance.

  


  Data Collection Instruments


  Based on the research question, researchers considered it pertinent to collect both kinds of data: qualitative and quantitative. Qualitative due to its suitability in knowing students perception in the use of self-assessment and to evaluate the effectiveness of the training model implemented; and quantitative to measure their progress in grammatical range and accuracy when speaking. Next, we give a description of each of the data collection instruments.


  Pre-Test and Post-Test


  One pre-test and one post-test related to oral production were developed in order to measure learners initial and final level of oral ability in terms of accuracy and grammatical range. The task performed by the students was based on the IELTS Speaking Test, Part 2, in which students have one minute to prepare a 2-minute dialogue about a topic prompted by a card. For this study, the task was shortened giving students one minute to prepare and 1-minute to speak. Students performance on each test (pre-test and post-test) was assessed by the teacher-researchers using an adapted version of the IELTS rubric (see Appendix). Researchers adjusted the rubric, so that only grammatical range and accuracy were assessed by it, designing a scale from 1 to 5, being 5 the highest score.


  Semi-Structured Interviews


  Two semi-structured interviews were applied along the research project, one during the first stage whose objective was to recognize students background knowledge of the concepts of self-assessment, oral accuracy, and grammatical range; a second interview was administered right after the last recording took place aimed at identifying what students understanding of the same concepts applied in Interview 1 was, and how they, the students, had changed during the research process. The main purpose was to gather information about students thoughts regarding the adoption of self-assessment strategies and their effect on their learning process. Each interview consisted of a total of 20 questions, ten open and ten closed questions and took approximately 10 minutes to answer. The teacher-researchers applied individual interviews using participants L1, with the purpose of getting more objective and accurate answers.


  Teachers Journals


  Along the study, we wrote our insights about the process in a journal. We completed an adapted version of the field notes template designed by Acero (2012) and implemented by Centeno, Montenegro, Montes, and Rodriguez (2013) in their research study. The template encloses questions related to students reactions towards the use of video recordings, attitude towards the self-assessment strategies implemented, learners participation in the tasks, and weaknesses and strengths experimented during the study. The aim of this instrument was to collect our insights along the process, and triangulate the information with the one provided by the students in their journals and in the interviews.


  Students Journals


  They served as the instrument students used to write their thoughts about the application of self-assessment techniques to the video speech drafts recorded during the training intervention. This activity was guided by a set of questions that helped students reflect upon their oral proficiency in accuracy and grammatical range, as well as feelings about the application of self-assessment as a strategy to improve their oral competence. The students were given a journal model consisting of five closed questions with the possibility of complementing their answers in a comments section; participants were asked to write their entries right after each evaluation of their video recordings.


  Video Recordings


  Subjects video recordings were the main source of data for analyzing oral production. Subjects recorded themselves at different stages (see below) to register and evaluate their performance and construct the path of improvement that would take them to an evidential enhancement of their oral performance.


  Intervention Procedure


  We designed an instructional device to provide learners with fundamentals of self-assessment, grammatical range, and accuracy as well as a detailed session to instruct learners on how to implement Mailvu, the online tool selected to video-record students spoken production, due to its practicality and facility to use.


  The process of the intervention consisted of a sequence of nine stages as follows:


  Stage 1: Self-Diagnosing and Sensitizing


  In the first stage of the interventions students were required to reflect upon their spoken production abilities; to do this, learners were given a KWL form (What I know, what I want to know and what I learned) to elicit the features of grammar they effectively use when speaking. Prior to the completion of the form, learners and researchers undertook a brainstorm methodology to focus on the grammar forms students had been previously exposed to; in this manner, participants would have a better foundation of what items to include in the form. The KWL form gave us evidence of the extent to which learners were aware of their own needs regarding oral production in terms of grammar accuracy and grammatical range.


  Stage 2: Grammar Features Analysis


  After learners were exposed to the strategy to be used and reflected upon their own grammar needs for oral production, they were engaged in analyzing the grammar features of video samples provided by us. Teachers and learners watched two videos from YouTube of candidates performing the long turn task of IELTS, one posted by the AcademyEnglishHelp (2014) and the other by Fardin (2011). We paused the video at specific moments to identify the grammar features the candidates used when speaking plus we prompted learners to detect the possible candidates strengths and weaknesses when speaking. We and the learners observed samples of two rubrics to assess the grammatical range and grammar accuracy of candidates undertaking the long turn task of IELTS. The first rubric is the one used by IELTS and the second was designed only to correlate the results of the two rubrics. The purpose of observing the rubrics was to give learners clear models of grammar that could be identified when judging the candidates performance.


  Stage 3: Awareness of Expected Performance


  Unlike previous stages, this phase focused on modeling the type of performance participants were expected to achieve taking into consideration their level of proficiency. For this stage, learners were prepared to identify the features of the desired performance in the IELTS long turn task. During this phase participants and researchers analyzed two videos of candidates carrying out the long turn task of IELTS and focused on the grammar elements that a Band 3 and a Band 61 candidate applied during the test; these levels were selected as models of poor and expected performance for learners. While observing the videos, learners and researchers applied the adapted rubric to assess oral production in grammatical range and grammar accuracy. This analysis enabled learners to reflect on the needs they had in order to improve their oral production, having as a reference a model of speaking to follow; it also empowered learners to assess a task similar to the one they were to undertake, supported by a rubric.


  Stage 4: Practice


  We designed prompts similar to the ones that are used in the long turn task of IELTS and gave learners different opportunities to plan and produce language using them. Learners were asked to work individually and were required to record their performance using their mobile phones, tablets, or any technological device that permitted them to record their speaking; once learners had recorded their videos they were analyzed using the rubric. Afterward, learners were given new prompts and were asked to work in pairs; in this opportunity learners helped each other rank their performance using the rubrics.


  Stage 5: Identifying the Gap


  In this stage learners analyzed their own videos with the purpose of identifying the grammatical range and grammar accuracy, elements that they had in common with the samples that had been shown in previous stages. During this stage, participants identified how the mistakes they made in their videos affected the message they wanted to convey; researchers reviewed with students some basic and complex grammar structures in order to expand their options when speaking and to avoid mistakes that had been common among participants. Learners and researchers organized and consolidated the findings of this analysis in their journals.


  Stage 6: Strategies to Improve


  Learners socialized the content of their journals in class and brainstormed to seek possible solutions to the issues they encountered in their productions. Learners received training on how to record their own videos using the tool Mailvu. We selected Mailvu due to the facility this website offers to record and share video messages; moreover, this tool can be used for free.


  Stage 7: Resources to Improve


  We gave learners instructions about how to proceed to record a new video, using a prompt that contained a topic similar to the ones used in IELTS long turn tasks; these tasks usually ask candidates to plan a talk about a specific subject. Once videos were recorded, every learner was asked to observe and assess his or her performance by applying the same rubric designed for the task and that had been employed in previous stages. Upon completion of the recording, learners were asked to assign a mark to their performance in grammatical range and oral accuracy, then, learners created a new entry in their journals, in which they described the experience of applying the rubric to self-assess their performance.


  Stage 8: Speaking Task


  Learners were given instructions to work on a new video speech draft; on this occasion learners were assigned a new prompt to perform the long turn task. Then learners recorded the video and assessed their product; learners sent their videos and rubrics to researchers via email by sharing the link of the video retrieved from Mailvu and attaching their rubrics.


  Stage 9: Comparing Assessments


  We assessed the video drafts submitted by participants and applied the rubric designed to assess their performance focusing on grammatical range and accuracy. This phase allowed us to contrast and compare the self-assessment process undertaken by participants with the assessment done by researchers; this process was crucial to determine the weaknesses and strengths of learners to self-assess their performance. We also conducted an analysis to determine to what extent the oral production of learners had improved in terms of grammatical range and accuracy. Conclusions and observations of the self-assessment and videos of learners were socialized and discussed in plenary, so participants could have a clear grasp of what positive and negative aspects were encountered. Stages 8 and 9 of the intervention were repeated to give students the opportunity to be familiarized with the procedure.


  Results and Data Analysis


  Both quantitative and qualitative data were collected and analyzed in order to fulfill the objectives of this research study. Quantitative data were gathered through the numerical scoring of the oral production rubrics applied in Stage 9 of the pedagogical intervention; whereas qualitative data were examined following coding procedures for detecting salient themes from the collected information as proposed by Burns (2009), who suggests to identify the relevant topics that repetitively appear in the voice of participants collected in their journals and through interviews. Categories and sub-categories were organized to summarize and classify the collected data.


  We revised the data collected from the 27 participants samples, then categories and sub-categories coding procedures, as suggested by Burns (2009), were applied to identify relevant data, repetitive ideas, and how patterns were connected among them and categories. Bearing in mind the objectives of this study and the previously described procedures, we found in the open coding phase the sub-categories shown in Table 1.


  Table 1. Indicators From the Open Coding Phase


  [image: ]


  After identifying the categories, sub-categories were also recognized to detect relation among sub-categories which, after merging the indicators and the objectives of the study, resulted in three categories that grouped the identified indicators (see Table 2).


  Table 2. Final Category Chart
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  Category 1: Self-Assessment Awareness


  Mistakes Identification


  Among the main aspects detected in this area and from the analysis of the qualitative data the participants registered in their journals as well as taking the videos as the source of their examination, the following are the aspects that were remarked upon during the analysis:


  
    	Subjects recognized their strengths and weaknesses in their oral performance. Having learners assess their own products empowered them to tackle the aspects they needed to improve upon.


    	Subjects exhibited elaborated judgments to refer to their mistakes; apart from spotting their slips, they could justify their observations in their journal entries, explaining the mistakes they made and providing empirical justifications for them.


    	Subjects displayed a key factor of self-assessment: the capacity of making decisions that impact their learning process. They proposed paths to follow in order to solve those mistakes they had been able to recognize through the analysis of their video speech drafts.


    	Subjects evidenced capability to focus their self-assessment on specific grammar features of their spoken language; this enabled them to seek improvement in the detected areas.

  


  Sense of Improvement


  Participants reported improvement in various aspects: confidence, clarity, error-free sentences, and verb forms. Video-recording their faces while undertaking the task was a situation that challenged the confidence of learners; researchers noted that participants seemed to be nervous and anxious.


  Another aspect that was classified in this indicator was the improvement in the intelligibility of the message conveyed by participants. They could use the first recorded videos to compare their own performance and draw conclusions regarding how they have improved in this domain.


  The correctness in the sentences that learners used in their discourse while doing the activity were favored, according to the data obtained from the journals, as they gave learners the sense that their production was getting better; additionally, a reduction of mistakes in their utterances was noticed.


  Participants also reported improvement in specific aspects of grammar in which they may have presented difficulties; in this regard, subjects claimed that simple structures were used correctly, and this became another factor to determine the improvement they were experiencing. These findings were also observed and annotated by teacher-researchers in their journal: Students show less mistakes when speaking, hence, it can be concluded that, in fact, their oral production was improved.


  Language Judgment


  As previously defined in this paper, self-assessment is the capability of learners to make decisions about their performance based on the ideas they create upon observation of their own production. This definition is closely related to what we observed in the data obtained from participants; after the analysis process, it was noticed that learners registered in their journals judgments about their language; subjects demonstrated a wider view to describe the elements that made up part of their discourse; this might have contributed to a more critical perspective to evaluate their production.


  An instance of this enhancement of critical thinking can be noticed in the first and the last entries that addressed the question: Do you feel satisfied with your performance in this activity? Why?


  
    No, I felt nervous and I had a lot of mistakes . . . Now, I use more different tenses and words than I used before . . . When I hear myself I am aware if I use the right words to express what I want to. (Subject 4, Journal Entry 1)
  


  Participants also revealed that the lack of grammar structures used in their video speech drafts was related to the deficiency in their knowledge of linguistic features of the language.


  Category 2: Grammar Recognition


  Indicators that suggested improvement in terms of accuracy and grammatical range of participants in their spoken production were consolidated and grouped in this category.


  Correct Use of Grammar


  Data analysis suggests that learners acknowledge the importance of grammar in their oral production. Some of the information gauged from participants journals reveals that participants were not only aware of how grammar can contribute to their oral production, but also valued the correct use of grammar when analyzing their video speech draft.


  
    Now I am more aware of using a more accurate grammar. (Subject 22, Journal Entry 3)
  


  
    I am more aware that I need to use correct grammar. (Subject 25, Journal Entry 3)
  


  
    I answered what I needed with good grammar. (Subject 26, Journal Entry 3)
  


  There was a close relationship between the self-assessment practices of learners and their improvement in grammar accuracy.


  Range of Structures


  Data collected suggest that learners attempted to incorporate complex structures into their oral production when recording their video speech drafts; by doing this, participants seemed to have expanded their grammatical range.


  
    I used past continuous and present simple recording my video. (Subject 17, Journal Entry 4, Authors translation)
  


  
    I have improved, because now I use more grammar structures. (Subject 13, Journal Entry 3, Authors translation)
  


  Connecting participants ideas with Seedhouse et al.s (2014) length and complexity are two traits of complex oral speech. Video after video, it could be noticed how participants increased the attempts to incorporate these two characteristics into their speech. It was also observed by researchers that verb forms that appeared to be difficult for learners were included in their oral production.


  Category 3: Video Speech Drafts


  The use of videos to record the learners performances in oral production and to apply self-assessment techniques enabled learners to have an artifact with which to review their own weaknesses and strengths. Data collected suggest that the usage of video speech drafts contributed in two aspects: students getting acquainted with the technique of recording themselves and the advantages of using video recordings to improve oral production. The following are the main results regarding this category:


  
    	When using videos, subjects expressed having felt a certain level of anxiety and nervousness, even though they were given alone time for the recording; this feeling was reduced the more they got acquainted with and felt familiar with the tool.


    	Another constraint participants had in the first video they recorded was the time they were given to plan versus the time they had to speak; participants complained about the limitation in terms of time to set their ideas and articulate them with their oral production.


    	The use of video recordings was fundamental to achieve the objectives of this study; only through the usage of this tool could learners and researchers keep track on how self-assessment was impacting the oral production of participants in terms of grammar accuracy and grammatical range. Researchers and participants valued the use of video recordings as this strategy enabled them to refer, when necessary, to learners oral production to assess, identify improvement, and tackle weaknesses, among other decisions that were made during the intervention; for example, when researchers showed videos to provide learners with models of desired performance, learners were encouraged to compare their own production with the candidates production in the videos.

  


  Quantitative Data Analysis


  Complementing the qualitative data presented above, the quantitative data accounted for the numerical scoring of the oral production rubrics. The results shown in Table 3 were obtained after processing the scores participants gave themselves on their oral speech using the rubrics.


  Table 3. Pre- and Post-Test Results Comparison for Grammar Accuracy and Grammatical Range for Subjects


  [image: ]


  In terms of grammar accuracy, it scored higher in the pre-test in comparison with grammatical range; nonetheless, when analyzing results of the post-test, grammatical range had a greater improvement in terms of relative results compared to grammar accuracy. The grammar accuracy post-test rose from 3.00 to 3.37 with a 0.37 increase, but grammatical range went from 2.56 to 3.04 resulting in an improvement of 0.48, 0.11 more than grammar accuracy. These results led us to ascertain that participants were more aware and applied more sound language strategies to expand the vocabulary and length of their oral utterances than focusing on how accurate their language was produced.


  The above results were compared with the score researchers gave participants in both pre- and post-test. For validity purposes, both researchers and participants scores were analyzed at the end of the research process and participants marks were not revised up until researchers had revised students production (see Table 4).


  Table 4. Pre- and Post-Test Results Comparison for Grammar Accuracy and Grammatical Range for Researchers
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  Notice that the tendency was similar in both cases (subjects scores and researchers scores). There was a higher mark for grammar accuracy in the pre-test; yet, the total increase was lower as the difference between post-test for both aspects showed how the growth was only 0.4, 0.7 lower than the participants own scores. Participants were also asked about their perception of self-assessment (see Table 5).


  Table 5. Self-Assessment and Degree of Satisfaction
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  After processing the individual answers of the subjects, it can be evident, as seen in Table 5, that the number of subjects whose perception of having a positive attitude or feeling of satisfaction towards their performance increased from 19% in the pre-test, to 85% in the post-test.


  In terms of their oral grammar accuracy, students answers are summarized in Table 6.


  Table 6. Oral Ability: Grammar Accuracy


  [image: ]


  When processing and analyzing the frequency, subjects answered positively to the third question (see Table 7). It can be observed that, even though the number of students who expressed that they had, indeed, improved, the growth from the results in the pre-test compared to the ones in the post-test were not as considerable as the ones of grammar accuracy.


  Table 7. Answers to Oral Ability: Grammatical Range
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  As seen in Table 7, 50% of the subjects (13), when answering the question about grammatical range in the pre-test, answered that their ability had somehow improved, and despite the increase in the number of subjects who answered positively (16), the increase only represented 12% (3 subjects). When paralleled with the results in the question regarding grammar accuracy, the difference is significantly lower, which can lead to validate the conclusion that subjects awareness of self-assessment impacted more significantly grammar accuracy than grammatical range.


  Conclusions


  Self-assessment, posterior application of improvement techniques based on mistakes identification, and subsequent implementation of learning paths to overcome those mistakes based on language benchmarks, have been mostly used in the domain of written production. Due to the transient nature of the spoken word (Hughes, 2013), self-assessment of oral production has not been explored which has left aside the application of self-assessment techniques as a means for oral speaking improvement. This is where technology comes to the aid of language teaching. By using video speech drafts and multimedia resources to exemplify speaking benchmarks, learners were able to undertake the daunting task of revisiting their own oral production in order to identify and analyze their mistakes or shortcomings, and based on this analysis define their own routes of improvement implementing their own improvement strategies. As an added bonus to this activity, the research yielded evidence that the use of video speech drafts to improve students oral skills in the domains of grammar accuracy and grammatical range, also had a positive effect in the learners sense of improvement, that is, their motivation was positively impacted as they could see their progress as they saw the different videos they recorded.


  Regarding the grammatical areas taken into consideration for the current study, participants were more likely to detect their flaws in terms of accuracy, and raise awareness of the correct use of grammar which led to an improvement of other elements inherent to oral production, such as fluency and use of vocabulary. On the other hand, grammatical range appears as a more challenging aspect, since learners displayed difficulties to widen the structures they used in their video speech drafts.


  About the usage of video recordings, it was established that they can become a useful source of reflection for students. Participants of this study constantly highlighted this technique as a good opportunity to practice and assess their own oral performance and, at the same time, to lead them to improvement in various areas of spoken production. The findings of this project can be taken as a reference to incorporate self-assessment practices in English language teaching contexts, and may also be included in curriculum designs attempting to promote self-direction among learners.

  


  1Band 3 and Band 6 refer to the performance based on the rubric applied by IELTS on its exams. IELTS rubric places candidates in a 1-9 band system.
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  Appendix: Rubric to Self-Assess Oral Ability (Accuracy and Grammatical Range)
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  In order to keep a record of your performance in each recording, we invite you to fill in the following chart.
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  This article reports on the results of an action research study that aimed to determine the effect of a thinking routine in the development of coherence in speaking interactions. The study was carried out with two groups of second year business students in an English as a foreign language programt a university in southern Chile. A mixed methods approach was used to collect data before and after the intervention through questionnaires and pre- and post-tests. The findings suggest that the impact of the application of the routine was significant in promoting the speaking competence, especially in developing coherence within interactive communication.
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  Este artículo reporta los resultados de un estudio de investigación-acción que apuntaba a determinar el efecto de una rutina de pensamiento creativo en el desarrollo de la coherencia en las interacciones orales. El estudio fue conducido con dos grupos de estudiantes de segundo año de Ingeniería Comercial de una universidad del sur de Chile. Se usó un método mixto para analizar los datos obtenidos antes y después de la intervención a través de cuestionarios y pruebas. Los resultados sugieren que el impacto de la aplicación de la rutina podría ser considerado significativo para promover la expresión oral, especialmente en el desarrollo de coherencia dentro de la interacción comunicativa.


  Palabras clave: coherencia, competencia discursiva, comunicación interactiva, rutina afirmar - respaldar - preguntar.

  


  Introduction


  Since the 1980s the paradigm has shifted in language teaching from a grammar-based approach to a more communicative one, thus students now are expected to use the language and communicate through it. However, there are two factors that affect the achievement of this goal in Chile: One is that many students do not feel ready to produce the target language, which makes developing oral skills in students a challenge of major proportions. The other is that students are taught in an English as a foreign language (EFL) context, which means they have few opportunities to access the target language outside the classroom (Brown, 2001). This lack of exposure often causes students to become disengaged in classroom activities, especially those which require them to speak.


  In an attempt to reduce the impact of the aforementioned factors underlying students reluctance to speak in the classroom, the present research aims to investigate how the explicit teaching of the thinking routine Claim, Support, Question (CSQ), developed by Richhart (2002) and implemented by Casamassima and Insua (2015), could foster student coherence within interactive speaking.


  Therefore, this study hopesto shed some light on speaking, coherence, and interactive communication, how they relate to each other, and on the impact these correlations may ultimately have on students.


  Literature Review


  As language represents the most basic form of human communication (Lazaraton, 2001), it is not surprising to find that there are many English courses whose main objective is for students to achieve communicative competence. In fact, the role of foreign language teaching is to extend the range of communication situations in which the learner can perform with focus on meaning (Littlewood, 1981, p. 89). Thereby the teaching of English is associated with the learners ability to communicate in the target language. When students fail to fulfill the given tasks, they are judged to be lazy or reluctant to speak (Tsiplakides & Keramida, 2009); nevertheless, students low participation might not be due to a lack of motivation but to other factors, as the inability to take part in communicative tasks (Gaudart, 1992). Littlewood (2004),for example, attributes the problem tofactors such as tiredness, fear of being wrong, lack of interest in the class, lack of knowledge in the subject, shyness, and insufficient time to formulate ideas. Based on these data, teachers must be able to identify which of the aforementioned factors justify students reluctance to engage in speaking activities before labeling them as lazy or careless students.


  Interactive Speaking


  Within the speaking skill, interactive speaking belongs to one of the four types of speaking, proposed by Brown and Abeywickrama (2010), which require at least two interlocutors to discuss a given topic by taking turns to express their ideas. According to them, there are two purposes for maintaining interactive speaking: (a) transactional (when the speakers use language for specific information exchange), and (b) interpersonal (when the speakers use language to maintain social interaction).


  Communicative language teaching (CLT) has as its primary objective interactive speaking; a goal where the nature of communication is collaborative and shaped by the interaction of its participants (Savignon, 2001). Canale and Swain (1980) claim that the primary objective of a communication oriented second language programme must be to provide the learners with the information, practice, and much of the experience required to meet their communicative needs in the second language (p. 28). Consequently, if teachers want their students to interact with their peers using the target language, first they will need to equip them with the necessary tools and allow them to experiment with the language; otherwise it would be inconsistent to provide the students with speaking practice at the intensive level—for example—and then to evaluate them in interactive speaking.


  Giving students the opportunity to interact is highly beneficial because it brings the communicative task closer to the type of situation that students may encounter in the real world (Littlewood, 1981), which is likely to keep the students on task for longer periods. Along with this, interaction, which drives negotiation, also facilitates learning as learners attention is drawn to the linguistic forms that need to be improved (Gass, 1997).


  Discourse Competence


  The fact that communicative competence is a complex construct that goes beyond the mastering of grammatical rules and allows the appropriate use of language in different communicative situationscannot be ignored (Hymes, 1972). It is more than merely giving students a topic to discuss (Shumin, 2002) and to achieve this competence a number of processes and factors work together, whose importance may vary dependent on the particular communicative situation involved (Rickheit, Strohner, & Vorwerg, 2008, p. 46). Canale and Swain (1980) and Canale (1983) propose that being able to communicate requires the management of four sub-competences, these are: grammatical competence (knowing the rules of language functioning), sociolinguistic competence (awareness of meaning in varied social contexts), strategic competence (how to overcome communicative breakdowns by using compensatory strategies), and discourse competence (how language is organized and put together to convey meaning).


  Discourse competence deals with how words, phrases, and sentences are put together to convey meaningful language stretches (Shumin, 2002). At this point it is important to mention that although in discourse analysis research the term discourse is used to refer to either spoken or written stretches of language, for the purposes of this study the concepts of discourse and discourse competence will be used to refer to spoken language. Bygate (2001) defines the complexity of spoken discourse and states that the teaching of the speaking skill rarely focuses on the production of spoken discourse.


  Coherence


  Within the discourse competence and along with cohesion—how words and phrases make sense at sentence level (Min, n.d.)—the concept of coherence plays an important role after decades of being dismissed by linguists, and emerges as a key concept, perhaps even the key concept, in discourse . . . analysis (Bublitz, 1999, p. 1). However, some authors (Bublitz, 1989, Dontcheva-Navratilova & Povolná, 2009, Renkema, 2004, Tanskanen, 2006, Wang & Guo, 2014) agree that coherence is a difficult concept to define and there is no general agreement yet on a clear definition, although it seems to be connected to how the listener relates the discourse to his or her knowledge. Thus, what may be coherent for some may not be for others. But there is an attempt to reach a more user—and context—oriented interpretive understanding which is more interactively negotiated and is less dependent on the language . . . itself (Bublitz, 1999, pp. 1-2), especially considering that coherence relationships are sufficient for successful discourse comprehension (Blakemore, 2001).


  This study will adhere to the conception of coherence as that which makes discourse hang together in a meaningful way regarding a particular topic. Since coherence is pursued to achieve communicative competence as the ultimate goal, it is not surprising that Geluykens (1999) argues that it takes two to be coherent, as in this interaction [at least] two participants attempt to come to some agreement on topical coherence by negotiating about it (p. 35).


  Developing coherence in speaking is a complex and demanding task. Therefore, the routine which will be explained next is an attempt to contribute to students development of speaking coherence in interactive speaking.


  Claim, Support, Question Routine


  CSQ is a thinking routine proposed by Ritchhart (2002) and was developed along with other thinking routines as part of the Visible Thinking project within the Project Zero at Harvard University. Ritchhart, Palmer, Church, and Tishman (2006) explain that CSQ is a subcategory that belongs to the learning routines, as it provides a recognizable structure for students to work within (p. 6); as well as to the discourse routines, because it structures the discussion and sharing of students learning (p. 6), not in terms of grammar, but by providing a clear organization that makes the idea hang together.


  This routine was originally part of a project dedicated to promoting critical thinking among students in art classes and the like, and it attempts to make the students thoughts visible by means of verbalizing them (Ritchhart & Perkins, 2008). Thus, because of its characteristics and as suggested in Casamassima and Insuas study (2015), the routine attempts to serve the purpose of helping EFL students to organize their thoughts in a given situation. They can have discussions, for example, where they interact with each other to make a decision or solve a problem (Casamassima & Insua, 2015, p. 24). The routine consists of three steps:


  
    	Claim: Students make a statement about a given topic.


    	Support: Students provide information to defend their claim. This can be statistical information or even an example to give evidence.


    	Question: Students formulate a question related to their claim to pass the speaking turn to their classmate.

  


  By using CSQ, it is possible for learners to negotiate meaning and build coherence while developing topical organization (Geluykens, 1999). Due to the aforementioned characteristics, the routine allows students to follow each step, while using their current level of linguistic competence; which is only the means to express their thoughts about a particular topic. The routine encourages students to provide a complex answer that goes beyond the just because phrase. Furthermore, as this routine encourages students to reason with evidence, it also enables the teacher to have an idea of how students form an opinion related to certain topics. In other words, the routine attempts to show how the thinking process becomes visible. This study argues that the CSQ routine could help students develop coherence as they can follow a recognizable structure to express their thoughts within an interactive speaking situation.


  Method


  The current study falls under the category of action research, which is done by teachers who seek to evaluate and improve an aspect of their teaching by generating a solution for a practical problem (Parsons & Brown, 2002). In order to answer the research question that drove this action research: How does the CSQ routine influence the development of coherence within speaking interaction in EFL learners? a mixed methods approach was used mainly for two reasons: (a) its dual nature that enables the statistical analysis of the quantitative data and the interpretation of qualitative data, and (b) the triangulation of the data collected that allows a richer insight into the issues of the study (Wiśniewska, 2011).


  As an attempt to improve the coherence of students in oral performance, this action research sought to determine the effects of the CSQ routine in the development of coherence in speaking interactions among EFL students. The implementation of the study consisted of three stages: first a stage to gather information about the students initial level of English and perceptions on speaking coherence in both the control group (CG) and the experimental group (EG). In the second stage a routine to enhance coherence in speaking was presented only to the EG, and in the third stage, more information was gathered to measure the impact of the routine on the students (EG only) and any possible changes in their perceptions towards speaking (in both CG and EG).


  Context and Participants


  The study was carried out with second year undergraduate business students—aged 19 to 21—and who were taking the English III course. Their curricular plan includes five English classes over the course of the program, whose main objective is to prepare them to communicate in the target language. Consequently, the courses are based mainly on the communicative approach mixed, to a lesser degree, with a grammar approach.


  Initially the study included two groups of 20 students each that were assigned to each group randomly by the university platform; but, the number of participants decreased due to the fact that some students were exempted from the course, and others dropped it. In the end the study was carried out with the participation of 34 students, 16 in the CG and 18 in the EG. The variation on the number of participants in the display of results can be explained by the absence of some students on the days that the tests or questionnaires were applied. In the CG, all the students answered the questionnaires, but only 14 of them took the tests; while in the EG, 16 students answered the questionnaires and all of them took the tests. All the participants took a placement test that indicated they were between A2 and B1 level of the Common European Framework of Reference for Languages (CEFR) (Council of Europe, 2001). Based on the results obtained in the pretest, the highest achievement group was chosen as the CG. Therefore, the lower achievement group was chosen to be the EG, as it was thought that they would benefit more and eventually bridge their gap in levels after the intervention. The 34 students willingly accepted to take part in the investigation by signing a consent letter that thoroughly explained the characteristics of the study and what was expected from them. It was requested by the Business School administration that all the participants had to receive the same instruction in order to authorize the investigation, and the consent form had to be sent to the school director for approval. Afterwards, all the students signed the same consent form, which thoroughly explained the characteristics of the study and what was expected from them; it also mentioned the teaching of the CSQ routine. At this point, it is crucial to clarify that the CG did not receive instruction on the routine until all the data presented in this article were collected.


  Instruments


  Questionnaires


  A pre-questionnaire (see Appendix A), partially based on Horwitz, Horwitz, and Copes (1986) Anxiety questionnaire, was applied at the beginning of the study to both groups. Even if this study does not focus on anxiety, a modified version of this questionnaire was thought to be useful as it can provide an initial background of students speaking perceptions, their own speaking performance appraisal, the factors they relate to their performance, and their use of organizational strategies for speech production. The 16 questions were classified into three variables: perception (students perception of their own speaking performance), coherence (students perception of their organization of ideas in speech), and motivation (students willingness to learn techniques to improve the aspects mentioned in the previous variables). A very similar questionnaire was applied at the end of the intervention, but this time an open-ended question was added to the EG to measure the understanding and use of the technique after the intervention. Students had the opportunity to answer either in English or Spanish, so as not to restrict their opinion because of language limitations (see Appendixes A, B, and C).


  Pre- and Post-Test


  The speaking part of the preliminary English test (PET) was administered to the students before and after the implementation of the routine. The fact that most of the participants were under the level that this test focuses on (B1) was not an impediment to choose it because the linguistic competence, which students are still developing, is only one of the four criteria that the test assesses. Moreover, linguistic competence is not sufficient on its own to account for how language is used as a means of communication (Littlewood, 1981, p. 1). The test assessed the students performance under four criteria (grammar and vocabulary, discourse management, pronunciation, and interactive communication) that demand students work independently and collaboratively in order to solve the given tasks. This test was selected because it was more challenging for the students as it takes them a step beyond their current level of proficiency (Krashen, 1982); but mainly because it measures discourse management and interactive communication. Although the other aforementioned criteria were also analyzed, the focus of the study was on those two parameters.


  Pedagogical Intervention


  In the first stage of the implementation, the pre-test and the questionnaire were applied to all the participants in order to obtain information concerning the students initial English level and management of coherence techniques during speaking. Those instruments detected deficiencies in the areas mentioned.


  In the second stage, the CSQ routine was explicitly taught only to the students in the EG. Prior to the instruction, two students were given a situation from the current unit of their course book; they were shown pictures of four people and asked to choose one of them to advertise a new chocolate bar. This is the transcription of the dialogue:


  
    Student A: I think Jake is a good option because I think he has a personality and as the chocolate, he has dark hair.
  


  
    Student B: Emm I think Zoe is a good candidate because is a girl emm and she has a emm how do you say sonrisa? emm smile and emm and I dont know her CV.
  


  
    Student A: Emm I think both are good candidates. And I think that the candidate Lily is emm like emm too old, or for another anounce anouncement emm but I think she is not for the emm advertise of a chocolate bar. Emm what do you think about Jake?
  


  
    Student B: Well, I thought Pete (he laughs)
  


  
    Student A: I think he is kind, but the people dont think the personality or how very good he is how he is in his...emm the people only want to see a good appearance and thats why emm I think Jake and Zoe are the best options.
  


  
    Student B: Yes.
  


  Then their classmates provided feedback on the performance and mentioned that it was a good conversation but realized that they did not make a decision. After that, the CSQ routine was explicitly taught to the students and they were told that it could be used every time they were asked to discuss or make a decision, in pairs or groups, about any topic. They had to follow three steps: make a point (claim); defend that point by providing reasons, examples, or extra information (support); and pass the speaking turn to a classmate by formulating a question about the topic (question). Then, the other student would follow the same steps and so forth, until they reached a conclusion or agreement. After the explanation of the routine the students were given the same situation again, this time two different students solved the situation by following the steps of the new routine. The students were advised to clap, as an alternative to using a ball as in Casamassima and Insuas intervention (2015), after each step of the routine in order to make them more aware of the process and also to help them to mechanize the routine. The following is the transcription of the dialogue:


  
    Student A: I think it should be Jake (clap) because he has a good personality and I think people will like him (clap). I dont know if you agree with me.
  


  
    Student B: Emm I disagree with you. Emm we should pick Lili (clap) because she is older than the other people and, but she looks healthy. So, the people will think that the chocolate is healthy (clap). What do you think about that?
  


  
    Student A: I dont agree with you (clap) because she emm, I dont think people would like her because she is not emm, like a charismatic person (clap). What do you think?
  


  
    Student B: Emm, its OK. Emm OK, so in that case I guess we should take Pete (clap) because he looks very happy and I dont know, he emm he has the flow (he laughs). Are you agree with that?
  


  
    Student A: Yeah, I think youre right because he looks really funny and we can work with that.
  


  Including the session just described, the CSQ routine was used in eight sessions, where students had the opportunity to acquaint themselves with it while engaging in interactive speaking tasks related to the contents of the course. It also included a written task (see Appendix D) where the students had to elaborate on a given topic with the purpose of helping the visual students to make better sense of the routine (Oxford, 2001). It is important to mention that in order to insert 45 minutes of speaking tasks, it was necessary to entrust the students with the amount of independent work established in the syllabus of the course. In that sense, a type of flipped classroom was conducted where students had to autonomously study the material uploaded to the platform (mainly grammar points and vocabulary) in order to take part in the activities prepared for the class period. In the last stage of the implementation, data were collected again through the post questionnaire and test.


  Results


  This study reports on the students perceptions and performance on speaking. The data collected from the questionnaires and tests were entered into the SPSS 20.0 software, and the data collected from the open question were codified numerically. The results obtained by the control and experimental group, in both pre- and post-tests and questionnaires, were compared and the level of improvement was measured. Then, these results were triangulated with the open-ended answers to determine if there was any significant variation in perception towards the speaking ability before and after the study that could be attributed to the use of the routine taught to the EG during the intervention.


  Questionnaires


  Regarding students perceptions towards speaking, Table 1 shows that both groups initially had 3.09 in perception, but in terms of coherence and motivation the EG was superior by 2.94 over 2.50 and 4.13 over 3.81 respectively. As shown in Figure 1, in the final post questionnaire both groups improved their perception (CG = 0.21 [4%], EG = 0.54 [11%]) and coherence (CG = 0.6 [12%], EG = 0.28 [6%]); while the motivation of the CG decreased by 0.14 (3%), it increased by 0.18 (4%) in the CG. Despite the motivation drop in the CG, both groups witnessed an increase in the total perception (CG = 0.22 [4%], EG = 0.33 [7%]). If the fourth variable (Technique) added to the post questionnaire of the EG is considered—which reveals that 88% of the students understood the routine and found it useful—the total perception increases by 0.5 (9%).


  Table 1. Mean Perceptions in Speaking Questionnaire
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  Figure 1. Perceptions Towards Speaking Post-Intervention
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  Tests


  Table 2 shows the mean scores obtained by both groups in the PET pre- and post-tests, whereas Figure 2 illustrates the percentage of improvement. Both groups improved in grammar and vocabulary (CG = 0.15 [3%], EG = 0.5 [10%]), discourse management (CG = 0.42 [9%], EG = 0.73 [14%]), and interactive communication (CG = 0.36 [7%], EG = 1.33 [27%]); meanwhile the pronunciation of the CG decreased by 0.14 (3%), and increased by 0.11 (2%) in the EG. In the end, the post test revealed that both groups had an improvement in the overall speaking performance (CG = 0.2 [4%], EG = 0.66 [13%]).


  Table 2. Mean Performance Scores in PET Oral Exam
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  Figure 2. Students Progress on Test Scores
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  In addition, Figure 3 provides detailed information on the level of achievement obtained by the students in the post-test regarding the two criteria that are crucial to this study: discourse management (DM) and interactive communication (IC), it also includes the total score. Data revealed that out of 14 students in the CG, six (43%) of them increased their scores in DM, and six (43%) maintained them. Whereas in IC five students (36%) increased their scores, 8 (57%) maintained them, and only one (7%) scored lower. Finally, in the total score, six students (43%) increased their total scores, 6 (43%) maintained them, and only two lowered their scores. On the other hand, out of 18 students in the EG, nine students (50%) increased their scores in DM, and the other half maintained them. Regarding IC, 16 students (89%) increased their scores, and two (11%) maintained them. Finally, 100% of the students increased their total scores in the post-test.


  Figure 3. Students Achievement in Post-Test
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  Open-Ended Response


  Finally, the answers provided by the students to the open-ended question included at the end of the post questionnaire of the EG only revealed that the 16 students (100%) that answered the questionnaire found the routine useful (see Appendix E). As shown in Figure 4, apart from finding the routine useful to organize their ideas while speaking, the students also reported other issues. Two of them (12.5%) remarked that the routine also helped them to interact with their peers; four of them (31.25%) expressed that they would like to keep practising the routine to get better at it, four of them (25%) claimed they needed more vocabulary to complement the use of the routine, and one (6.25%) said that despite the usefulness of the routine s/he still did not feel prepared to speak in the target language or initiate a conversation.


  Figure 4. Students Opinion on the CSQ Routine
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  Discussion


  The findings seem to prove that the CSQ routine played an important role in the overall performance of the students in the EG, particularly in the development of coherence and interactive communication, which appears to be unavoidable when it comes to spoken discourse (Bublitz, 1999). The fact that the students learned to base their opinion on what their interlocutors had previously said helped their conversations to run smoothly which, consequently, contributed to the improvement of coherence. Recalling the first dialogue presented in the pedagogical intervention, we had that when Student A asked B what he thought about Jake, Student B answered I thought Pete. If the previous example is compared with the dialogue that took place immediately after the routine had been presented, it can be seen that the latter interaction made more sense than the former, as the ideas were connected, and the students were trying to come to an agreement.


  
    Student A: Personally, I think the best form for make new friends in the other city is go to different parties because it is a place and it is a situation very sociable and in this moment emm you can dance with different people and you can talk about different situations of the life. Do you agree with me?
  


  
    Student B: Yes, I agree with you because I think the parties is a emm, is the best way because in the library is less probably than he finds friends there. Emm and I think that he could also play soccer because he can make a lot of friends there. I think that those two options are good. Do you agree with me?
  


  
    Student A: I agree with you because this partner is a man and he can play football with other boys. But this situation can be emm they fight. But it is very interesting because is a sport that the people can be together. I dont know if you agree with me.
  


  
    Student B: Yes, I think that those two options are the right ones for this guy.
  


  Regarding the linguistic competence, the researchers expected the students to claim that they needed to improve their grammar in order to have a better command of the routine, but surprisingly none of the students mentioned it. This finding can be supported by the information presented in the literature review, which argues that insufficient mastering of structure can be compensated by effective spoken discourse. This idea is reinforced by Littlewood (1981) who contends that this may entail sacrificing grammatical accuracy in favor of immediate communicative effectiveness (p. 4).


  Aditionally, the students in the EG mentioned factors such as lack of time to practice and lack of vocabulary to convey their message as the main reasons that prevented them from fully using the routine. The fact that the students in the EG needed the teaching and application of a different approach to be able to even out their performance of the CGs may be an indication of learning issues that can apparently be solved by using different learning strategies or techniques that can vary depending on the chracteristics of the learners needs (Oxford, 2001).


  It is important to point out that even though the CG made less progress than the EG in the total score, it still obtained the highest score just as it did in the pre-test. This finding demands further reflection, as it may account for the effectiveness of the traditional methodology used in the English courses and/or the high average level of achievement of the participants—which might lead to the assumption that regardless of the method used, they would naturally progress. The latter leads to the urgent need for the researchers to try alternative teaching methods that would eventually boost the potential of high-achieving students, while helping low-achieving students to level up.


  To try and understand the decrease in motivation of the CG revealed in the post-questionnaire, it is important to remember that when the students signed the consent letter, they had to be told that a routine would be taught and presumably as they did not perceive any change in methodology during the eight sessions, their motivation decreased. Although motivation is not the main focus of this study, it must be borne in mind that it is the engine that facilitates foreign language instruction and also the fuel that enables students to undergo the process. If it is not present, even the highest achieving students can be negatively impacted (Guilloteaux & Dörnyei, 2008).


  Conclusion


  As mentioned at the beginning of this article, this study aimed to determine the effects of the CSQ routine in the development of coherence in interactive communication. It can be concluded that the speaking competence has great value in EFL instruction. Also, it was stated that discourse competence is a complex construct, and that coherence is part of it; this is naturally interwoven with interactive communication as a speakers message can only convey its meaning when the speakers interlocutor understands and validates that message (Bublitz, 1999; Edmondson, 1981; Geluykens, 1999).


  The technique applied to the EG appeared to be useful as it promoted the development of both coherence and interaction. Thus, it can be concluded that the application of the CSQ routine benefited the overall speaking performance of the students in the EG, as they improved the results obtained both in the questionnaire and test applied before the intervention; and above all, it benefited them by bridging the gap with the students in the CG. Notwithstanding, the CG also presented an improvement in relation to their initial results on the questionnaire and test, which may indicate that the methodology regularly used to teach English at the university is effective. The study potentially opens a new path for future research that could help to determine the relevance of other areas that also play a role in spoken discourse, such as vocabulary, cohesive devices, exposure, and readiness to communicate in the target language.
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  Appendix A: Questionnaire: Perceptions in Speaking – CG / EG


  Gender:


  Age:


  Date:


  Please select the number that represents how you feel about speaking in the English class: 1 = Strongly agree, 2 = Agree, 3 = Neutral, 4 = Disagree, 5 = Strongly disagree.
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  Appendix B: Questionnaire: Perceptions in Speaking – CG


  Gender:


  Age:


  Date:


  Please select the number that represents how you feel about speaking in the English class at this point of the semester: 1 = Strongly agree, 2 = Agree, 3 = Neutral, 4 = Disagree, 5 = Strongly disagree.
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  Appendix C: Questionnaire: Perceptions in Speaking – EG


  Gender:


  Age:


  Date:


  Section 1: Please select the number that best represents how you feel regarding the Think – Support – Question routine in relation to speaking in the English class: 1 = Strongly agree, 2 = Agree, 3 = Neutral, 4 = Disagree, 5 = Strongly disagree.
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  Section 2: Please write your opinion about the Claim - Support – Question routine. Was it useful? How? If it was not useful, please explain why.

  


  Appendix D: Writing Task


  Name:


  Date:


  Instruction: Develop the topic below in 150 - 200 words. Make sure to include two verb tenses, infinitive of purpose, comparatives, adjectives, and frequency expressions.
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  Teachers comments:

  


  Appendix E: Responses to Section 2 in the EG Post-Questionnaire
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  This article reports a study on the implementation of meaningful oral tasks to promote listening fluency in ten pre-intermediate English as a foreign language learners in the English language teaching program at a Colombian public university. The tasks were implemented to overcome the weaknesses these students had to understand oral messages from audio materials and daily-life conversations in classes. A qualitative action-research study with observation field-notes and semi-structured interviews served as the basis for this research. Results indicate that this methodology provided suitable opportunities to foster listening fluency through the development of meaningful oral tasks. Participants developed dynamic assignments that included pre, while, and post intensive-extensive listening practices which allowed them to understand, to interpret oral messages, and to provide suitable responses to do the required tasks.


  Key words: Listening fluency, listening task, meaningful oral tasks, task-based language teaching.

  


  Este artículo reporta una investigación examinó la implementación de tareas orales significativas para promover la fluidez auditiva en diez estudiantes de inglés como idioma extranjero del programa de licenciatura en inglés de una universidad pública colombiana. Las tareas se implementaron para superar las debilidades que los alumnos tenían para comprender mensajes orales de materiales de audio y conversaciones cotidianas de clases. Un estudio de investigación acción, notas de observaciones y entrevistas semi-estructuradas sirvieron como la base metodológica del estudio. Los resultados indican que la metodología proporcionó oportunidades interesantes para fomentar la fluidez auditiva, a través del desarrollo de tareas orales significativas. Los participantes desarrollaron tareas dinámicas que incluyeron prácticas auditivas intensivas-extensivas que les permitieron comprender, interpretar mensajes orales y proporcionar respuestas adecuadas a las tareas que les fueron encomendadas.


  Palabras clave: enseñanza basada en tareas, fluidez auditiva, tareas de fluidez auditiva, tareas orales significativas.

  


  Introduction


  Listening fluency is a fundamental component to understand aural language and to become successful speakers, particularly, in English as a foreign language (EFL) education where exposure and practice is limited to academic or self-study practice. In this regard, Iwanaka (2014), Chang and Millett (2014), and Andrade (2006) express that this ability encouraged students to acquire not only the language but also the opportunity to expand their thoughts, culture, and communicative competences. Rost (1991) and Kim and Maeng (2012) suggest that listening fluency was a decisive competence to promote learners with capabilities such as becoming better listeners, improving oral interaction, and creating opportunities to be more analytical, synthetic, and keen on what other people say. According to Richards (2008) listening fluency has become a goal for speaking courses because learners attempt real communication despite limited proficiency in English (p. 2). In practice, listening fluency helps EFL students to effectively interact with the content and context of a spoken message, either face-two-face conversations or audio-visual recordings. However, most of the pre-intermediate EFL learners who were taking an English course in an EFL program of a public university in Florencia (Colombia) presented serious problems in this skill. The students misunderstood and misinterpreted oral messages from audio-visual materials such as radio podcasts, TV series, and daily-life conversations. They were unable to recognize the general content of the materials or the conversation, made incorrect guessing and analysis of the main points of the oral messages and ineffectively identified what the conversations were about. In addition, students encountered difficulties to refer to the aural materials or conversations orally because it was hard for them to remember the specific and main ideas of the conversations or to analyzed the speakers intentions and to connect those ideas to their life, interests, and previous knowledge. There were some reasons that affected these students.


  First, students previous EFL education process was carried out following traditional teaching and learning methodologies to develop this ability. Some of the strategies used to practice listening were: asking for specific details, discriminating linguistics features of the language such as grammar, recognizing stressed syllables or vocabulary without integrating those elements into meaningful oral tasks. Second, in spite of the growing number of mobile apps, software, and Internet websites in which the students could practice listening, the students suggest that they did not use them to rehearse or engage in home study. Most of them have been educated by teacher-centered classes, which diminishes active student participation and interaction.


  Based on the difficulties above described, we decided to conduct an action research study in which ten meaningful oral tasks were designed and implemented as a pedagogical intervention; the aim was: to systematically examine if these assignments may promote listening fluency in ten pre-intermediate EFL learners of the ELT program at the Universidad de la Amazonia in Florencia (Colombia). In addition, the implementation was carried out to try to draw some implications for using meaningful oral tasks to create opportunities to practice both listening and speaking. This research is also conducted to provide a systematic interpretation of the roles of real oral assignments to reinforce and increase learners performance in the listening assignments and to ascertain the effectiveness of this methodology to enhance English language learning in general.


  Theoretical Framework


  Task-Based Language Teaching (TBLT)


  According to Sarani, Behtash, and Arani (2014), TBLT increases the mastery of any language skill by creating language assignments to focus on language use rather than its form. Ellis (2003), Nunan (2004), and Richards and Rodgers (2001) agree TBLT is a teaching method that offers a framework in which students may improve their language competence by designing, implementing, and evaluating a task. In this respect, Willis and Willis (2001) and Izadpanah (2010) suggest that TBLT consists of an integrated set of processes that involves designing a task that includes decision-making. Córdoba Zúñiga (2016) concludes that meaningful oral assignments may help students to integrate any language skill and to advance in language learning. Day and Bamford (1999) indicate that these tasks may enrich the EFL learning process by providing students with productive activities that demand decision making. The second reason why students presented those difficulties was the types of activities they used to develop. The activities were uninteresting, decontextualized, and did not follow any process. According to Peachey (2011) listening fluency should be taught as a process that includes pre, while, and post listening phases. In sum, TBLT may be a significant teaching and learning methodology that could offer students opportunities to be engaged in meaningful and goal-oriented tasks to enhance fluency and accuracy at the same time. Referring to task, Nunan (2004) expresses that


  
    A task is a piece of classroom work that involves learners in comprehending, manipulating, producing or interacting in the target language while their attention was focused on mobilizing their grammatical knowledge in order to express meaning, and in which the intention is to convey meaning rather than to manipulate form. (p. 4)
  


  Sánchez (2009) points out that tasks are activities that promote meaningful language learning experiences for the learners.


  On the other hand, Ellis (2005) manifests that fluency is the capacity to communicate in real time and accuracy is the ability to use the target language according to its norms (p. 142). Nunan (2006) states that meaningful tasks provided opportunities for learners to experiment with and explore the language through learning activities which are designed to engage students in the authentic, practical and functional use of language for meaningful purposes (p. 13). In the same respect, Ganta (2015) explains that meaningful tasks aimed at meaning-focused language use so they gave the participants the chance to be language users rather than language learners (p. 2761). As can be seen, there are three main components to integrate TBLT in the EFL classes: the tasks, the real-life words assignments, and the meaningful use of the language.


  Willis (1996) and Ellis (2003) express that a lesson based on this methodology consists of three states: pre, during, and post task. The pre-task phase is about planning how the task will be developed by the students, the during task stage focuses on the development of the assignments, and the last stage, the post task, deals with recommendations or follow-up assignments based on the performance of the students. In this action study, we have decided to follow this model because this model offered a clear cycle in which students could have the opportunity to practice listening meaningfully.


  Listening Tasks


  Renukadevi (2014) recognizes that listening tasks were fundamental to improve language competence in an EFL language (p. 61). These assignments allow the students to expand their expertise in the language through developing activities. Kim (2004), Holden (2008), and Jin (2002) say that listening tasks are vital to help students to become experts in understanding aural language. In addition, Kim and Maeng (2012) and Benson and Voller (1997) believe that fluency tasks expose students to different aural target language input until they successfully comprehend the message. This method provides comprehensible input that encourages learners to comprehend messages, expand their experience, and actively participate in conversations. Sharma (2011) considers that listening tasks focus n three processes: comprehending, retaining, and responding. Comprehending means analyzing, understanding, and connecting what the speakers are saying to synthesize the information; retaining refers to the ability to remember and connect the messages to their prior knowledge; and responding is the way in which the knowledge acquired from the listening will be presented.


  How to Promote Listening Tasks


  Peachey (2011) proposes three stages: pre-listening, while listening, and post listening to implement listening tasks and these stages are related to the TBLT methodology. The pre-listening includes some activities such as setting up the activities, giving time to the students to review the instructions, and answering possible questions about the assignment. Vandergrift and Goh (2012) assume that pre-listening engaged learners in preparatory activities that enabled them to use their background knowledge for the topic during listening (p. 24). The while listening step is for students to listen and present the task. However, in this research, learners are asked to interact with their classmates by asking and answering questions and exchanging points of view. The final step serves to provide recommendations or to assign follow-up tasks that could solve the problems detected in the presentation of the assignments.


  From our perspective, the previous cycle may promote listening tasks for various reasons. First, the stages are a dynamic process in which students have the possibility to use their previous knowledge to understand the speakers intentions, content, and context. Similarly, the students are exposed to a variety of listening activities that encourage practice and preparation to report their understanding. In this regard, Harmer (2008) believes that applying different listening stages helped students prepare to listen and encouraged them to respond to the content, not just to the language, and exploit listening texts to the full (p. 135). We also consider the previous listening plan would be a good methodology to enhance listening fluency and oral communication at the same time.


  Historically, listening has been taught using both bottom-up and top-down as the main approaches. Vandergrift and Goh (2012) specify that top-down involved the application of context and prior knowledge to interpret the message. Knowledge of the context of the listening event or the topic of a listening text to activate a conceptual framework is used to understand the message (p. 36). However, S. Brown (2006) argues that students need both bottom-up and top-down in listening tasks (p. 7). Bottom-up processing helps students to connect and interpret what they listen to, and top-down allows students to use their background to understand the audios. In fact, we accept that both processes were important to encourage listening skills. In accordance with H. D. Brown (2001), interactive listening assignments are authentic tasks that are prepared to be integrated in communicative interchange. The author states that these activities are reactive, intensive, responsive, selective and extensive assignments (p. 258). Interactive listening tasks help to conduct real-life tasks where learners not only studied the linguistic part of the language or used the background to interpret a message, but also used their native language, the responses of their classmates, informal talks, oral interaction, or meaningful situations to make decisions to fully show that they have successfully comprehended the spoken language.


  On the other hand, Lampert (1985) shows that these techniques offer multiple opportunities to practice listening (p. 183). That is why he proposes anticipating content, inferring, guessing, and recognizing and encouraging meaningful oral interaction as some techniques to foster listening fluency.The techniques that we used in the implementation were: predicting, asking and answering questions, connecting the listening to students prior knowledge, analyzing, discriminating the authentic materials to the full and applying what has been listened to in order to make decisions about talking and negotiating.


  Meaningful Listening Tasks


  Melanlioglu (2013) shows that authentic learning tasks enhance experiences by enabling learners to encounter problematic situations which prepare them for real life listening situations that increase their levels of listening comprehension (p. 1185). Day and Bamford (1999) explain that listening tasks enrich the EFL learning process. S. Brown (2006) states that meaningful listening tasks encourage students to achieve fluent abilities in the aural and communicative parts of the target language through active involvement. Listening practices include paying attention to what others are saying, avoiding distraction, listening attentively to what is being said, showing respect to the speakers, waiting for communication time, and participating in the conversation. Types of authentic meaningful tasks involve dialogues, debates, oral production, discussion, oral reports, among others.


  Referring to the criteria to select assignments, Vandergrift and Goh (2012) explain that they should include age, language proficiency, and genre of the authentic materials, the context, and learners interests. H. D. Brown (2001) adds some characteristics to select the material: the material utilizes authentic language and context, the materials is intrinsically motivating, the material offers the possibility to include both bottom-up and top-down processes, the material is interactive and allows interaction. The author proposes four steps to select materials and tasks. First, the task and the material have to meet the goals of the assignment. Second, the task and the material have to specify the structures and vocabulary items. Next, they should reduce unfamiliar words to allow communicative activities, and finally, they should be interesting, up-to-date and relevant to learners level and interests. In order to select the listening tasks, we designed a rubric in which some of the criteria explained above were taken into account, as well as some other criteria (see Appendix A).


  Method


  This study was conducted following the methodology of action research. According to Elliot (1991) this method is a type of research that consists of: planning, acting, observing, and reflecting. The cycle starts with creating a plan to observe and record classroom activities (planning). After the plan, an action is implemented to seek a solution to the difficulty that is presented in the class (acting); while this is happening, information is collected (observing) and analyzed. The final stage is to revise how effective the application of the action helps students to overcome the difficulties presented (reflecting). In this study, planning helped us find that students presented some difficulties in listening skills. In order to find a solution to those difficulties, ten meaningful oral tasks were implemented. While we were implementing these tasks, we observed and interviewed to collect information and to reflect on how the students responded to the use of meaningful tasks.


  Context and Participants


  The participants of this study were ten EFL learners. Six of them were male and four female. The age range was from 17 to 20 years old. They were all in the third semester, in which they had to take a pre-intermediate English course that was part of their education process in the EFL program. These students faced different conditions and situations that affected them in their successful development of listening. First, the geographical context where the university is located impeded learners having contact with native English speakers. Second, most students expressed that they did not practice listening at home and they also stated that the majority of English language teachers have taught them using listening activities in the class just to test them. Some of the activities they used to do before the implementation of meaningful listening tasks were filling the gaps, finding the missing words of a text, recognizing the pronunciation of words, or understanding the intended message of a word.


  Data Sources and Analysis


  Two data collecting instruments were used in this study: observation field notes and semi-structured interviews. The observations helped to gather information on how the students responded to the implementation of the meaningful oral tasks and the performance shown by them. In this regard, general information about how the students reacted to the use of meaningful tasks, the skills they developed and their reactions to their classmates questions and answers were written in the field notes. Specific information such as the role of the topics, materials, activities used to enhance listening fluency, and specific abilities students developed in the application were also collected. The semi-structured interviews served to know the perception of learners about the implementation and to confirm the interpretation of the field notes of the observations.


  A constant comparison approach (CCA) was used to examine the data collected systematically. With respect to such method, Fram (2013) declares that the purpose of CCA is to maintain the opinions and perceptions of the participants by making constant comparisons. Following the same matter, Creswell (as cited in Córdoba Zúñiga, 2016), considered that the constant comparison strategy is a series of procedures that help researchers to analyze and think about social realities (p. 16). In our study, this process started with the description of the information. Then, we organized, explored, coded, and segmented the data related to the students response to the implementation of meaningful oral tasks and how these tasks helped enhance listening fluency. After that process, the first codes appeared: (a) task-based teaching as a way to promote meaningful oral tasks, (b) listening tasks, (c) promoting meaningful oral tasks, and (d) listening fluency. Next, we carefully read the transcribed information line by line and divided it into meaningful segments to corroborate and validate the data through triangulating and making comparisons to finally get the results.


  Pedagogical Intervention


  For the pedagogical intervention, ten meaningful listening oral tasks were designed and implemented (see Appendix B). These assignments were based on students ages, interests, their English level and avoiding any controversial issue. The topics, context, and the materials (authentic videos, oral documentaries, interviews and recordings, and class oral conversations) varied to provide effective listening practice. These assignments lasted 40 hours and were developed within ten weeks during the second semester of 2016. Each task took four hours to be developed (half an hour for pre-listening activities, three for the development of the task, and another half an hour for post-listening tasks).


  Pre-Listening Phase


  In this phase, the participants were informed about the main purpose of the study and some recommendations were also provided for the students. The suggestions advised students to listen to the materials at home at least twice; to complete every task; to follow the recommendations and criteria of each task and to take notes, ask, and answer questions; and, ultimately, to be ready to perform the assignments successfully. Additionally, we asked the participants to present their product of each task in the while-listening phase and to do the follow-up activities if needed.


  While-Listening Phase


  During the development of this phase, the students followed some steps: (a) they listened to the audio resources in the class; when the listening materials were played, they took notes and activated their prior knowledge about the topic (see Appendix B); (b) during the while listening stage, the learners presented the product of the meaningful oral task; while they were doing that, their classmates paid close attention, took notes, asked and answered questions, exchanged points of view, and made comparisons between their interpretations of the content, context, and messages with the points of view of their classmates. Meanwhile, we listened to them attentively, took notes and evaluated learners performances by using a flexible listening rubric created by us (see Appendix C).


  Post-Listening Phase


  In this final phase, we first congratulated students for their performance and motivated them to continue doing the implementation. We also showed and gave the rubric and notes to the students with some recommendations on how to manage the time given for the activity, some guidance on choosing the appropriate vocabulary, how to use more supporting details, to connect oral messages to their context, and to express their ideas clearly. These recommendations were given mainly at the beginning of the study. After each assignment, new questions were asked as an illustration and to recycle the topics that had been previously studied.


  Findings and Discussion


  In this section, we present the findings and discussion of the information collected during the pedagogical intervention.


  Task-Based Language Teaching as a Way to Promote Meaningful Oral Tasks


  The analysis of data suggests that TBLT may be an effective methodology to promote listening fluency in EFL learners. The participants developed significant oral tasks in which they were engaged in step-by-step assignments that offered opportunities to analyze, synthesize, evaluate, and apply their knowledge to participate in listening and speaking tasks at the same time. Participants state that:


  
    TBLT created a new atmosphere in the classroom to practice listening and speaking, I first listened to the materials at home, to make connections with the speaker and the message. Then, when the audio was played in the class, I could understand, talk with my classmate, and report my thoughts about the materials. (Interview 2, Participant 1)
  


  The participants acknowledged the use of TBLT because this approach offered a framework to practice listening to a process that let them construct meaning as well as to participate in oral communication activities that served to exchange thoughts in relation to the recordings. As can be seen, TBLT offered a possibility to create a different classroom dynamic where the students went through some stages such as pre-, while-, and postistening that facilitated the development of assignments and encouraged their participation in authentic conversations that increased listening and speaking practice.


  Bearing in mind that the primary concerns of the intermediate EFL learners were the lack of fluency for listening practice, meaningless methodology to teach this ability, and limited students background in this skill, the use of TBLT provided significant opportunities to overcome those limitations. These tasks facilitated exploration and listening production and created opportunities to be fluent in the listening skill. They also offered a meaningful plan of action that included pre, while, and post stages in which the students became independent, reflective team-workers and creative and effective participators of their learning process. These findings are linked to Córdoba Zúñiga (2016), Ellis (2003), and Willis and Willis (2001), who considered that TBLT offered the possibility to enhance practice, class productivity, and learning.


  Listening Skill and Listening Tasks


  In this study, listening tasks refers to all assignments developed by students to understand, analyze, connect, and apply the content of spoken language to systematically increase their listening fluency. In this regard, data on how the students responded and reacted to the pedagogical intervention indicate that the assignments required pre, while, and post listening phases. The pre-listening task was necessary to activate students knowledge, encourage them to ask for any clarification, discuss the criteria of the task, and to provide the instructions to be followed. Additionally, it served as a way to embark learners into the tasks and to increase their possibilities to complete the assignments.


  With respect to the pre-listening stage, Participant 3 expresses that pre-listening tasks helped [him] to have a general understanding of what to be done during the tasks (Interview). Equally, we observed that


  
    Pre-listening exercises were important for the students to clarify what, how, and when to do the tasks. Also, they were important to introduce them to the world of the tasks by asking them to make inferences about the message and information of audio materials and conversations. (Observation field note)
  


  The previous evidence suggests that the pre-listening task was very important to recognize, identify, and facilitate the development of the tasks. This stage provided support, clarified what the students were asked to do, and expanded information on how and when they were called to each task. In other words, this phase was the first journey into meaningful oral task travel, and as such, all the necessary information needed to do the tasks had to be provided.


  The most important feature of this phase was that students presented the product of the meaningful oral task with which they showed they had fully understood the content of the aural materials and had restated, reorganized, connected, and applied it to their lives to finally create their own interpretation of the information. At this stage, the students showed points of agreement and disagreement and when all had finished their presentations, more discussions and negotiation started to expand the comprehension of the materials.


  Participant 9 says that this stage increased her understanding of the material because she was involved in permanent discussions that illustrated her to perform her task (Interview). We found that


  
    Students showed positive reactions when they participated in discussions and were performing the activities. The learners made decisions, negotiated, reached agreements, and actively participated in the conversation in which the aural material was described totally. (Observation field note)
  


  A possible explanation for the aforementioned data would be the fact that active oral and listening practice such as analyzing, organizing, making predictions, and connecting the oral messages to students lives and speech provided students with more possibilities to evaluate the speakers point of view and intentions. Discussions, exchanging points of view and the presentations evidenced that listening fluency may be achieved in a high percentage in this phase. Another possible explanation is that constant listening tasks were helpful for learners to master the ability to interpret and connect speakers points of view with students real lives. Based on these interpretations, it could be said that while-listening was a major stage of the intervention. At this step, students expanded their ability to discover, explain, discuss, and to report their points of view orally.


  Furthermore, we should insist that it is important that, while students make their presentations, their partners should be paying close attention and taking notes to evaluate each students performance through a flexible listening rubric (see Appendix C). This rubric was a form designed by us to evaluate how the students developed the assignments and how their development demonstrated progress in listening fluency or not. This had to be done with a formative purpose and not to punish students if they presented difficulties understanding the global message of the speech. This instrument should be given to the learners before and after their presentation, so that they can reflect upon the areas they might study and need to overcome after they have made their presentations.


  The final phase—the post-listening stage—served to recycle and to underline specific or general areas to work on identified in the while-listening stage. If there are any suggestions, they should be for the task itself such as time management, engagement or level of complexity or for the performance of the students during the development of the previous stage. Participant 1 comments that this phase helped [him] to realize that [he] pronounced some words wrongly (Interview). From our perspective, this final stage offered opportunities to reflect on students performances and to explore new alternatives to strengthen listening fluency.


  Promoting Meaningful Oral Tasks


  As pointed out in the introduction of this paper, promoting meaningful oral tasks was the central pedagogical intervention proposed to enhance listening fluency in the participants. In this order of ideas, the information suggests that meaningful oral tasks worked as a possibility to broaden learners opportunities to master this skill by providing authentic oral tasks in which they were asked to pay attention to the spoken language, to think, react, ask and respond to questions, and participate in authentic oral conversations. Tasks demanded rehearsal, interaction, oral discussions, presentations, debates and interviews, decision-making, and creativity to connect the oral messages of the materials to students real lives.


  Participant 8 mentions that meaningful oral tasks were not only related to the message of the conversation, but also gave the opportunity to interact with their classmates (Interview). Participant 7 explains that meaningful tasks offered a real possibility to improve listening by doing assignments that were related to [her] life, and as a consequence, listening was improved (Interview).


  We consider that there were several possible explanations for the previous results. First, meaningful oral tasks promoted authentic exposure, practice, and a suitable atmosphere in which the participants effectively refocused the spoken language according to their needs, intentions, and communicative goals of each assignment. Second, the students developed the skill to connect their knowledge, to uncover the messages that spoken material and conversation conveyed. In other words, they learnt to predict, analyze, and make inferences to interpret verbal and nonverbal information presented in the oral material and conversations. Another main point was that these assignments were a dynamic process that included the possibility to share viewpoints, discuss, and ask and answer open-ended questions which enhanced oral listening interaction. Equally important, tasks included updated topics that matched students ages, interests, and English level and this may help to increase the possibilities to be engaged in the tasks development.


  Additionally, the activities introduced learners to a cycle that encouraged them to practice listening fluency and oral interaction simultaneously. They had to concentrate to avoid misunderstanding and misinterpretation. So, the students abilities to recognize general content of spoken messages, to remember main ideas of conversation, to analyze the speakers intention, and to relate the oral messages to their lives increased significantly. Participant 6 reveals that after the intervention of meaningful oral tasks I can be more engaged and focused in the tasks (Interview).


  This perception is due to the lack of listening fluency exercises the students had before this study. As was studied in the introduction, one of the difficulties that students had was the types of meaningless listening exercises. Yet, implementing these assignments encouraged them to recognize that listening demanded comprehension, attention, thinking, acting, applying, creating, and responding to the tasks committed to them meaningfully. The students went beyond recognizing simple words or understanding the meaning of a word to relate the aural message to their daily conversations, experiences, and lives; by doing that, learners became willing to seek opportunities to practice this skill at home.


  Listening Fluency


  As we pointed out in the introduction, listening fluency was the main weakness that the participants had before the study was conducted. Then, a pedagogical intervention was proposed as a way to promote this skill. The information collected during the implementations indicate that this methodology provided exciting opportunities to foster listening fluency through the development of meaningful dynamic oral assignments that included pre, while, and post intensive-extensive listening practices which allowed learners to understand, interpret oral messages, and provide suitable responses to do the tasks committed to them.


  We observed that


  
    Doing different listening tasks helped students to overcome the difficulties that they had before the study was conducted. They shared, talked, and demonstrated that they understood the topic and the content of the conversations. (Observation field note)
  


  During the assignments, the participants demonstrated a significant advance to comprehend, analyze, interpret, and decode oral messages. The tasks provided students with helpful experience that had a positive impact on their pronunciation, intonation, rhythm, music, and sounds of English. The experience they gained from developing their exercises made them feel comfortable, confident, and self-sufficient English learners.


  Additionally, meaningful oral tasks seemed to be a good way to make connections between the speech, what they knew and how they wanted to express themselves. Students reacted, responded, and asked questions that increased their possibilities to restate, understand, and apply information from the material to express their ideas. This was achieved because listening tasks were seen as an integrated process in which the student did pre, while, and post listening activities which encouraged them to develop understanding. This process helped them to clarify and verify the content of the audio-materials and daily-life conversations by developing engaging activities where listening was examined beyond instructional or literal interpretation. Participant 1 states that spoken activities helped to improve listening because they helped to construct meaning and expanded listening comprehension (Interview). This participant had this perception about meaningful oral tasks because these assignments gave him the opportunity to be involved in active listening fluency activities, in which students had to apply all that they had gathered from the materials or classroom conversation to participate in the discussion or to report their interpretations to the group. Likewise, they practiced the meaningful listening tasks that required engagement, oral classroom interactions, decision-making, and creativity.


  Another reason was that meaningful oral tasks emphasized offering opportunities to practice listening fluency from a variety of activities and tasks which took into account students ages, culture, level, and interests. This ensured participation, the development of the task by students, and provided many possibilities to review their knowledge which may be a successful way to promote listening fluency.


  Participant 2 suggests that the tasks were close to her real-world life and revolved around her interests and what she could do with the language (Interview). In the same way, we find that students showed interest in the tasks because they did not see them as something beyond their lives (Observation field note).


  From our perspective, the development of meaningful oral tasks was an effective way to enhance listening fluency for three main reasons: First, tasks were directly connected to students real life; they discussed, described, and made oral inferences to understand what the speakers tried to say. Second, the tasks offered learners the opportunity to activate prior knowledge and to be familiar with the topics. Additionally, tasks helped students to connect, recognize, interpret, and understand and to be involved in meaningful conversations such as negotiating, exchanging points of view, discussing, or reaching agreements about the message of the materials.


  Conclusions and Suggestions


  As pointed out in the introduction to this paper, most of the pre-intermediate EFL learners presented serious problems in listening tasks. They misunderstood and misinterpreted oral messages and were unable to recognize the general content and encountered difficulties to refer to the aural materials or conversations orally. Based on that, we decided to conduct an action research that involved 10 meaningful oral tasks, where the students practiced listening activities to develop the tasks committed to them. This process included three main stages: pre, while and post listening tasks. In each phase, the students practiced, negotiated, examined, and performed a variety of oral and listening assignments that were planned following the principles of TBLT and included diverse topics (see Appendix B). The exercises were designed and applied considering students ages, culture, religion, and English level. It can be concluded that the implementation of meaningful oral tasks promoted listening fluency in ten pre-intermediate EFL learners in the ELT program at the Universidad de la Amazonia in Florencia (Colombia) for various reasons.


  First, listening tasks were meaningful learning activities that encouraged learners to practice this skill effectively through a systematic action plan that followed pre-, while-, and post-stages. The students developed real world assignments, in which they analyzed, related, applied, and constructed meaning from the materials to actively participate in oral discussions. Apart from promoting listening fluency, this study showed how the EFL teachers may involve students in interactive listening assignments that offer class interaction to help students to confront listening comprehension difficulties.


  Meaningful tasks encouraged learners to seek and provide creative and innovative responses, solutions, or evidence of their learning process rather than merely recall or repeat the information that the speaker provides. These activities engaged students in challenging problem-solving and decision-making oriented classes, where the students needed more than one step to complete the task required. In addition, the assignment took into consideration students personal background to broaden the possibility for learners to actively participate in the development of the task. We also concluded that listening fluency can be promoted by contextualizing and personalizing listening activities.


  Further analysis should be conducted to analyze how meaningful oral tasks enhance other communicative skills such as reading or speaking. It would be good to examine how reading comprehension could be enhanced through oral tasks. It would also be interesting to study if TBLT could be applied to teach meaningful writing practices.
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  Appendix A: Criteria to Select Listening Tasks and Materials
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  Appendix B: List of Meaningful Oral Tasks Used in Each Assignment


  Procedure:


  Pre-listening


  
    	Tell students all the recommendations for the task (goal, product expected, and roles)


    	Ask students to listen to the audio material carefully.


    	Tell then to ask questions


    	Play the audio (three times)

  


  While listening


  
    	Give this time for the students to: present their products, ask and answer questions of each other, discuss and compare their answers.


    	The teacher should pay attention, take notes and evaluate students performances.

  


  Post-listening


  
    	Recycle the activity


    	Provide feedback


    	Give the rubric to students


    	Tell what the leaners need to enhance
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  Appendix C: Flexible Rubric to Enhance Listening Fluency Through Meaningful Oral Tasks
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  This paper describes college students writing development process during their foreign language classes throughout a semester. Self and peer correction were implemented to promote error awareness along with the use of an error code and error log in a fifth semester class. The results show that both strategies benefited students writing skills and self-awareness which in turn produced, among other outcomes, the development of critical self-assessment of their writing and responsibility for their own learning. This study highlights the importance of allocating class time for continuous training to allow students to systematize their writing practices.


  Key words: Peer correction, self-correction, writing skills.

  


  Aquí se describe el desarrollo de la escritura de un grupo de universitarios durante un semestre. Se implementaron las estrategias de auto y co-corrección para promover la conciencia del error a través del uso de un código y un registro de error con un grupo de quinto semestre. Los resultados muestran que ambas estrategias beneficiaron las habilidades de escritura de los estudiantes y su conciencia de los errores además del desarrollo de la auto-crítica de su escritura y la responsabilidad por su aprendizaje. Se resalta la importancia de proveer a la escritura un espacio dentro de la clase donde la práctica constante produzca la sistematización de las prácticas de escritura.


  Palabras clave: auto-corrección, co-corrección, habilidades de escritura.

  


  Introduction


  The current education goals in the B.A. program in English Language Teaching (ELT) of the Universidad Autónoma de Tlaxcala (UATx) include the development of academic literacy including writing in English. Due to the challenges that the development of academic writing poses, it has emerged as a research interest in higher education in Mexico as evidenced by the studies carried out on this topic and context (Encinas, Keranen, & Salazar, 2010; Englander, 2010; Martins, 2005; Mora, 2017; Roux, 2012; Roux, Mora, & Trejo, 2011). According to Hidalgo (2010), such challenges may be caused by the lack previous instruction in academic writing in both Spanish and English. In order to develop students writing skills, a series of strategies should be implemented in the general English classes to help them become more independent and effective writers which, in turn, could benefit their motivation as well as their transit to writing more complex texts such as academic documents.


  Writing, as the other three language skills, is an intellectual, creative, and methodological process that implies the investment of time and practice to develop it to the fullest in order to achieve clarity and effectiveness. There is a series of steps and strategies that may facilitate it for learners like generating ideas; assembling them coherently; organizing them to write a first draft, which is revised several times; rewriting until the final version is produced. The revision stage is crucial since it promotes and orientates the improvement of the text. If self and peer correction are added as strategies during this stage, learners do not only gain a more appropriate and accurate final version of their text but also knowledge of the writing-as-a-process stages. In addition, the learners can use error codes and error logs during self and peer correction in order to provide and follow-up explicit feedback in an attempt to foster self-awareness of the areas that need improvement. The knowledge and awareness resulting from the practices described above seem to help learners to produce better drafts, be more independent writers, and motivate them to cope with the difficulties of developing the writing skill.


  The B.A. Program in Language Teaching at Universidad Autónoma de Tlaxcala


  This study was carried out with students of fifth semester of the B.A. in language teaching at UATx in Mexico. The university has implemented a new educational model called Humanistic and Integrative Model Based on Competencies (Ortiz, 2014), which follows the socio-constructivist theory centered in learning.


  The B.A. in language teaching is an on-site program based on competencies development with 58 learning units organized in eight semesters during which English or French is taught as a foreign language (learners decide on their preferred language). The courses comprising the program are distributed among three main areas: basic, vocational-discipline, and elective. The basic area is made up of 11 units that enable students to obtain the knowledge, skills, attitudes, and values needed to access higher learning units. The vocational-discipline area comprises 31 learning units and aims to deepen the knowledge, skills, attitudes, and values needed to exercise their labor as language teachers. Finally, the elective area is made up of 12 learning units, eight related to linguistics and language teaching and four in which students have the possibility of choosing an additional foreign language.


  Teaching Writing as a Process


  Teaching writing as a process presupposes a change in the teachers approach and practices. Murray (2003) holds that many English teachers teach writing as a product, focusing their critical attention on what their students have done, as if they had passed literature in to us (p. 3). That is, many teachers tend to consider learners writing as if it were literature which it is not. Moreover, English teachers tend to assign a specific subject or theme for the learners to write about which may, on the one hand, demand knowledge about a topic that students are not familiarized with and on the other, play against their motivation if the learners are not interested in the topic.


  When teaching writing as a process, teachers should not expect students to write well from the beginning since teachers should consider the stages of pre-writing, writing, and re-writing. Learners usually read the final text and are not aware of the drafting and correcting that are necessary to produce it. That is why teaching writing should be approached in a way that learners are guided through the edition process, which helps them to become aware not only of the stages for producing a text but also of the strategies that work for them to improve their writing.


  In addition, the use of tools like the error code and error log is beneficial for the development of their autonomy as writers. Lalande (1982) found that American students who used error codes to correct errors in German had greater improvement in writing than the students who had their errors corrected by their teachers, while Ferris (2011) states that a longitudinal study showed a clear advantage for the use of error logs to improve students writing even though the results are not conclusive (due to the small sample included in the study). It is the teachers role is to facilitate the time and opportunities for learners to write in a social environment using self-help and external tools. The use of tools provided by the teacher such as an error code and an error log along with explicit guidance may help students to become cognitively aware of the process of writing a text.


  Writing as a Process


  Writing—as well as reading—is not an innate ability or competence since it goes beyond knowing how to write a simple message to communicate something. Tierney and Pearson (1983) argued that it involves continuous, recurring and recursive transactions among readers and writers, their respective inner selves and their perceptions of each others goals and desires (pp. 18-19). Within this complexity, they claim that the writing process contains five main stages: planning, drafting, aligning, revising, and monitoring which will be briefly described below.


  Planning


  The planning stage is believed to be what differentiates novice and expert writers. Hayes and Flower (1980) suggest that the former scarcely plan their text while the latter set explicit rhetoric objectives that allow them to revise globally their text which benefits its effectiveness. Understanding that learners are at different stages of development and providing them with knowledge about the stages of the production of written texts is a good beginning for the advancement of the teaching of writing.


  For Tierney and Pearson (1983), this stage of writing entails two complementary processes: goal-setting and knowledge mobilization. Goal-setting planning includes a series of other steps such as setting the topic, objectives, goals, and purposes of the text to be produced. On the other hand, knowledge mobilization refers to brainstorming, that is to say, the generation of first ideas. Some of the strategies that can be taught in this stage comprise note-making, outlining, mind mapping, and free writing, among others. McDonald and Salomone (2012) include other essential strategies like thinking, talking to other people, and reading related material which seem obvious to experienced writers but are sometimes neglected by novice writing learners.


  In sum, planning allows the writer to consider the subject and the audience which raises awareness of the appropriate level of formality and language required to produce the text. Once the writer has a clearer notion of the purpose of the text as well as the main idea(s) and has gathered details, examples, reasons, or content that could be included in the text, s/he is ready for the next stage.


  Drafting


  During this stage, the writer makes a case and structures a rough version of the text. It is at this stage where the main ideas and the writers position should be clarified. This is why it takes into consideration the stage of alignment because, while the learners are drafting, they must adapt their text to the audience they are writing for and they must follow the appropriate rules of language and vocabulary. However, this stage should not be confused with revision since its purpose is to write. After revision and correction, the writer will be able to fine tune the text.


  Aligning


  The process of aligning not only focuses on the coherence of the text but also on the writers stance about the topic and the mode. The stance might be challenging, sympathetic, or critical, to mention some, and the impact mode refers to the effect that the writer desires to generate: convincing, persuading, supporting, and so on. Aligning also takes into account the audience that will read the text. It is not the same to produce a written text for college students as for primary school students.


  It is clear that the changes required by the text do not occur on a single draft. Alignment presupposes a cycle of recurrent rewriting, revision, and drafting. The revision process is a fundamental stage for improving the quality of the text produced and offers vast opportunities for teachers to provide learners with the tools and strategies that may facilitate their independence and progress in their development as writers.


  Revising


  According to Hinkel (2015), to be college and career-ready writers, students must take task, purpose, and audience into careful consideration, using words, information, structures, and formats deliberately (p. 24) so writing is not merely taking ideas from ones head and placing them onto the paper. A writer must choose the lexical items that best represent his/her ideas and cause the desired impact. This stage is not only about accuracy; it comprises coherence and flow. For Tierney and Pearson (1983), revising is an ongoing process of rethinking the paper, reconsidering the arguments, reviewing the evidence, refining the purpose, and reorganizing the presentation. It is this stage of the process that shows the writers degree of autonomy since the more capable they are of identifying the weaknesses of their text and adapting it to the requirements of the audience, the more autonomous they are, which may be an indicator of the learners progress in the spectrum that ranges from novice to experienced writing.


  Revising can be assisted by an external agent which can be the teacher or a classmate as well as a tool like the aforementioned error log and error code. Both agents and tools provide learners with feedback and support that may help them to focus on specific areas to improve. The constant use of such tools may benefit the internalization of the criteria commonly used to evaluate writing which would facilitate the monitoring stage.


  Monitoring


  Writers must be able to evaluate what they have developed. This is called monitoring which according to Tierney and Pearson (1983), occurs tacitly, but it can be under conscious control (p. 17). The monitor favors the evaluation and tracking of, as well as the control over, the other stages (i.e. planning, alignment, drafting, revising) because it evaluates if they have been done properly. This stage together with revising can be supported by self and peer evaluation and error codes and logs because novice writers are unaware of the weaknesses of their texts and find it difficult to focus on certain areas to improve. If such agents and tools are not used, learners may become overwhelmed by the difficult tasks of revision and monitoring which may demotivate them and cause the infamous writers block.


  Correction in Writing as a Process


  In the past, the evaluation of written texts in the English as a foreign language (EFL) context was limited to the identification and/or correction of the linguistic errors produced by the learner, especially spelling and grammar as stated by Zohrabi and Rezaie (2012). This approach resulted in the disregard of essential aspects related to the text itself, to the learners, and to the process of writing. For Cassany (2000) writing should be understood beyond the mechanics of writing such as spelling, calligraphy, and layout to incorporate aspects that are more helpful to determine the adequacy of a text like vocabulary, grammar, cohesion, structure, and register. Taking these aspects into consideration may provide useful information to the learners so their texts may better match their teachers expectations.


  As for the students, the traditional approach constrains learners participation in the assessment of their own texts causing underdevelopment in the awareness of their weaknesses. Such weaknesses may be in the text as a product and/or in the process of writing since learners are used to submitting a written assignment and obtaining a score sometimes without receiving formative feedback which would provide suggestions for improvement. This approach may affect their motivation for writing. This is why Cassany (1989) suggests what he calls comprehensive evaluation which takes into account the text produced by the learner in addition to the sequence of actions followed to produce it; from the preparation to the production and the edition stages. The previous comments do not mean that traditional correction should be completely eliminated from the teachers practices since they should be sensitive to the learners needs in terms of their level of L2 proficiency and development as writers. Learners in basic or elementary levels of L2 seem to expect and want error correction that includes the linguistic ones as well. This can be done by balancing the types of feedback in addition to focusing on different aspects of writing according to the different stages of the writing process.


  If writing is not taught as a process, it becomes a one-time text production, so the learner writes an assignment with the objective of fulfilling a requirement set by the teacher. That is, viewing writing as a process instead of as a product which would encourage learners to see writing as an opportunity to express their views about a topic and as a learning experience built on the possibility of improving the text through drafting, correcting, and editing to submit a final version of which they may feel proud and satisfied.


  Self-Correction in Writing


  Teachers have traditionally provided feedback on errors to students; however, in current teaching approaches other ways of providing feedback and correcting have been incorporated. According to Bitchener, Young, and Cameron (2005), self-correction is an indirect feedback where the teacher provides students with choices that would allow them to discern the correct form by themselves. These authors consider that regardless of the mode, that is, self or peer, it is the teacher who makes the errors salient in a way that seems accurate since teachers usually set the items that should be corrected bearing in mind the students stage of linguistic and writing proficiency. Another feature of self-correction is that it draws the students conscious attention to their individual errors which pushes them not only to notice their errors but to correct them. This, in turn, can be a good form of becoming aware of their most common errors and identify problem areas to resolve.


  Studies on self-correction (Hanrahan & Isaacs, 2001; Kubota, 2001; Maftoon, Shirazi, & Daftarifard, 2011) have found its positive effects such as the reduction of the amount of errors made by the students. Other findings are that self-correction was more effective than teachers correction and recasts, plus it favored the learners positive attitude towards error correction and triggered meta-cognitive discussions in the classroom which could provide opportunities for learning. Fahimi and Rahimi (2015) also found that self-assessment instruction prepares students to plan and revise their texts as well as to evaluate the progress of their writing. The results above make a case for instructing and involving students in self-correction practices with the objective of not only improving their writing but also their metacognitive skills.


  Peer Correction


  Also known as peer feedback or peer review, peer correction has proved to be an effective means of aiding writing development since it actively involves learners in the learning and teaching process. Some authors (Kamimura, 2006; Zeng, 2006) have shown that peer feedback offers many ways to improve learners writing. This method consists of learners giving and receiving feedback about their writing from their peers, that is, other learners. It may be implemented in the classroom to enhance learner autonomy, cooperation, interaction and involvement (Sultana, 2009, p. 12). Thus, comparing ones writing to others offers the opportunity to broaden and deepen learners thinking and understanding of their writing process and language use in two ways: As readers, they enhance their critical reading skills and as writers, learners foster their critical thinking skills when revising their pieces of writing on the basis of peers feedback (Moussaoui, 2012). Some of the most important benefits of implementing peer correction in the classroom are that the learning responsibility is shared with learners which shows them that their opinion is valued; both teachers and learners gain insights into the writing process; learners active participation in the correction activity provides a more supportive atmosphere as the feedback received from classmates is less threatening, and as a result of these the authoritative role of the teacher is no more reinforced (Pishghadam & Kermanshahi, 2011, p. 218); it saves time and effort for many EFL instructors (Miao, Badger, & Zhen, 2006) and allows teachers to assess learners writing on a regular basis thereby reducing the negative effects of time constraints and large class sizes. In addition, it is not uncommon that learners give feedback according to given criteria established by the teacher which may be checklists, feedback sheets, error codes, and error logs. These tools are helpful for the process of error correction and provide learners with a guide to classify errors which may reduce levels of anxiety.


  Self and peer correction, according to Yangs (2010) research results, empower the students to monitor, evaluate, and edit their texts to improve them since self-correction facilitates the identification of grammatical errors. In addition, peer correction helps them to notice the others opinions about their texts. In this way, students provide and receive support from each other building a true learning community which is the aim of the educational model at UATx.


  Error Code


  In order to support learners to carry out the revision stage, error codes and logs can be used. Correction codes are instruments that provide learners with feedback on their writing which allows the students to revise their understanding of certain linguistic items. In this way, learners identify errors or what they believe are errors about the form and function of a variety of lexical and grammatical elements.


  Using error codes is practical and beneficial since it helps teachers and learners to approach text revision as a problem-solving task; they provide learners not only with clear parameters about what to revise but also with a common set of symbols which standardizes the text reviews as long as the code is clear and has been explained to the users. Buckingham and Aktuğ-Ekinci (2017) consider that the correction codes also help teachers to provide individualized feedback in subsequent drafts in a timely manner without putting an extra workload on themselves. Actually, the code symbols prevent the use of many words to provide feedback and allow a more efficient use of time. In addition, if error codes are used during self and peer correction, during the teaching of writing as a process, learners may become more reflective about and autonomous in their writing.


  Error Log


  Along with error codes, learners may also use an error log for written accuracy in particular. In this study the students used the error log to keep track of the number of errors made with regard to some error categories such as verb tense, subject-verb agreement, word choice, punctuation, and capitalization, among others. This instrument aids learners to monitor the kind and frequency of the errors they make in the writing tasks so that they will become aware of those linguistic items that they need to improve upon.


  Method


  The main objective of this exploratory study was to find out if the use of self and peer correction processes in the English class during writing instruction resulted in higher quality texts. The specific objectives were to find out what were the most common types of errors made by the students and discover if the recurrent use of self and peer correction had an impact on the amount of errors made.


  The participants were nine students, seven females and two males whose ages ranged from 20 to 22 years old. They were in the sixth semester of the B.A. in language teaching at UATx. In order to learn about the participants writing habits, a short survey was applied to the learners; it helped to set the students writing practices. Furthermore, the data were collected through two written assignments based on the tasks of the course book and which were revised using an error code and implementing peer correction so two versions of each assignment were submitted (rough and final drafts). In addition, students were asked to register their errors in an error log in order to monitor the type and amount of errors made. At the beginning of the semester the teacher explained how to use the error code and that the writing skill was going to be developed in a systematic way. That is, carrying out the five stages of the writing process. The first assignment was to write a paragraph about their college life-style, the second text produced was an invitation letter to spend the summer with a close friend, the third was a fiction story, and the last one was to express their thoughts about students who work. The second text ranged from 100 to 150 words while the last one ranged from 350 to 400 words.


  The error code and error log used for self and peer correction was taken from Zemach and Rumisek (2003) who suggest a list of 25 error symbols (see Appendix A) with their definition and exemplification to clarify each one. In the regular English class, students submitted their writing tasks as a first draft and they were redistributed by the teacher to implement peer correction. After this first review, students were required to check their partners identification of errors and correct them (self-correction) with the intention of improving their writing. Finally, a final draft was submitted to the teacher. Students were also required to include the first peer-reviewed draft with the final version of every written assignment as evidence of the process. Moreover, students were asked to fill in the error log (Appendix B) according to the mistakes marked during peer correction process (Appendix C).


  Findings


  The most salient information coming from the short survey applied at the beginning of the semester was that two of the students wrote first in Spanish and then translated their texts into English while the rest wrote directly in English. Of the latter, five used prewriting strategies like making notes but four of them did not. All the participants considered that the most challenging elements as regards writing in English were the use of grammar rules, writing interesting texts, and originality. Eight participants thought expressing their ideas and the use of appropriate vocabulary were quite challenging. On the other hand, five of them considered that generating ideas for writing was quite easy.


  The error code provided the students contained symbols for 25 types of errors like spelling, word order, wrong form, adding and eliminating words, connectors, and run-on sentences, among others. Students 3 and 9 had the highest rates of types of errors with 12 followed by Student 5 with 11 types of errors, and Students 1 and 7 had five types of errors. Appendix D shows the texts produced by Student 3 before and after peer correction. The lowest rate was five types of errors made by Students 2, 4, 6, and 8. It was interesting to see that even though some students clearly had a higher level of proficiency in English, they had errors that seemed to be fossilized. For example, Student 2 had only six types of errors which were word choice, articles, unclear sentences, verb tense, verb form, and missing words. She committed a mistake related to verb tense only in her first version of Assignment 1 and never made it again but the other five types of errors were present in all of her texts which led the researchers to hypothesize that some of those errors were real problem areas for the student although unclear sentences and missing words could be corrected once the student develops more awareness of the audience and is guided to write her ideas more explicitly.


  The most common errors that the participants made in general in their four texts submitted were word choice, verb form, and missing words. It was also found that these types of errors continued to occur throughout the different assignments. This information helped the teacher to implement activities that would help the students to express the doubts they had about the three types of errors and practice them such as extracting parts of the texts and sharing them with the class to find possible solutions to the errors, explaining why the word or verb form should be changed. In some cases, students were recommended to do certain grammar exercises, however, they were suggestions that may or may not have been followed by the learners. Since participation in those activities was not assessed due to the fact that they were not included in the official syllabus and evaluation criteria for the course, we could not attest for their effect. Another common error was word order. This type of error appeared at different points of the participants writing but eight of the nine students corrected this error successfully in the final version of the second assignment.


  On the other hand, the type of error that students did not find in any occurrence was unclear fragments. However, it is worthwhile to mention that the texts analyzed were peer and self-corrected so the teacher at that point had not yet provided feedback; that is, the teacher could identify other errors that the students overlooked. The following types had a single occurrence: the improper use of capitalization, singular, plural, pronouns, and subject-verb agreement. This is due to the fact that most of the students in this group had an appropriate level of English from the first semester and were the first generation of the program which means that most of them had taken an entrance level test. Most of the students in this group had taken extra school English classes and some had recently returned to Mexico from the United States where they had studied in high schools. The following paragraphs will refer to specific participants that attracted our attention because of the results in their error logs.


  Student 4, who probably had the highest level of proficiency, can be said to have committed only one type of error at a time. That is to say, the six types of error she produced were made only once each but in different moments. For example, in the first draft of Assignment 1 there were errors of word form and subject-verb agreement which were successfully self-corrected in the final version where there was a missing word error. The same happened in the second assignment where in the first version, the student had a word order error and in the final version had a word choice error and run-on sentence. We consider that different errors come up in different versions of the assignment because, in each stage, the students extended their compositions which would potentially open the door to additional unsupervised errors.


  In terms of the frequency of errors tracked in the error log, it was observed that the errors participants had from the first to the fourth assignment varied. Five participants showed a decrease in their mistakes having from one to six fewer errors. In two cases, they had the same number of errors in the first and final writing; however, in the final version of Assignment 2 and first draft of Assignment 4 they reduced their errors. Only in one case, the participant kept the same number of errors in the first and final draft of Assignment 2 and the final version of Assignment 4 and increased one in the first draft of Assignment 4. Interestingly, the remaining participant made more errors in the last three writings than in the first one which could have been caused because she went from producing a very controlled and short first text to freer, more extensive texts. This is another effect observed during the teaching of writing as a process. It seems to encourage students to write more and take more risks since they appreciated the opportunity they had to experiment with language as the assignments required them to express themselves.


  Furthermore, when students received the second draft of the assignment, they went through the revision process which comprises identifying, classifying, and correcting the mistakes they made. They also dealt with the topic of the fourth assignment which was students who work because some of them are workers as well as students. With the implementation of these processes, it was possible to create a favorable environment to develop students writing skill to do their best with the aid of the materials and the input from peers and the teacher.


  Even though number and frequency of errors are important elements to measure progress, a more important effect was sought and achieved—raising students awareness of writing as a process and experiencing the benefits of self and peer correction in the hope that they will continue to implement such stages and tools in their future academic writing tasks.


  Another aspect observed was that students worked more comprehensively, engaging with their classmates as writers and readers which provided them with benefits such as more confidence to write and lower levels of anxiety. In addition, the roles of the agents in the classroom were reorganized since the teacher was not seen as the owner of knowledge but as a facilitator, as Topping (1998) pointed out:


  
    Peer assessment involves students directly in learning, and might promote a sense of ownership, personal responsibility and motivation . . . Peer assessment might also increase variety and interest, activity and interactivity, identification and bonding, self-confidence, and empathy with others—for assessors, assesses, or both. (p. 256).
  


  That is, teammates enjoyed the same academic status which made them feel more comfortable when working in pairs, to ask when they had doubts, and to propose and provide solutions not only to their own problems but to their peers too.


  Conclusions


  As a conclusion of this classroom experience, it can be said that self and peer correction as well as the writing as a process approach are worthwhile practices that can be implemented in the writing tasks included in the regular English textbooks. Self-correction raises the students awareness about their errors, allowing them to correct the errors themselves and in that process become responsible for their learning and therefore, more independent of the teacher. It also helps them to focus on their own errors as opposed to what happens normally in the classroom where, due to time constraints, teachers address the most common errors found in the assignments which might not be completely relevant to the students who do not make such mistakes.


  As for peer correction, it was evident that the way students provided feedback to their partners was done in a friendly, respectful manner which brought about opportunities for them to confirm or disconfirm what they believed was right or wrong. Sometimes the assessment could be wrong because the feedback came from a partner, however, the students were close enough to ask for clarification from the student who provided feedback and with the help of the teacher, find out who was right, leading to learning.


  It was also observed that the students developed evaluative and critical skills from their second draft since their errors declined. Spelling, capital letters, pronoun errors, and the rest committed only once proved to be easy to correct. Some of these errors are identified and marked by the computer but it has been seen that when the students do not receive feedback or receive it but in an untimely manner, they continue to make these errors. If peer and self-correction help learners to polish their texts even a little, it will still save time for the teacher when checking their texts and teachers will be able to focus on items that the students have not been able to resolve themselves.


  The processes of peer and self-correction carried out systematically contributed to maximizing students writing skills through the support of several parties such as error correction tools (the error log and error code) and input from their peers and teachers along with their previous knowledge. In turn, the interaction of these aspects as well as others as motivation to write, interest in the topic, and so forth, bring about chances for discussion, awareness raising, and noticing which can be used as bonding mechanisms by which the students and teachers work together to improve the students skills. This formative orientation may result in the formation of a learning community where everybody contributes to each others learning.


  Because this is a small exploratory study, the authors cannot claim that self and peer correction resulted in significant progress, however, it was observed that throughout the semester of implementation, students became quite comfortable with providing and receiving peer correction and their attitude towards writing seemed to improve. The authors consider these practices should be explored further as well as their results. In order to do so, more English teachers working in this program could be instructed in the writing as a process approach as well as the self and peer correction practices so there is a higher possibility of researching their effects in the development of the writing skill as well as in providing learners with continuity and homogeneity (at least as much as possible and appropriate) in the approach to error treatment and to writing. This is especially important in our context because the students are English teacher trainees who will have the responsibility of developing better literacy practices in their future students.
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  The extract above shows the errors identified in peer correction. The following extract shows the corrected version produced after peer correction. The version below should be then reviewed by the teacher to provide feedback and polish the text.


  
    Work or study: What should I choose?
Nowadays, working is an important decision because students will start to become independent. Studying is only a life’s tool inasmuch as students will face a lot of challenges and the degree does not a guarantee of job. In this world anything is for sure since everyone has to look for those experiences to survive in this life. When people finish their studies they are unemployed because no one, specifically companies, want to give them an employment because they do not have experience in whatever area. However, how those companies ask for experience if they do not give them the opportunity. This is the case of Mexico, where is difficult to get a job. They do not take in account if you were a brilliant student or if you have the experience. Most of the time they want money to give you the job.
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  The purpose of this action research study was to help English language intermediate students tackle fossilized grammatical errors in their speech, which were verb form, missing subject, and word choice. In order to do so, the researcher used visual input such as pictures and colored stickers for self-monitoring purposes, as well as self-evaluation charts for participants to follow up on their process; additionally, voice recordings and field notes were used to help the researcher keep track of students progress. Results showed that participants developed more awareness and attentiveness towards their fossilized mistakes which were reflected in the repairs they were able to make along the implementation process.


  Key words: English language learning, fossilization, self-evaluation, self-monitoring.

  


  El propósito de este estudio de investigación-acción fue ayudar a estudiantes de inglés de nivel intermedio a minimizar errores gramaticales fosilizados en su habla, los cuales fueron forma verbal, falta de sujeto y la selección de vocabulario apropiado. Para lograr esto, el investigador usó estímulos visuales tales como fotos y calcomanías coloridas para propósitos de auto-monitoreo, al igual que formatos de autoevaluación para que los estudiantes siguieran su proceso; adicionalmente, grabaciones de voz y notas de campo fueron usadas para ayudar al investigador a hacer seguimiento de los participantes. Los resultados mostraron que los participantes desarrollaron más conciencia y atención hacia sus errores fosilizados, lo cual se reflejó en las correcciones que pudieron hacer a través de la implementación del estudio.


  Palabras clave: aprendizaje del idioma inglés, autoevaluación, auto-monitoreo, fosilización.

  


  Introduction


  The study took place at Centro Colombo Americanos (CCA) downtown branch (Bogotá) with 14 adult intermediate students who had been studying English for an average of two years. Most of them are professionals who hold bachelors, masters, and doctoral degrees and were studying English because most of them needed to take international exams such as TOEFL or IELTS as a job requirement or in order to apply to a foreign university. For the needs analysis to take place, which involved a series of teachers observations, the analysis of recorded samples from students through the use of an online tool called vocaroo.com, and a survey which participants completed, I discovered that while students had acquired a great level of fluency, their accuracy was being affected by different fossilized errors in their speech. This matches Browns (2007) idea that it is quite common to encounter in a learners language different erroneous elements in their production despite their fluent command of the language.


  The results from the recordings showed the highest frequency of fossilization in verb formation, especially in the present and past forms. Additionally, on a lower scale but also with a high frequency, students made repeated mistakes omitting the subject of a sentence. Also, with a similar frequency, students misused vocabulary which did not match some ideas they intended to express. On the survey results, verb formation and tenses were two categories students pointed out as two of their most common mistakes, which matched results on recordings. Likewise, surveys showed that students seemed to be familiar with some learning strategies, of which self-monitoring was one of the most common. However, this shows that even though they had an idea of some learning strategies, they misused them or did not know how to implement them, which is evident in their oral performance on the recordings for the needs analysis. As a result, the research question was stated as follows:


  To what extent might self-monitoring and self-evaluation strategies help adult intermediate students tackle their fossilized grammatical errors in speech?


  Consequently, the specific objective of the research study was: To analyze the impact self-monitoring and self-evaluation may have on adult intermediate students verb form, missing subject, and word choice fossilized mistakes.


  Literature Review


  Fossilization is a term coined by Selinker (1972) who described it as a permanent local cessation of development in a language system or subsystem. This phenomenon affects most, if not all second language (L2) learners/users due to the fact that it can manifest itself in particular areas of a language which can be phonological, grammatical, or lexical (Han & Odlin, 2006). As some scholars might agree with the fact that such issue must be tackled, others have focused their attention on other elements of language development which somehow have disregarded the use of accuracy. For instance, Brown (2001), Ellis (2004), Higgs and Clifford (1982), Nunan (2004), and Savignon (2005), among others, have carried out studies related to providing students with meaningful interaction, for which communication has played the most important role in the classroom, pushing teachers to create opportunities for students to interact and convey meaning (Terrell, 1991). On the one hand, students fluency in their L2 has increased thanks to the importance given by teachers to the role of interaction, but on the other hand, accuracy has been disregarded and fossilization has become a more common issue among learners.


  Nonetheless, other scholars have tried to redirect their attention on accuracy; for instance, Spada (1997) refers to form-focused instruction as a pedagogical effort to draw students attention to language form which can be done in an implicit or explicit way. Additionally, Ellis (2002) sees form-focused instruction as something necessary to develop L2 knowledge, an idea that agrees with Norris and Ortega (2000), who analyzed 49 form-focused instruction studies and concluded that explicit instruction had been more effective for students to gain accuracy than implicit instruction and that such effect had been durable. This information helps us understand that focusing on form is also a feasible way to help students in their L2 learning. Brown (2007) states that the quality of the language of many students has been affected by errors that were not tackled on time, probably due to the lack of awareness, for which Brown refers to form-focused instruction as conscious learning in which learners exercise an intentional control of their attention to an aspect of input or output. Such awareness is connected to identifying errors that are produced when communication is taking place; additionally, some studies have been carried out (Hennessey, 1999; Kuhn & Dean, 2004; Martinez, 2006) and all of them have agreed that focusing on the way students construct their ideas is really important to avoid the acquisition of errors. This might have helped several teachers re-direct their attention towards form.


  Han (2003) states that there is a lack of empirical studies on fossilization; therefore, evidence of fossilization has been anecdotal. However, several studies have been carried out regarding this phenomenon. Wei (2008) carried out a study on the implications of interlanguage (IL) fossilization in L2, for which he described five types of fossilization taking into account his native language, which is Chinese. The results showed phonological, morphological, syntactic, semantic, and pragmatic fossilization; however, the current study was focused on morphological and syntactic fossilization, which are more related to the spoken grammatical fossilized errors identified in the population of this study. Additionally, Qian and Xiao (2010), in a theoretical study on fossilization, stated that when it happens on a temporary basis it could be considered the greatest difficulty in second language acquisition, and mentioned that taking action that seeks to tackle emerging mistakes positively is a good option to avoid and resolve temporary fossilization. They focused their attention on three strategies which, according to them, could prevent fossilization: (a) taking the right attitude towards students mistakes, (b) paying attention to verbal output by grasping the relationship between accuracy and fluency, and (c) providing students with strategic feedback.


  Hasbún (2007) carried out a study with 159 English as a foreign language (EFL) university students for which eight different writing samples from each participant were analyzed. Such samples were evaluated and errors were classified according to an error taxonomy; the most common errors were classified into eight categories: vocabulary, prepositions, pronouns, plurals, word order, agreement, verb forms (different from agreement), and spelling. This study shows a commonality with the present study for which verb forms, agreement, and word order are related to the three main spoken fossilized errors discovered in the current population.


  As mentioned above, there have been several studies which attempt to describe the phenomenon of fossilization; however, while some of them focus on strategies to minimize the impact of fossilization or to prevent them from happening in EFL learners (Qian & Xiao, 2010); others focus on identifying different types of fossilized errors from a written or pragmatic perspective (Hasbún, 2007; Wei, 2008).


  Strategies


  OMalley and Chamot (1990) state that through the use of meta-cognitive strategies students might gain awareness that they lack due to the fact that these strategies involve thinking about ones learning process (p. 8). This agrees with Browns (2007) idea that the quality of students language has been affected due to a lack of awareness; consequently, conscious learning needs to take place, in other words, learners need to take intentional control of their attention. For the above reasons, two meta-cognitive strategies will be described and discussed below: self-monitoring and self-evaluation.


  Self-Monitoring


  OMalley and Chamot (1990) defined self-monitoring as checking ones comprehension during listening or reading or checking the accuracy and/or appropriateness of ones oral or written production when its taking place (p. 46). Additionally, Brown (2007) refers to this concept as: correcting ones speech for accuracy in pronunciation, grammar, vocabulary, or for appropriateness, related to the setting or to the people who are present (p. 134). Something both authors have in common is that they refer to accuracy for which self-monitoring could be useful. Nonetheless, some scholars have had differences of opinion regarding the use of self-monitoring. For instance, Krashen (1990) proposed a hypothesis for which, in a learning process, students can monitor their language production and self-correct mistakes they might detect; however, he says that monitoring does not favor accuracy and does not help acquisition. Krashen (2003) states that too much self-monitoring at a time is damaging for the acquisition of a language; however, Terrell (1991) says that whereas Krashens hypothesis can work for childrens language acquisition, adults need a greater amount of strategies in order to acquire language. In other words, strategies become necessary and self-monitoring plays a vital role in adult-language learning because it helps students regulate or be aware of comprehension at a task.


  There have been several studies on self-monitoring; for instance, Levelt (1989) proposed the perceptual loop theory which intends to check the intended message for its appropriateness, inspects the speech plan, and detects errors prior to its articulation (p. 2). More recently, Changs study (2010) examined the effect of self-monitoring on EFL online learners academic performance and motivational beliefs with 90 college students. The study explored the effects of the use of self-monitoring strategies for study time, study environment, and predicting test score in a web-based course. Results evidenced that participants who had used a self-monitoring strategy had experienced better academic performances and their motivation had increased compared to those who had not done it. It helped them complete academic tasks, alerting them to breakdowns in attention and comprehension. Additionally, Sánchez Luján (2012) conducted a study on the effects of self-monitoring and self-reflection in a1 adult learners in a blended environment at a Colombian university offering distance studies. Participants were asked to observe and record their own behavior, which was registered through self-assessment tools. Results showed that students were able to identify areas of improvement on their own. Additionally, some of them expanded their level of reflection and monitoring and even developed awareness and the ability to reflect on their own learning.


  In other studies, Pillai (2006) conducted a research study whose intention was to explore what repairs in the spontaneous production of speech revealed about the psycholinguistic processes of self-monitoring and self-repair. Results showed that speech is not stopped immediately upon detection of a problem or production of an error; additionally, speakers seemed to have a tendency to continue speaking longer before they interrupted themselves. In another study, Kormos (2000) investigated the role of attention in monitoring second language speech production analyzing the frequency for self-repairs and the correction rate of errors in the speech of 40 native speakers of Hungarian. Results showed that in L2 speech, error repairs had been more frequent than repairs in L1. Findings also showed that lexical errors were repaired considerably more frequently than grammatical errors in L1 and L2. Furthermore, results showed that students who had higher levels of proficiency in their L2 had corrected fewer mistakes than learners who had been at pre-intermediate levels. It was confirmed that L2 learners pay particular attention to lexical choice. In other words, it seems to be especially important in the case of L2 speakers that their production requires more attention than in L1. The above studies evidence a clear importance in the use of self-monitoring in order to help students tackle accuracy. Some authors focused their attention on improving students academic performance (Chang, 2010; Sánchez Luján, 2012); others focused on self-repairs (Kormos, 2000; Pillai, 2006), and others on enhancing students motivation and autonomy.


  None of the studies found have tried to tackle spoken fossilized errors, even though their ideas suggest that it could be feasible to tackle such errors. For these reasons, self-monitoring was used for this study.


  Self-Evaluation


  OMalley and Chamot (1990) defined self-evaluation as checking the outcomes of ones own language learning against a standard after it has been completed (p. 46) whereas Brown (2007) refines the same definition as checking the outcomes of ones own language learning against an internal measure of completeness and accuracy (p. 134). Both definitions have something in common: students assess their own performance for a specific task which has taken place in a communication act. The concept of accuracy is part of the definition which means that self-evaluation can directly help students in the process of tackling their accuracy.


  Studies on self-evaluation or what some may refer to as self-assessment indistinctively, have been done; for instance, Schraeder (1996) made an attempt to foster independent learning by providing students with rubrics and checklists for self-assessing; she found that her students gained confidence and their self-esteem had been enhanced considerably because they had gained a sense of independence by taking the responsibility for their own learning. Min (2005) conducted a similar study and discovered that students benefited from this process in skills improvement, confidence build-up, language acquisition, and meta-cognitive strategy use. Additionally, Tamjid and Birjandi (2011), reviewing different empirical studies related to self-assessment or self-evaluation, concluded that providing students with the opportunity to self- or peer-assess will help them improve their metacognition which then will guide them to be better thinkers and learners. In all three cases, authors see self-evaluation as an effective tool which could provide something participants from the current study needed: improvement.


  In the study by Sánchez Luján (2012) results also showed that by participating in self-assessment practice, learners were able to identify their weaknesses, become aware of issues related to listening, speaking, and vocabulary, and become more responsible for their learning, showing positive reflections towards their self-efficacy and autonomy in the foreign language learning process. Additionally, Arciniegas (2008) conducted a study with high-beginner adult EFL learners during a three-month cycle at the CCA. He used learning journals to achieve learning goals. He concluded that due to the fact that students had had the opportunity to reflect upon their performance, they had been able to spot their own weaknesses and strengths. These helped them decide what was needed to cope with difficult aspects of the language. Additionally, Alvarez and Muñoz (2007) carried out a study in a language center at a private university in Colombia. The purpose of the study was to examine students attitude towards self-assessment; participants consisted of 94 students who received training in self-assessment by using self-assessment forms. Results revealed that most students showed a positive attitude towards self-assessment and found it especially valuable for raising their awareness for the learning process. This is another piece of evidence of the usefulness of using self-assessment with the current population; it could help them raise awareness of their learning process, and more specifically, on how to tackle spoken grammatical fossilized errors.


  From the above studies, it can be concluded that: First, several studies on self-assessing or self-evaluation have been carried out during the last decade whose foci have varied; some have studied how the combination of self-assessment with other learning strategies could help students improve their performance or raise awareness as regards their learning process, as in the case of Sánchez Luján (2012) whose strategies matched the ones implemented in the current study. Others have focused on the usefulness of using self-assessment techniques to improve students self-directed learning. Another interesting finding is that authors do not seem to agree on the difference between self-evaluation and self-assessment; some of them use such words indistinctively as in the case of Alvarez and Muñoz (2007), Arciniegas (2008), and Goto and Lee (2006), among others. However, based on OMalley and Chamots (1990) definition, they are not so different after all; and as a conclusive idea, the current study has referred to both terms indistinctively as well, and will continue doing so throughout the article.


  Method


  The type of study carried out was action research because it involved taking a self-reflective, critical, and systematic approach to exploring your own teaching contexts (Burns, 2010, p. 2). Burns also states that the main aim of action research is to identify a problematic situation and intervene, whose intention is to bring about changes and improvements. Kemmis and McTaggart (1988) described four broad phases in a cycle research: the first one is planning, where the researcher identifies a problem and thinks of an action plan to bring about improvements. For the present study, a needs analysis took place through teachers observations, the analysis of recorded samples from students, and a survey which participants completed. Also, I discovered that while students had acquired a great level of fluency, their accuracy was being affected by different fossilized errors in their speech. The second is action; here the plan is revised throughout the intervention. For the present study, the use of self-monitoring strategies like visual input and self-evaluation strategies such as charts took place. The third is observation; here the researcher observes the effects of the intervention on the participants and context. In my case, I observed participants performance and collected data through field notes and voice recordings. Finally, the fourth stage is reflection, where the main goal is to evaluate and describe the effects that the action had on the context. For the present study, I was able to identify a significant impact on participants grammatical mistakes which is described in the data analysis.


  Data Collection Instruments


  According to Hendricks (2009), the implementation of multiple data collection strategies guarantees credibility in the research findings. As for this study, three instruments were used: first, field notes which, according to Hatch (2002), provide the principal data that can be gathered through observation; I used this instrument through implementation in order to observe how participants self-monitored while interaction was taking place. The second tool was artifacts which, according to Hendricks, are tools that can help determine whether an intervention has had an impact; the types of artifacts were student-generated artifacts (p. 81). They were a voice recording web tool called vocaroo.com and self-evaluation forms. With the former, participants recorded their voices in three different moments: firstly, for the needs analysis, secondly, in the middle of the implementation, and thirdly, at the end of the implementation process (a total of three recordings per student). The objective for the second and third recordings was to confirm to which extent students self-monitoring had increased. With the latter, participants evaluated their own work towards a specific goal: to self-monitor. Finally, transcripts from recordings were used in order to examine and analyze data in detail which could guarantee a better and more reliable analysis (Burns, 1999).


  In order to analyze raw data and make sense of them, I used the grounded theory approach, which is a systematic procedure that is used to generate a theory that explains a process, an action, or an interaction about a topic; in the present study, it helped to derive theory inductively from the data, which were systematically gathered and analyzed through a research process to discover categories, concepts, and properties and their interrelations (Corbin & Strauss, 2008). Consequently, I decided to use grounded theory for two reasons: Firstly, because existing theories had not addressed the issue that was studied in the same exact way (Caicedo, 2011; Hasbún, 2007; Qian & Xiao, 2010; Wei, 2008); secondly, because this theory offered a step-by-step, systematic procedure for analyzing data which helped me go from open and axial to selective coding. With the initial open coding, I was able to form initial categories of information through segmenting information from which categories and subcategories in a very general way emerged. Later, with axial coding I selected specific open coding categories and positioned those at the center of the process which made them become the core categories of the study. Finally, with the selective coding I wrote the theory that emerged from the relation among the core categories from the axial coding.


  Implementation


  At the CCA, lessons are developed through the completion of tasks which requires a rigorous structuring of sessions by dividing activities into mini-steps or mini-tasks, each activity with its own set-up, execution, and evaluation stage. Additionally, the lesson needs to be communicative which means that interaction is a must and there always has to be a communicative event which is described as an authentic, meaningful, outcome-driven performance that includes structures, vocabulary, functions, and topics from the days lesson which go beyond practice activities included in the textbook used. Because of the nature of the research question, most of the implementation took place on the communicative event and assessment stages. The former because it was the most complete speaking opportunity for students to interact and use their oral skills in which fossilized grammatical errors in speech took place; consequently, self-monitoring fit into this particular stage of the lesson. For the latter, having an assessment stage allowed participants to use self-evaluation forms and reflect upon what they had done, and decide on an action plan.


  As mentioned above, the main sources of analysis were participants self-evaluation forms, my field notes, and participants transcripts from three recordings they made for the pre, while, and post stages. From the beginning of the implementation process, participants kept their self-evaluations in a folder which I collected three times during the whole process. I made copies of participants reflections and filed them with my field notes accordingly; in other words, a set of field notes would be filed with the self-evaluation forms that matched the same session. Additionally, during the communicative events of each session, participants used the visual input to help them notice the areas they needed to pay attention to while speaking through pairs or group discussions. Such visual aids were colored stickers which represented areas to pay attention to (red = verb forms, blue = vocabulary, and yellow = missing subject); students would paste them on their faces for their peers to self-monitor. Once the event was over, students would reflect upon their performance by filling out self-evaluation forms. I would monitor students performance and pay close attention to their monitoring in order to take notes on field notes forms; via this tool, relevant information was gathered which was analyzed and used in the triangulation process. Furthermore, in the middle and at the end of the implementation process, participants recorded their voices using vocaroo.com answering to a question related to their achievements in life. They sent their recordings to their e-mails and thanks to their level and willingness to participate in the research project, they made the transcriptions by themselves and e-mailed them to me.


  Results


  Table 1 represents the three main categories that emerged from data. The first category refers to an apparent sense of awareness students started developing towards the three main fossilized mistakes they were aiming at tackling. The second category refers to the fact that participants seem to have started developing a degree of attentiveness regarding their fossilized mistakes which could be evidenced in their repairs when interacting or trying to convey meaning. Finally, the third category refers to participants apparent development of progressiveness regarding the tackling of their fossilized errors. These three categories will be described in more detail in the following paragraphs.


  Table 1. Categories That Emerged From Data
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  Category 1: Developing Attentiveness


  At the CCA, students are usually instructed with cognitive and metacognitive learning strategies (OMalley & Chamot, 1990) from the very beginning of their learning process. One of the main purposes of the institution is to help students become autonomous self-regulated learners; consequently, students attentiveness towards their learning is enhanced on a daily basis. Nonetheless, attention towards accuracy tends to decrease, but it seems that the implementation of this study had an effect on the participants attentiveness. Attention, as stated by Kormos (2000), plays a vital role in learners self-repairs. The data show that participants have started to develop attentiveness towards their speech and the common errors they produce which could be evidenced in a subcategory that was identified: The effect of attentiveness on repairs. In the following part, I will describe how this subcategory emerged.


  Subcategory: The Effect of Attentiveness on Repairs


  It appears to be that participants of this study showed an improvement on the degree of self-repairs regarding their fossilized errors in speech. Students were given visual aids (Appendix) whose purpose was to help them be attentive to what areas of their language to pay attention to. As a result, such visual aids had an effect on participants attentiveness in a positive way. For instance, whenever students were paying attention to the visual aids, there was an increase in their self-repairs. As it can be observed in the excerpts below, in all cases presented, participants were attentive to the visual aids and were able to monitor the accuracy of their speech, especially regarding verb forms. This may suggest that the level of attention students had when self-repairing (Kormos, 2000) their speech may have had a bigger impact on fossilized mistakes related to verb forms.


  
    I has - had already been to... (SE1, field notes 2)
  


  
    We take - took turns to fulfill all the reps... (SA, transcript, recording middle implementation)
  


  
    She need, needed, needs to decide on... (SF, field notes 1)
  


  
    Since I was in school, I had problems with that... (SH, field notes 2)
  


  
    People who is/are important... (SJ, field notes 4)
  


  In contrast, whenever attentiveness was not part of participants priority while interacting, the degree of self-repairs decreased. This was witnessed in my observations, which evidenced this lack of attentiveness to visual aids or because they got distracted by some external factor, or simply their attention was not focused on the areas they had been asked to self-monitor. They seemed not to repair their mistakes, as can be observed in the following excerpts.


  
    How is possible... (SI, field notes 1)
  


  
    And I fight [referring to a past experience] with the guys... (SD, field notes 2)
  


  
    When the person is an authority and have... (SF, field notes 2)
  


  
    I was the person who swimming the best... (SH, transcript, recording middle implementation)
  


  
    Sometimes I start talking without paying attention... (SG, self-evaluation 5)
  


  
    I didnt pay attention to verbs sometimes. (SJ, self-evaluation 4)
  


  
    I forget to pay attention to the words. (SI, self-evaluation 3)
  


  
    For instance, when people of different dont sharing a native language. (SD, transcript, recording last stage implementation)
  


  Based on teachers observations (field-notes and transcripts analysis) and students conclusions (self-evaluations), it seems that the degree of attention students have on their language could affect the degree of self-repairs they produce at a given task. In part this agrees with Kormos and Trebits (2011) when they state that due to working memory constraints, attentional resources are limited. And in spite of the strategies used, such memory constraints affected participants attention. As it can be observed in the first group of excerpts, participants were more successful at self-repairing their language mistakes when their attention was focused. However, whenever their attention decreased, their degree of self-repairs decreased considerably. This matches the idea of approaching error correction on form and meaning (Ellis, Loewen, & Erlam, 2006) in which students develop the ability to pay attention to the forms they are using and the meaning they are conveying at the same time; here, attention is the primary resource which guarantees success when self-repairing. In other words, when participants attention was focused on the elements they knew they needed to pay attention to, their self-repairs were more evident.


  Category 2: Developing Awareness of Fossilized Mistakes


  Metacognitive awareness is described by Birdsong (1989) as a reflection of the growth of two skill components involved in language processing: the analysis of linguistic knowledge into structured categories and the control of attentional procedures to select and process specific linguistic information (p. 498). It is interesting to see how the above definition connects attention (the previous category) with awareness. Although Birdsong referred to two different components, I considered that the control of attentional procedures to select and process specific linguistic information is the area where this category emerged.


  Participants had acquired fluency throughout their extensive experience learning English; however, fossilized mistakes in speech had become common when interacting with others. Even though they had been trained in cognitive and metacognitive strategies for some time, because of the nature of the mistakes, such mistakes had become hard to detect in spite of the knowledge they had of specific grammatical topics. This has been evidenced in different studies mentioned previously such as Hasbúns (2007) and Romeros (2002) who have stated that in spite of students knowledge of certain grammar topics, certain elements still fossilize, or as Han and Odlin (2006) state, such cessation of development happens due to different reasons such as transfer, social factors, and compensation strategies. However, the implementation of self-monitoring and self-evaluation strategies seems to have helped participants develop awareness towards the fossilized mistakes this study aimed at helping them to tackle. In other words, students appeared to have discovered they had fossilized elements belonging to their language, and this was a very important step in order to aim at tackling a given mistake. As the scripts below show, students were able to select and process specific linguistic information which corresponded to their fossilized errors thus producing repairs on vocabulary, verb forms, and subject missing.


  
    My parents did a life changing...MADE a life change... (SC, field notes 1)
  


  
    I try to use correctly verb forms and auxiliaries. I have to practice past tenses. I am looking for exercises related to verb forms. Sometimes I forget the subject, pay attention to the way I organize my ideas. (SB, self-evaluation 1)
  


  
    She need, needed, needs to decide on... (SF, field notes 2)
  


  
    I tried to use different verb forms and auxiliaries. I forget some past forms, I need to learn them. I tried to use the adjectives in a good way. I have problems to use the adverbs. I tried to use the correct order, when I am talking I forget to use the subject, I need to monitor my speech. (SE, self-evaluation 1)
  


  
    She lose...LOST her temper... (SA, field notes 2)
  


  
    I try to correct myself all the time. I need to identify the different problems in verb forms, review in order to identify all the problems. I try to use new vocabulary. I try to stop and correct if I make a mistake. (SG, self-evaluation 1)
  


  
    Its crucial that she be able to say no... (SD, field notes 3)
  


  
    Yes, I use verb forms. I need to work on the auxiliaries. I need to use them and be more attentive to the verb forms. I did well the use of adjectives and nouns, I need to work on the adverbs. I monitor the way I organize my ideas, I have to be careful when I use question forms. (SJ, self-evaluation 2)
  


  Students self-evaluations were vital in order to make the association with what was observed in their performance while self-monitoring. It seems that being aware of the areas of improvement helped them monitor more effectively their speech and, at times, tackle some specific fossilized mistakes which match studies such as Nakatanis (2005) and Leows (2000) who agree on the fact that awareness-raising has helped students improve their performance, especially in speaking. As an example, it can be observed above that participants made reference to verb forms, the vocabulary they used (adjectives, nouns, adverbs), and the use of the subject in the sentences. This can be used as clear proof of students development of awareness on the fossilized mistakes they needed to pay attention to.


  Category 3: A Sense of Progressiveness in Tackling Fossilized Errors


  Data have also shown that some participants seem to have had a progressive improvement towards tackling some of their fossilized errors in speech, which means that in spite of the difficulties they might have had at the beginning of the process, progressively there seemed to be an improvement in their self-repairs. Additionally, it will be explained that apparently one of the fossilized errors (verb forms) appears to have been the strongest area in students self-repairs.


  Subcategory: Progressiveness in Self-Repairs


  Different studies have come to the conclusion that self-monitoring has improved students performance (Chang, 2010; Kormos, 2000; Sánchez Luján, 2012). Interestingly, the following excerpts taken from students recordings and my field notes are examples of how participants showed a progressive improvement in their performance. Firstly, the transcript from sc indicates a progression in the way the student used verb forms when describing his experiences. In this case, he had been asked to describe a heroic experience he had had before. Data seem to show a progression in the sense that for the first lines, several mistakes were made regarding verb forms; however, as the story continues, the usage of verbs is more accurate and as observed, he was able to correct mistakes he had produced at the beginning of the talk (self-repair).


  
    We went to a river we start eating like a BBQ and we actually have in that moment a dog his name was Toby in a moment while we was eating Toby star to run out from us and go to the river he goes in the river and the current was too strong so we went with my brother and tried to save him because he was getting too far from us I started swimming and I had the opportunity to grab Toby while I was trying to swim to the shore with him I started to get really really nervous so I started also like to drown and I was really scared. (SC, transcript 1, part of middle implementation recording)
  


  Secondly, as the following excerpts from SAs performance throughout several sessions show, there seems to be a progression or improvement towards his utterances. On the first field note, I registered an error in the form of the second verb; however, the following observations showed that the same student progressively tackled more effectively verb forms and tenses compared to the first session. As a result, it could be concluded that this category shows an apparent progression in participants tackling of verb form fossilized errors. Even though at times participants self-repaired mistakes related to vocabulary and missing subject, a progression on these fossilized mistakes was not observed or found in the data.


  
    My father traveled for two months, so I need it... (SA, field notes 1)
  


  
    She lose...LOST her temper... (SA, field notes 2)
  


  
    She had helped him... (SA, field notes 4)
  


  To sum up, there appeared to be a progressive improvement in participants self-repairs through self-monitoring, and such improvement was more evidenced on verb form repairs whilst repairs on the other two elements this study pretended to help students tackle (word choice and missing subject) did not have progressive improvement. Interestingly, these results show a mismatch compared to what has been observed in previous studies (Fathman, 1980; Kormos, 2000; Poulisse & Bongaerts, 1994) which concluded that L2 learners paid considerably more attention to lexical appropriacy and in some cases phonological appropriacy rather than to grammatical elements such as verb forms. In other words, this study seems to be presenting a different tendency towards students self-repairs and attention development. Additionally, it appears to be that focusing on more than one fossilized mistake in the study did not help participants focus on more than just one area, which may be considered for further studies.


  Discussion


  As has been previously pointed out, each relevant aspect of this study (fossilization, self-monitoring, self-evaluation) had been addressed by different researchers (Alvarez & Muñoz, 2007; Arciniegas, 2008; Caicedo, 2011; Chang, 2010; Goto & Lee, 2006; Hasbún, 2007; Kormos, 2000; Pillai, 2006; Qian & Xiao, 2010; Sánchez Luján, 2012; Wei, 2008); however, none had tried to address fossilization from the present studys point of view. Results can be taken as relevant data which firstly had an important impact on my teaching practices; I have implemented similar strategies with other students and classes in order to help them tackle similar issues regarding fossilized grammatical mistakes. Additionally, fellow teachers from the institution where the study took place have become knowledgeable of these results thanks to teacher training courses where I have had the opportunity to share such practices, and many of those attending have expressed their willingness to adopt similar practices in their classrooms.


  Moreover, in the national or English language teaching (ELT) international context it is necessary to re-think the practices which are attempting to help students tackle fossilized errors in their speech, due to the fact that this is an area which has not been explored much in the last years. For this reason, this study could help raise awareness on the fossilization phenomena nationally and internationally and possibly cause a bigger impact than the one it had on me or my fellow colleagues.


  All in all, this research process allowed me to discover how self-monitoring and self-evaluation strategies impacted positively participants grammatical fossilized errors in speech. Additionally, it is necessary to point out that self-monitoring and self-evaluation strategies need to be taken into account on a regular basis when lesson planning due to the fact that in spite of an increase in teachers practices using metacognitive strategies, peoples minds towards thinking of their own learning can still be lacking. Consequently, several considerations need to be taken into account in order to aim at taking the best out of these strategies.


  
    	Self-monitoring and self-evaluation require clear guidelines to avoid students subjectivity to interfere.


    	Training in self-monitoring has to be focused on specific language or learning elements in order to facilitate students engagement and attention.


    	Forms with the right questions and prompts facilitate students and teachers self-reflections.


    	Strategies such as self-monitoring and self-evaluation should be worked one at a time, being too ambitious may interfere with students success upon using such strategies.


    	Emphasis on the impact that metacognitive strategies have on peoples lifelong learning needs to be stated in class.

  


  There are several elements to consider when implementing self-monitoring and self-evaluation strategies in the classroom. Following clear rules of thumb may guarantee students taking advantage of the opportunity, or on the contrary, not doing so may bring up negative effects on students learning and could mislead them towards misunderstanding or even rejection.


  To conclude, fossilization is a phenomenon which deserves further inquiry and attention. For instance, there are many more fossilized language subsystems that have not been taken into consideration in my context; consequently, carrying out research on other fossilized mistakes may also bring about useful insights which could affect positively the local and even national or international ELT scenario. Additionally, strategies such as self-monitoring and self-evaluation have been used and could be used in order to tackle different language issues; however, for further research it would be really interesting to inquire into peer-assessment practices in order to find out what the effect of this strategy would be on fossilization. Finally, the idea of carrying out the present study with a bigger population or even with more than one group and more fellow researchers could also bring additional data which could definitely contribute to the understanding of the ways of tackling fossilized grammatical errors in speech. It would also be of interest to the academic community to perform a comparative study with participants with different native languages and cultural backgrounds to find out their commonalities and differences in terms of error fossilization and the strategies they employ to overcome them.

  


  1S (student); A, B, I, etc. (letters assigned to each participant).
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  This article reports the findings of a qualitative study based on a long-term application of a theater content-based methodology for L2 learning, supported by professionals in theater and in foreign languages, in The E Theater: an English as a foreign language theater interdisciplinary group at Universidad Nacional de Colombia that has been active since 2008. The data were collected through a longitudinal semi-structured survey, interviews of the participants of the event, and a focus group. As a result, participants stated lowering their affective filter and benefits in their production and comprehension of L2 skills, their intercultural competence, and their cognitive processing of the language derived from the methodology carried out.


  Key words: Content-based instruction, Krashens language hypotheses, theater for L2 teaching and learning.

  


  Este artículo reporta los hallazgos de un estudio cualitativo a largo plazo, basado en la aplicación de una metodología de contenido desde el teatro, y apoyada por profesionales en teatro y en lenguas extranjeras, en The E Theater, un grupo interdisciplinario de teatro en inglés que opera en la Universidad Nacional de Colombia desde 2008. Los datos se recolectaron mediante una encuesta semiestructurada longitudinal, entrevistas a los participantes y un grupo focal. Como resultado, los participantes señalaron una reducción del filtro afectivo, además de beneficios en sus habilidades de comprensión y producción en L2, su competencia intercultural y su procesamiento cognitivo de la lengua.


  Palabras clave: hipótesis de adquisición de una segunda lengua de Krashen, instrucción basada en contenido, teatro para la enseñanza y el aprendizaje de una segunda lengua.

  


  Introduction


  Learning English as a foreign language (EFL) in Colombia has become a priority for the Colombian government in the last decades. Programs like Colombia Bilingüe and Bogotá Bilingüe (Bilingual Colombia and Bilingual Bogota) have been launched to improve the proficiency level of students (Alcaldía Mayor de Bogotá, 2005; Ministerio de Educación Nacional, 2005). Accordingly, students entering higher education in Colombia must complete a B1 level of proficiency in accordance with the Common European Framework of Reference (Council of Europe, 2001) as a requirement for graduation.


  At Universidad Nacional de Colombia, students need to achieve this level focused on the reading comprehension of academic texts (Consejo Superior Universitario, 2008), and fulfilling this requirement is the main reason why students access the formal study of English when they reach the university level. Two thirds of the population moving into higher education were found to have an A1 Basic User English proficiency level by 2012 (British Council, 2015; ICFES, 2016).


  The Student Welfare Division at Universidad Nacional de Colombia in Bogota encourages the creation of spaces to enhance the academic, interpersonal, and artistic skills of its students, who mostly belonged to the lowest three socioeconomic strata of the city, at the time of the study (Oficina Nacional de Planeación de la Universidad Nacional de Colombia, 2014). Students have access to EFL classes and specialized materials in universities (Council of Europe, 2001); nonetheless, there are not many authentic grade free settings for the practice of the language. It is in this context that The E Theater was conceived. This paper presents the effects on the L2 skills and competences of the participants in The E Theater: an EFL theater group at Universidad Nacional de Colombia.


  The project was created in March of 2008 by a group of students majoring in English Philology and Language. It aims to promote the learning of the English language through a literary and cultural approach by means of performing primarily literary pieces from English speaking authors. The E Theater is supported by the Project Management Unit, a section of the Welfare Division of the University that grants funds for the development of students initiatives, projects, and research conducting to students well-being. Every semester the approval by the University is renewed, and every year or semester a new piece is chosen and staged. The group combines the advisory on theater provided by its director with the linguistic and pedagogical expertise of the language professionals that are in the head of its coordination and that guide the groups L2 development (Castillo & Gualdron, 2008). It is also the oldest theater for L2 learning group in the city, as documented by Suárez (2012).


  Theoretical Framework


  Theater and language learning share some of their foundational constructs. Through the findings presented in this study, we expect to tie the experiences lived by the participants of The E Theaters workshops and methodology to the major existing literature constructs that support the idea of theater as a holistic strategy to teach and learn L2. Likewise, since the groups methodology has been open and experimental, emergent categories of analysis are expected to appear Major second language acquisition and theater constructs are explored henceforth.


  Ties Between Theater and L2 Learning


  Diverse connections between the disciplines of theater and language learning have been described. Theater is a highly experiential art, not only for the audience, but also for the actors intervening and interacting during the set-up of the play. Hence, theater is a constructivist art in nature (Barris, 2013). Acting training is appropriate to provide learners with the simulation of real, authentic, and meaningful language interaction environments necessary for the acquisition of L2 (Herrera & Murry, 2016; Long, 1981). Both theater and L2 learning share communication elements and aim for effective communication (Busà, 2015; Gross, 1977; Ryan-Scheutz & Colangelo, 2004). In addition, L2 and theater get processed similarly in cognition, and theatrical audiovisual elements assist the audience when making sense of a theatrical piece (Dancygier, 2016; Fennessey, 2006; Morrison & Chilcoat, 1998; Radulescu, 2011; Sofia, Spadacenta, Falletti, & Mirabella, 2016).


  In the same fashion, L2 and theater teaching and learningare said to involve different kinds of intelligences (Bernal, 2007; Gardner, 1983). Both practices enhance cultural understanding (Essif, 2011; Sobral, 2011) and facilitate cooperative and collaborative learning too (Perone, 2011). Drama has been used as a tool to empower individuals (Leisse, 2008; Skeiker, 2015), and it has been previously found to motivate learners to study a foreign language (Tindall, 2012). Moreover, theater has been shown to incorporate productive and receptive language skills (Gill, 2013; Morrison & Chilcoat, 1998).


  Most previous research based on the subject has focused on theater as a way to improve the reading fluency and comprehension of texts (Casey & Chamberlain, 2006; Chou, 2013; Clark, Morrison, & Wilcox, 2009; Lin, 2015; Peregoy, Boyle, & Cadiero-Kaplan, 2008; Ratliff, 2000; Tindall, 2012). Diverse theater techniques like improvisation have been applied for the practice and development of L2 skills (Dinapoli & Algarra, 2001; Kurtz, 2011; Perone, 2011). On this subject, this study results interesting for addressing a longer application of the theater methodology, as well as an exploration of the benefits, other than linguistic, that this practice facilitates.


  Second Language Acquisition Constructs Through Theater


  Motivation


  Motivation influences the execution of conducts that produce learning (Logan, 1976). It is related to aspects such as personality, attitudes, beliefs, and personal needs, which make participants feel attracted to performing certain activities, roles, and tasks (Wright, 1987). Acting training and performance in L2 in a theatrical ensemble offer their participants the 4 Cs of intrinsic motivation: challenge, curiosity, control, and context (Lepper & Henderlong, 2000). Effective foreign language teaching and learning contemplates the phenomenon of intrinsic motivation as the will that comes from the wishes and needs of the individual to carry out a learning task (Brown, 1994). L2 learning through acting allows meaningful, motivational, and inspirational learning (Lin, 2015; Suárez, 2012; Tindall, 2012).


  Language Hypotheses


  Krashen (1982) presented five key determining hypotheses in second language acquisition; two of the most important are the input hypothesis and the affective filter hypothesis. The author proposed a causative relationship for acquisition to take place where there are two key factors, an input just a little more complex than what the learner is able to understand and a low affective filter. For Radulescu (2011), theater allows non-native speakers to be part of a non-threatening environment. It lets students have a voice when there is not an autocratic director that imposes his or her viewpoint. In The E Theater, the role of the director is the one of a facilitator and guide of the process.


  Constructivism


  According to Herrera and Murry (2016), language learners acquire the L2 more quickly when they are immersed in a communicative language learning environment. They learn more effectively when they can extract meaning from context and communication, and have a linguistic and social interaction focused on learning (Herrera & Murry, 2016). Social constructivism places its focus on the social interactions with others (Piaget, 1974). According to Pritchard (2013), it gives a great importance to language since it is the vehicle upon which knowledge is built. Suárez (2012) stated that applications like The E Theater involve active learning and Vygotskys (1962) zone of proximal development due to the heterogeneous nature of theater. Acting as a discipline not only implies an introspective study done by the actors and actresses where they build a character from the inside nourished by their own experiences (Stanislavski, 1949/2013), but also it is the interactive art par excellence, in which there is a tangible social and environmental exchange in verbal and non-verbal communication both with the audience and amongst actors during the setting-up process of a play. Theater can constitute a platform for real situation simulations for second language acquisition, and theater training in L2 represents an engaging social and building community interaction where L2 acquisition can take place (Chesler & Chesler, 2005; Ortuzar, 2014; Shosh & Wescoe, 2007).


  Authentic Environment


  Dinapoli and Algarra (2001) proposed theater as a way to involve learners in the use of real discourse. Improvisation as part of theater allows individuals to learn from an experience that involves them intellectually, physically, and intuitively (Spolin, 1963). In this way, improvisation has the potential to be meaningful, engaging, and authentic; it represents an experiential technique to promote language learning (Hodgson & Richards, 1966; Perone, 2011). Similarly, Kurtz (2011) explained that improvisation allows students to exercise problem solving involving their past experiences to produce a response in a given situational context. Moreover, improvisation fosters creativity, playfulness, and willingness to speak (Kurtz, 2011).


  Theater and The E Theater


  Theater in Education


  Theater in education (TIE) started in Britain in the 1960s (Prendergast & Saxton, 2009). TIE has historically spread around the world and has opened the space for the creation of participatory programs that have been effective in approaching young audiences and producing an active engagement in their own learning process (Jackson, 2013). The E Theater has engaged its participants in language learning through performing arts.


  Theater for language learning can be mainly seen in two forms. One in which a theater company presents plays in a foreign language to enrich its context and promote language learning (Viennas English Theater, 2017), and another one that is related to the implementation of applied theater as a way to develop the participants communicative competence. The E Theater encompasses both perspectives (Castillo & Gualdron, 2008).


  Group Theater


  Kubicki (1974) used the terms Ensemble Theater or Group Theater for a theater troupe made of non-professional actors that get involved in the setting-up of a play. The author identified four different ways to carry out the process of ensemble: A group guided by its director can get involved in the production of an existing creation; it can adapt a literary work to ensemble style; it can create an original script through improvisation; or it can engage in the making of an originally literary collective creation. The E Theater has mainly worked on the adaptation of previously written pieces. Nevertheless, the group has also made of improvisation a major device for the creation of short original performances. Pammenter (2013) presented participatory theater as a form of TIE that meets the needs and wants of young people and that allows them to exercise their values, experiences, opinions, and communicate these to the world.


  Readers Theater


  The Readers Theater is one of the most researched and well-known theater strategies for L2 learning; it has been shown to improve different aspects of the reading domain like the fluency and comprehension of texts. The Readers Theater can be defined as an expressive and dramatic reading of a script that may or may not include the following: props, staging, and costumes (Casey & Chamberlain, 2006; Chou, 2013; Clark et al., 2009; Lin, 2015; Peregoy et al., 2008; Ratliff, 2000; Tindall, 2012).


  Teaching as Performing


  Not only can language learners benefit from theater, but the teacher as a stage figure can get much from it, too. Sarason (1999) presented several arguments about why teaching should be seen as a performing profession, and why this view should be included in teaching programs. Teachers need to effectively deliver the curriculum to their audience: their students. He concluded that entering the traditional performing arts has huge implications for the teaching of a person (Burgess, 2012; Sarason, 1999).


  The E Theater


  The E Theaters methodology follows four main phases: The first one is theater training, where the members have the opportunity to explore different theater workshops; the second one is where the members present, discuss, and choose the play they want to perform; the third one is where the literary piece is adapted by the members; and the fourth, in which the performance is put together, rehearsed, and finally presented to an audience. The whole process can last a semester or a year.


  Method


  The present study is of a qualitative nature. A longitudinal semi-structured survey based on pre-existing literature on the subject was applied at different points in time (Fraenkel & Wallen, 2006). The data to be reported correspond to an interpretative-descriptive exercise in which the case studied was observed through the eyes of participants involved in the event (Bonilla-Castro & Rodríguez Sehk, 1997). Subcategories were obtained inductively from open questions, and individual and group interviews. Participants were purposefully chosen due to their relation to language learning or to theater, the duration of their participation in the group, or their country of origin.


  Research Questions


  The following are the research questions that guided this investigation.


  Main Question


  What are the effects on the L2 skills and competences of the participants in a theater content-based EFL interdisciplinary and multilevel group of young adults, as perceived and described by their experience?


  Related Questions


  What are the characteristics of a theater content-based EFL interdisciplinary and multilevel group of young adults?


  What are the linguistic and non-linguistic effects for the participants, from the methodology applied in The E Theater?


  Participants


  The E Theater has had five theater directors from its foundation until 2017. We were its two founders (researchers), and have been its coordinators since its very beginnings. They all were participants of this study, along with 52 of the students who took part in the process in The E Theater, in one or several of its cycles, reaching a total of 59 participants. All the theater directors had majored in theater and one of them had an MA from a university in the UK. The students mostly belonged to undergraduate programs at Universidad Nacional de Colombia, four were studying German, three of them had master degrees, and one was in a PhD program.


  Data Collection Instruments


  Longitudinal semi-structured surveys, in-depth semi-structured interviews, and a semi-structured focus group were held with members of the pool of participants. Table 1 shows the relation between participants and data collection instruments.


  Table 1. Participants and Data Collection Instruments
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  The first phase of data collection for this study was carried out during the second academic semester of 2013, and the first of 2014. A second phase of data collection took place during the first academic semester of 2017. The first phase relates to the existence of The E Theater from its origins in 2008 until the year 2014 and the second phase gives account of the processes carried out in the second semester of 2015 and during 2016. Within the study, students were designated a number and the teacher-directors the letter P and a number to keep their anonymity. The coordinators acted as researchers and were not considered.


  Findings


  Through the process of categorization, we expected to find out how the methodology had contributed to develop or improve the participants L2 skills and competences compared to how they perceived them at the beginning of the process. The major categories were initially the productive and receptive L2 skills as well as the intercultural competence. Nevertheless, the responses of the participants led to the establishment of two other categories: the affective and the cognitive dimension of learners. The additional benefits and challenges of the methodology as well as the impact of the group in its context were also identified.


  In the study, 15 students (28%) were majoring in or had already graduated from a modern language program, another 15 had studied English at a school with a low intensity, 13 (25%) had studied at a bilingual or high intensity language training school, and the rest had studied English at the university or language institutes.


  When asked about their productive and receptive L2 skills, students in the surveys rated their own proficiency at the beginning of the process with The E Theater from one to four. Forty-eight percent of the students on average graded themselves Level 3, considering all of the aspects they were asked about in L2 (speaking, writing, reading, fluency, pronunciation, vocabulary, grammar, confidence, and listening), followed by 32% who rated their skills at Level 2. Forty percent identified themselves with a high level of reading comprehension, and only 9% considered themselves to be at a low command level of the language on average in all the skills. However, 20% rated the area of confidence at a low level. With this analysis, we can see that most students considered themselves within the range of intermediate proficiency at the time of participation in the group.


  When asked about the progress they had made through the group, 75% of the students on average rated themselves at Level 3 or 4 out of 4 regarding their advancement in all the language skills except for grammar and writing. Forty-six percent and 40% of the students rated grammar and writing at Level 2 or lower, respectively, showing that these skills were not addressed in the process as much as the others.


  Participants stated that the process in the group had helped and addressed their L2 skills and competences enhancement (Gill, 2013). The sub-categories shown in Table 2 were pointed out in the open questions within the instruments.


  Table 2. Subcategories of Skills Worked
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  Table 3 reports the specific exercises or activities that participants remembered helped them improve in the different aspects of L2 learning. Improvisation exercises were mentioned as enhancers of most L2 skill categories (Hodgson & Richards, 1966; Kurtz, 2011; Perone, 2011; Spolin, 1963).


  Table 3. Skills and Related Actions or Activities
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  When determining if students had met their goals within the group, we asked them what their initial objectives were and if they had accomplished them. They could choose several options or add their own. Seventy percent said they approached the group with the objective of exploring or practicing theater, 59.5% wanted to get involved in an extracurricular activity, 74.4% wanted to practice English, 57.4% wanted to improve their English, 12.7% wanted to know more about the language, and 36% wanted to extend their social circle. Ninety-three percent of the students stated they accomplished their objectives within the group.


  Similarly, in regard to the language, students indicated some of the expectations they had for the work developed withinhe group. Among them were: finding high level English speakers to be able to practice with, improving their listening, improving their speaking, learning more English in general, increasing their vocabulary (Clark et al., 2009), and being in contact with the language (Herrera & Murry, 2016). Also, they expected it to be a nice space to learn English where they were able to lose their shyness or fear of speaking the language (Leisse, 2008; Skeiker, 2015). As a theater exercise, students expected to develop their capacity to act, to explore their artistic creativity, and to share it with other people, to learn about theater techniques, to improve their performing skills, to act in front of the public, to explore a new theatrical paradigm, to find good actors, to act on a more professional level, and to improve their corporal expression, voice, and communication skills in general (Busà, 2015; Gross, 1977; Ryan-Scheutz & Colangelo, 2004). Analogously, 92.5% of the students stated that they met their expectations of the process.


  Participants in the group had different English proficiency levels. In the survey, 53% of the students stated it was an advantage, 19% stated that it was a disadvantage, and 38% stated they had a neutral position. Most students who saw it as an advantage stated that students with a higher level helped the others to better their English. Some students stated they enjoyed helping others to improve, and that they learned by teaching, strengthened their solidarity ties, and that the experience was also useful for their life. Some of them pointed out that having a variety of English proficiency levels in the group strengthened the formative value of the group, meaning it was not only a space in which to learn English (Perone, 2011). On the surveys, one student noted:


  
    The more advanced people correct without being tough or offensive, and it is easy for them to explain some aspects of the language that beginners do not know. Learning happens in both directions, because the beginners learn and the others reinforce their knowledge. (S42)
  


  Some of the students who chose the neutral position stated that a minimum level of English was required to be part of the workshops. They also mentioned that the participants with a high level did not advance in their English proficiency as much as the ones with a low level, and that if the difference in the levels is considerable, this could limit the acting and theatrical process. The students who thought having different proficiency levels was a disadvantage pointed out that by including low level students in the group lowered the quality of the plays to be presented.


  Students also gave their opinions about including participants with experience and without previous experience in theater in the group: 95% of the students in the surveys stated that it was either an advantage or they had a neutral position in regard to it. Some of them mentioned that actors could learn from other actors, and that the idea of a star did not align with the pedagogical purpose of the group (Perone, 2011). In the study, 62.5% of the students reported to have had previous theater experience at the moment of joining the group but even though some students did not have previous theater experience, they were engaged in the process. P5 stated in her interview that theater is not discriminatory in terms of skills and everybody can do it.


  Intercultural and Literary Competence


  The group had as one of its main objectives to work with literary pieces to let participants be able to have contact with the language culture (Essif, 2011; Sobral, 2011). Sixty-six percent of the students in the surveys said the group met that objective. The intercultural competence inside the group was mentioned as one of the strengths of the projects methodology. Table 4 shows the activities that according to the participants helped them work on their intercultural and literary competence.


  Table 4. Actions or Activities to Approach the L2 Culture
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  One student commented on the interviews: You just do not interpret a nurse; you interpret a nurse from that time, from that moment, and from that historical condition (16).


  Provided the evidence, we can affirm that a literary analytical approach to performing a play enhances the intercultural competence in L2 of the students involved.


  Interest for L2 Learning


  Sixty-four percent (31) of the participants responded that their interest in English had changed after their experience in the group. Eight students explained that the group had reaffirmed their interest in the language (Lin, 2015; Suárez, 2012; Tindall, 2012); another six said that the group made them realize they needed to improve their English, and five more stated it helped them approach the language more easily because of the need to use it. For instance, one student commented: My participation in the group reaffirmed my inclination for the language and evidenced my weaknesses (S18). Moreover, 68% (33 participants) stated they felt more inclined toward theater than before (Lepper & Henderlong, 2000).


  Additional Benefits


  Throughout the years, students have repeatedly mentioned to us that the group has brought benefits in many other different areas of their lives. When participants were asked to say an adjective that described their experience within the group, 96% used positive adjectives. Some of the mostly used were: interesting, enriching, creative, excellent, learning, challenging, exciting, motivational, positive, dynamic, interactive, and intense. Ninety-eight percent (48 participants) established they greatly appreciated the social ties and environment created inside the group (Chesler & Chesler, 2005; Ortuzar, 2014; Shosh & Wescoe, 2007). Sixty-nine percent (34 participants) reported they found an emotional benefit in the group; many of them stated they felt appreciated, respected, and accepted in the group, and the space provided emotional relief for them. They also mentioned that it was an inspirational experience, and the group generated a sense of belonging and trust (Pammenter, 2013). Fifty-one percent (25 participants) said they felt more confident personally and 14% (7 participants) said they improved their communication skills (Busà, 2015; Gross, 1977; Ryan-Scheutz & Colangelo, 2004). Nevertheless, the second aspect with the largest participation was the professional. Seventy-five percent (37 participants) pointed out the benefits of theater as a pedagogical tool for teachers (Sarason, 1999). The students and professionals in foreign languages and philology reported great benefits from theater that could be implemented in their teaching of a second language. One student commented in relation to this:


  
    The fact that you get into the classroom and it is not to see a video beam and a teacher who is far away, but instead you get to a classroom that does not have chairs, and we come here to play with each other, to connect as human beings, and to generate a collective project. From that point, it is already changing even my subject as a student. (S16)
  


  Another student mentioned: Using theater for bilingualism gave to me tools for my job in the US; I put together plays in English (S15).


  Other aspects of the groups methodology identified as assets by the participants in the interviews were: cooperative and collaborative work (Perone, 2011), the values proper to the group like respect, love, friendship, a spirit of growing together, and the good treatment of others regardless of their English skills or proficiency. Many students talked about the creation of tight and meaningful social interactions and relations with others (Piaget, 1974; Pritchard, 2013). They also highlighted that it had a strong coordination and administration.


  Impact on the Context


  Nine participants stated that the impact of the group inside the university community was related to fostering the motivation and inclination for the language. Five students mentioned it represented a different way for learning English, 13 participants noted that the major impact was the groups interdisciplinary nature that joined students from different fields around a learning experience; additionally, four students mentioned it increased the cultural panorama of the university. Suárez (2012) reported the creation of similar applications in other languages inside the University by former members of the group. Other students mentioned as an important aspect that it was free of charge, and the need for it to stay sponsored by the university as part of the benefits offered to the students.


  One student, majoring in psychology and anthropology in two universities commented:


  
    I think it is nice as a formative space that can make you lose your fear for English. If you see the level of English at the university, personally, I think it is very low, compared to other universities that demand a TOEFL. Universidad Nacional de Colombia takes you to a fourth intermediate level and people accomplish their graduation requirement but you do not see them confident about their English. Then, this is something we can do as students to contribute in this aspect. (S16)
  


  Another student stated: It helps us see that English is ours, not only something that belongs to developed countries (S50). While another one pointed out: University groups are important because everybody gives from their own careers and their experience is vital (P2).


  With the intention of observing the impact of the shows in L2 for the university community, participants were asked if they thought the shows benefited the audience: 72% agreed with the statement. They expressed in the interviews that the shows made the audience realize the pertinence of English. One of the directors (P5) stated that in the forums after the shows the comments were generally positive. The director stated that the exercise was very beneficial for the actors and for the audience who were all exposed to different pronunciations, made the effort to understand, and were doing the exercise of correcting what they were hearing at the same time. Another director stated that it was an exercise of public interest (P3), and it was successful because, we had full house, and nobody stood up and left the auditorium (P3).


  Challenges


  Many students described their experience as challenging. Nevertheless, at the end they felt rewarded by having accomplished their goal. The challenges identified are shown in Table 5.


  Table 5. Challenges of the Methodology
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  More specifically, a student wrote,


  
    You have to think how you have to say it, or you have to think, how you need to be standing, or the expression you need to have...to me, I liked it, it was the challenge of fusioning everything. (S7)
  


  Another student added,


  
    Memorizing the script in a foreign language, to be able to understand the jokes proper of the culture that we were representing and correcting the pronunciation. (S57)
  


  Discussion and Concluding Remarks


  The following discussion seeks to present a definition of the The E Theaters methodology and to summarize the linguistic and nonlinguistic effects for its participants.


  Defining the Methodology


  The relevance of the application of The E Theater as a language-theater laboratory for English language learners is related to the benefits shown in the multiple language acquisition areas involved. Since the methodology of the group is cyclical, it allows for the interaction of new elements every time the process starts, and the trial of many different theater techniques. Additionally, the methodology used consists not only of theater training and workshops, but also the traditional Readers Theater approach. The time upon which the product is built is usually longer than in most other studies done and based on drama methodologies. The E Theater application allows the students majoring in modern languages to grasp theater elements and incorporate them into their own future teaching practices. At the same time, English language students are supporting the language learning process of their peers majoring in other fields. The traditional teacher figure and class is decentralized, and a more interactive approach takes place. The group lets participants help one another in the tasks proposed. Students majoring in languages have in the group a possibility to experience theater for language learning with real subjects, enriching in this way their pedagogical and professional perspectives. Figure 1 shows the synthesis of the most important elements of the groups methodology.


  Figure 1. The E Theaters Methodology
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  Effects and Benefits for the Participants


  The present study supports the affirmation that theater and acting techniques can be used to exercise an interactional, experiential learning and acquisition of different L2 skills and competences.


  The theoretical framework presented is reinforced by the findings of this study by which reading, writing, listening, speaking, vocabulary, fluency, the intercultural competence of language, and the affective dimension of learners as well as the comprehension process of the language can be addressed. Theaters major contribution seems to be that it lowers learners affective filter through understandable input since it provides scaffolding for their understanding, and a personal challenge within a cooperative and collaborative environment.


  Individual and group improvisation exercises constitute an important resource for learners to experience the vivid use of the language, and hence theater techniques are valuable resources that teachers of languages can exploit in their own classes. Furthermore, participants derived professional, emotional, and social benefits from their experience in the group. The study also showed evidence that team work, cooperative, and collaborative methodologies are engaging and rewarding for students; the theater ensemble promotes community building and the creation of strong personal connections.


  In summary, The E Theaters methodology is an application that reinforces the idea of theater as a holistic discipline to address through different exercises and group dynamics, important aspects of language learning.


  Validity and Further Research


  The population of this study was quantitatively representative. Between 70 and 83% of the students who participated in the longest processes carried out by the group made part of the study. They experienced the methodology for at least two semesters, four hours a week, plus extra rehearsals to polish the final products. All teacher-directors participated in the study.


  Conclusive descriptive statistical data were found in most categories explored, at different points in time, and it was accompanied by voluntary participants descriptions or voices that allowed the understanding in detail of the phenomenon of language learning through theater. Similarly, the categories of analysis were found simultaneously at different points of the data collection and in more than one of the instruments used allowing their triangulation.


  The value of this study relies on its pertinent and highly critical context, and in the length of the phenomenon studied. Further quantitative research can be done in regard to specific categories and subcategories presented in this study.
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  This article reports on a descriptive study carried out in articles published in the Profile: Issues in Teachers’ Professional Development journal that deal with inclusive education in English language teaching in Colombia. The study embraced documentary research and critical discourse analysis which helped us identify trends in pedagogical approaches in foreign language instruction and research approaches employed by the journal’s authors. It also allowed us to examine how such approaches show the presence or absence of inclusive education both in public policies and pedagogical interventions by institutions and individuals. We hope that the outcomes derived from this study nurture further discussion, encourage research, and motivate pedagogical practices that foster inclusive education in foreign language teaching and teacher education.
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  Reportamos un estudio descriptivo sobre la inclusión educativa en la enseñanza del inglés, en artículos de la revista Profile: Issues in Teachers’ Profesional Development. A través del análisis documental y del análisis crítico del discurso identificamos tendencias en enfoques pedagógicos en la enseñanza del inglés y en enfoques investigativos usados por los autores. También examinamos cómo dichos enfoques evidencian la presencia o ausencia de la inclusión educativa tanto en políticas públicas como en intervenciones pedagógicas realizadas por instituciones e individuos. Esperamos que los resultados promuevan la discusión, la investigación y prácticas pedagógicas que fomenten la inclusión educativa en la enseñanza de lenguas extranjeras y en la formación de docentes.


  Palabras clave: educación inclusiva, enfoques investigativos, enfoques pedagógicos, enseñanza del inglés, políticas lingüísticas públicas.

  


  Introduction


  The term inclusive education (IE) has become an important component in political discourses at different levels. IE comprises a set of processes with the goal of eliminating or reducing the obstacles that limit the learning and participation of all the students. It presupposes that all the students are in equal conditions in terms of educative opportunities. Following this trend, governments have issued and implemented policies, programs, and projects with diverse grades of efficiency, directed to tackle the problem of IE. In the Colombian context, the Congress of the Republic of Colombia (1994) provided the initial regulations for students with limitations in its articles 46, 47, and 48.


  Profile: Issues in Teachers Professional Development (Profile henceforth)is a biannual publication concerned with sharing the results of classroom research projects, reflections, and innovations undertaken by teachers of English as a second or foreign language as well as by teacher educators and novice teacher-researchers. Profile deals with topics regarding the learning and teaching of English as a second or foreign language and teacher education. It is addressed to an international readership of pre- and in-service teachers. The authors of Profile have faced, explicitly or implicitly, the topic of inclusion in foreign languages teaching in Colombia via research, reflexive articles, or reports of pedagogical interventions. Within that framework, Cárdenas (2013) discussed the topic and evidenced language, teaching, pedagogical, and research practices in IE in the journal and Robayo and Cárdenas (2017) examined the inclusive policies in the teaching of English as a foreign language (EFL).


  This study reports on pedagogical and research approaches employed by Profile authors in connection with the study of inclusion in English instruction and public policies in Colombia. The main source of information is the articles that deal with those issues, published from 2000 to 2016.


  Theoretical Framework


  Four central constructs guide this study. They are: inclusive education, public policies in education in Colombia, research approaches in education, and pedagogy in English language instruction.


  Inclusive Education


  IE means that students with special needs or conditions participate and are recognized as individuals who belong to the community and who have the same rights and opportunities of every single person (Montaño & Vera, 2012). IE fortifies the capability of education systems to cover all kinds of learners. Under this perspective, IE is presented as an overall principle, it should guide all education policies and practices, starting from the fact that education is a basic human right and the foundation for a more just and equal society(UNESCO, 2009, p. 8). Consequently, IE entails the conception and the implementation of several learning strategies to face the diversity of students (Aguerrondo, 2008).


  IE is a framework based on international guidelines. Its success is only possible in contexts within a culture of collaboration and problem support. The education system becomes inclusive when the promotion of its principles is featured in key policies, when senior staff provides leadership, when leaders at all levels articulate consistent policy aspirations to develop inclusive practices in schools, and when leaders at all levels challenge non-inclusive practices in schools (Ainscow & Miles, 2009).


  The importance of providing education to people with special needs is highlighted in international agreements. The Convention on the Rights of Persons with Disabilities (CRPD) and its Optional Protocol (OP) were adopted on 13 December 2006, as the first comprehensive human rights treaty of the 21st century (United Nations, 2016). The purpose of the Convention is to promote, protect, and ensure the full and equal enjoyment of all human rights and fundamental freedoms by all persons with disabilities, and to promote respect for their inherent dignity (United Nations, 2006).


  The General Law of Education (Congreso de Colombia, 1994) included a complete section dedicated to the education for people with limitations or with exceptional aptitudes or talents. The government clearly recognizes the need to include these populations within the educational system and provide them with the necessary support to enter and remain within the educational system. In 2009, the Congress of Colombia approved the CRPD, adopted by the General Assembly of the United Nations in 2006 and enacted Law 1346 of July 31st, 2009. Later, the Statutory Law 1618 enacted by the Congress of Colombia (2013a) pursues the dispositions to guarantee the full exercise of rights of people in condition of disability. In terms of education, the law intends to foster the establishment of pedagogical and promotion strategies for children with disabilities and the design of programs that ensure the initial inclusive education of children with disabilities in the educational system. The norms that dictate the right to education of people with disability are in process of being shaped.


  The Colombian government, Montaño and Vera (2012), UNESCO (2009), and Ainscow and Miles (2009) stress that inclusion goes farther than the mere assistance to students with special needs or those of a marginalized population. For the Colombian Ministry of Education (MEN), inclusion is a group of processes oriented to eliminate or minimize the barriers that limit learning and participation of all the students. Inclusion aims for all students to be under the same conditions in terms of educational opportunities, and get appropriate instruction taking into consideration their needs and personal characteristics1 (MEN, 2008b, p. 158). Inclusion means, then, to take care of the needs of the population with special educational requirements with quality, pertinence, and equity (MEN, 2007).


  Nonetheless the Administrative Department of Statistics (DANE) provides worrisome numbers about the education of handicapped people in Colombia (Pandi Agencia de Comunicación, 2013): Seven percent of the Colombian population is handicapped; 33% of this population from 5-7 years old, and 58.3% from 15 to 19 years old do not attend school. Surprisingly, only 5% of handicapped people finish secondary. As we can see, although there is clarity regarding what IE means, the processes, public policies, programs, and their impact on the Colombian context are either far away from the above definition or not efficient.


  Regarding the Basic Competence Standards, institutions must generate strategies and methodologies as well as adjustments to respond to students with special needs (MEN, 2007). These demands may not be fulfilled as most schools may have neither the training nor the backing to provide these students with the necessary instruction. Schools, though, have to establish guidelines for IE in the Institutional Education Project (PEI: Proyecto Educativo Institucional), plans of studies, schools rulebooks, and so on, to be implemented (MEN, 2008a).


  Public Policies in Education in English Instruction in Colombia


  Public policies exist only if the state institutions assume in partial or sufficient degrees the attainment of necessary or desirable objectives to change the state of affairs (Castaño Posada, 2016). Public policies are volatile and complex scenarios of discursive contention where different agents aim to impose their logics and ideas. In Colombia, policies in education are not the outcome of harmonic guidelines from discussions, but the results of symbolic struggles to enforce determined guidance in terms of politics and legislation (Arias, 2014).


  The 1994 General Education Law (Congreso de Colombia, 1994), granted foreign languages a relevant status amid globalization. Thus, in 2004, the MEN established The National Bilingualism Program 2004-2015 (Programa Nacional de Bilingüismo, PNB). Its main goal was to educate more competitive citizens able to interact in the global society via three axes: standards, evaluation, and improvement of EFL for preschool, elementary, secondary, tertiary education, and non-formal instruction as well as English as a second language for bilingual schools. Further changes have been introduced in the bilingualism plans between 2004 and 2016 and in the Ley de bilingüismo [Bilingualism Law] (Congreso de Colombia, 2013b) (Bonilla Carvajal & Tejada-Sánchez, 2016; Gómez Sará, 2017).


  Even though several changes have been made to the so-called bilingual policies, our literature search did not show any information regarding guidelines for students with special needs. Apart from the justification to provide opportunities for Colombian citizens to have access to foreign language learning, no guidelines, teaching resources, or teacher education schemes have been made in terms of IE.


  Research Approaches in Education


  Cohen, Manion, and Morrison (2011) suggest several research approaches in education. We gather the main features or definitions of the ones found in the articles we analyzed in this study.


  Ethnography: Its goal is to develop a representation of the reality of the people involved. The worlds view of the participant is essential to setting up the participants position through a set of empirical data, observational techniques, description and interpretation of the total data to create inferences, explanations, suggestions, and eventually, theory generation (Cohen et al., 2011). It may be performed on both a large and small scale. In very detailed and specific contexts with few actors (two or three people), studies of the abovementioned features may be considered micro-ethnographic.


  Case studies: They examine a class of events in a bounded system in action that is used to depict a more general principle (Cohen et al., 2011; George & Bennet, 2004). Case studies seek to unveil the insights of the participants and their realities to fix them with abstract principles and theorizing. To do so, it is necessary to set up guiding initial questions (George & Bennet, 2004), but those questions evolve as we have more contact with the context. The interpretation of the whole is more than the mere addition of its parts (Cohen et al., 2011). In our case the events are the articles published in Profile related to pedagogical practices and research methods used to study inclusion in bilingual policies in Colombia.


  Action research: It is a tool to understand and make improvements at local settings. It combines both action and research through disciplined inquiry to find solutions or improvements, and consequently, reform educational practices. It may be used in places involving people, tasks, and procedures in a variety of areas and may be carried out by institutions, stakeholders, or individual teachers (Cohen et al., 2011).


  Pedagogical Approaches in English Language Teaching


  In this section we summarize the main features or definitions of the general and overall standpoints of the pedagogical approaches contained in the articles we analyzed in this study. We examined collaborative learning, autonomous learning, tutoring, blended learning, task-based learning, and grammar translation pedagogical approaches. Below we summarise their main features.


  Collaborative learning claims that knowledge is a social construct that might occur on a peer-to-peer or in larger group basis. Its objective is to achieve shared learning goals (Barkley, Cross, & Major, 2005, p. 4). For Benson (2006), autonomous learning is the capacity to take control or responsibility for ones learning process which, in turn, requires a certain degree of freedom. In this scenario, the learner needs to set up a plan, select materials, monitor him or herself, and self-assess. Tutoring, on the other hand, seeks to provide, guide, and assist students to achieve integral learning. Academic tutoring is one of the strategies for the development of the communicative competence in the learning of a foreign language because it triggers the interaction of the students with their tutor and among peer students (Nieto, Cortés, & Cárdenas, 2013).


  Blended learning is the convergence of two archetypal learning environments (Bonk & Graham, 2006, p. 5). It combines traditional face-to-face learning environments with new technologies that have expanded the possibilities for communication and interaction. On the other hand, task-based language learning is an approach that involves the completion of meaningful pedagogical tasks to fulfill the learning objectives. In this approach, error correction plays a minor role (Richards & Rodgers, 2001). Finally, grammar-translation aims at the practice of translation from the target language to the native language and vice versa via specimen sentences in texts. This method is used with deaf learners, whose input and output is restricted to written codes and images. They also have to rely on their mother tongue to construct meaning, establish strategies and, in the end, communicate and comprehend ideas in the target language.


  Research Framework


  Method


  This is a qualitative case study guided by the constructs of documentary research and critical discourse analysis. The foundations of qualitative research rely on the idea that meaning is socially constructed by individuals in interaction with their world (Merriam, 1998, p. 3); hence, the individuals own frame of reference is important for understanding the human behavior (Nunan, 1992, p. 4). To attain this goal, the researchers job is to capture the data from the inside through a process of deep attentiveness and of emphatic understanding about the topics under discussion (Miles & Huberman, 1994, p. 6).


  A case is a phenomenon of some sort occurring in a bounded context (Miles & Huberman, 1994). The case study is not a methodological choice but an election on what to study (Stake, 2005). Case studies offer the opportunity to study in depth an aspect of a problem within three limitations: the relationships, the micro political topics, and the models of influence in a given context (Bell, 1999).


  To accomplish the objectives of this study, documentary research and critical discourse analysis were used as the tools for the analysis. The former embraces the use of sources such as documents, which allow the researcher to provide insights on a given problem (Cohen et al., 2011; Prior, 2003; Scott, 2006). To this end, we engaged in a lesser or higher degree in three key requirements: conceptualizing, using, and assessing documents. We focused on a set of articles published in the Profile journal, assessed their authors viewpoints and processes regarding IE, and made connections with the research methods and pedagogical approaches they used.


  Critical discourse analysis (CDA) is one form of a justifiably reflective and suspicious inspection of how discourses shape and frame us (Toolan, 1997). The interpretation of the discourses present in the units of analysis of this study (the articles from Profile) made it possible to grasp the discourses of power, dominance, and inequality and the ways they are reproduced (van Dick, 1995) in the Colombian context of IE.


  CDA follows a critical approach to problems, as there is need to make explicit power relationships that are hidden. CDA is also hermeneutic in the sense that it grasps and produces meaning relationships. Consequently, this process would produce results that are of practical use (Wodak & Mayer, 2001). For Wodak and Mayer (2001), a relevant characteristic of CDA is the incorporation of linguistic devices which some scholars use frequently as a means of focusing on pronouns, attributes, and the verbal mode, time, and tense. All those lead to text analysis. For Fairclough (2003) text (written and spoken) analysis is not only linguistic analysis; it also includes interdiscursive analysis. It is the process of reading texts in terms of the different discourses, genres, and styles they draw upon and examining how they articulate together.


  Data Collection


  The main sources of information (units of analysis) were the articles that deal with both public policies regarding English language instruction and inclusive pedagogical practices published in Profile from 2000 to 2016. A systematic review of the articles published within this time frame helped us filter the initial corpus. We focused on seven articles that reported research, reflections, and pedagogical innovations dealing with IE (see Table 1). Along the process, checklists and notes were kept to trace the research process, select the corpus, examine their contents, and categorize the findings.


  Table 1. Units of Analysis


  [image: ]


  Articles 2, 3, 4, and 7 examine public policies concerning English language instruction in Colombia and articles 1, 5, and 6 are related to inclusive pedagogical interventions carried out by Colombian pre-service or in-service teachers. The authors background information is noted in the articles.


  Results and Discussion


  Constant analysis let us interpret:


  
    	The manifestation and description of the research and pedagogical approaches present in the Profile articles.


    	If the inclusion component is present or not in the research and pedagogical approaches previously recognized.

  


  Trends in Pedagogical Approaches in Foreign Language Instruction


  Three articles report pedagogical interventions with indigenous (Cuasialpud Canchalá, 2010; Velandia, 2007) and deaf students (Ávila Caica, 2011) in different contexts. Inclusion is seen in these articles as the need to solve a problematic situation faced by a marginalized population. Velandias study is about the problem of improving the speaking skills of an Inga student through tutoring sessions and Cuasialpud Canchalás research is about the insights of indigenous students towards the online tutoring sessions (OTS). On the other hand, Ávila Caicas focuses on teaching English to deaf students.


  We identified six inclusive pedagogical practices in their articles: tutoring, autonomous learning, task-based learning, blended learning, collaborative learning, and grammar-translation.


  Velandia (2007) used tutoring to help an indigenous student overcome difficulties in English learning. Along the pedagogical intervention, tutoring interweaves with autonomous learning and with the task-based approaches. Through the personalized process followed, the teacher provides the students with the required tools to reach the learning objectives. Thus, tutoring becomes a space where the interaction between the teacher and learner goes beyond solving tutees doubts.


  
    	Tutoring also helped Andrés to take responsibility for his learning process. The learner progressively discovered a great deal of magic wands for language learning. Among the most important are self-reflection, self-evaluation, learning strategies, setting of goals and action plans. In the end, these tools became essential for the learner as he realized they enhanced his ability to learn the language. (Velandia, 2007, p. 129)

  


  The adverbial phrase progressively discovered implies that the tutee had to go through a process in which he had to find out what his strengths and weaknesses in his learning process were. This shows that awareness in language features and self-monitoring are required to set up the foundations for speaking skills improvement (Thornbury, 2005). Moreover, tutoring has humanistic implications as expressed by Velandia: the tutor is to increase the confidence of the tutees (p. 123). The tutees confidence towards themselves, their background and conditions (cultural heritage, disability, etc.), their learning abilities, and their skills can be strengthened if their needs are taken into consideration. Whatever the scenario, it is indispensable to raise the students awareness towards learning so that they can enhance their autonomy. Velandia (2007) illustrates this:


  
    	The discussions of the learning process taking place in the second part of the (tutoring) sessions revealed big advantages: the student increased his autonomy and self-reflection. (p. 127)

  


  The verb revealed conveys that in Velandias (2007) study autonomous learning is a fulfilled outcome from the tutoring sessions. The tutor probably did not ask the student to become autonomous; he may have had to discover that if he wanted to improve his oral skills, an extra effort was required. The rapport between the indigenous tutee and the tutor helped the former to be more in charge of reflecting on his learning process. In this sense, a switch in the learners attitude towards the content and methodology allowed him to appropriate his process to establish a clear learning pace. That seems to be the reason why the author used the adjective phrase big advantages. Thanks to the reflections fostered in the tutorials, the learner gained self-awareness. In consequence, his attitude and disposition to perform activities to improve his speaking abilities increased.


  We also find in this study that task completion fosters language acquisition since it focuses on the achievement of clear outcomes (Willis, 1995). The Inga student had to perform tasks in different stages with a final goal, to reflect on the language produced and to establish improvement plans.


  
    	The completion of the tasks was done in three stages or cycles: Pre-task, when the topic and instructions were given. The task cycle, when the student planned, developed and reported the task. And finally, the language analysis cycle, that included a reflection and practice of the language used and its features. (Velandia, 2007, p. 126)

  


  The noun phrases reflection and practice tell us that the mere completion of the tasks in the tutoring is not enough. The tutee had to see himself as an English user, taking into consideration his cultural and English language background. He also had to monitor his errors; some of them derived from the mingling of his L1 (Inga) and L2 (Spanish).


  
    	Firstly, the way in which he was meant to acquire the English language was artificial as opposed to the way he had learnt Spanish and Inga. (Velandia, 2007, p. 129)

  


  The inclusive aspect is present in how the author used the adjective artificial to qualify her tutees progression in the acquisition of the English language. The student compared those learning experiences to the ones he faced when learning the Inga and Spanish languages. This crossing reflective exercise may have raised his awareness about the facts that surround the language of his indigenous group and his culture too.


  Nevertheless, the looked-for goal of learning English is restricted when there is no inclusive learning setting for in-need students. The analysis of Cuasialpud Canchalá (2010) on the attitudes of indigenous students towards OTS is a sample of a non-inclusive milieu. One of the main goals of the OTS was to promote autonomy in English language acquisition. However, the lack of planning to provide the necessary assets for students who belonged to marginalized populations, for example indigenous students, was a serious mishap that the students had to face to be actual English language autonomous learners.


  
    	Students showed frustration once again because being in front of a computer for more than one hour was stressful and tiring. The participants manifested during the interviews that they were not used to studying with a computer all the time. Here they expressed that in their communities, having a computer is not a dire necessity and so they just had to worry about working. (Cuasialpud Canchalá, 2010, p. 143)

  


  As demonstrated in Excerpt 5, the students lacked access to computers and their autonomous learning was not optimal as they did not have enough contact with the required resources. The verb phrase to become aware refers to what the learners are expected to perform to reach autonomy; however, no explicit or implicit reference is given to the institutional effort to guarantee access to the tools. Performing any language task in these conditions was a hard challenge for the learners. The access to ICT tools to take the OTS was reduced because of the lack of both assets and required computation literacy. The students felt frustrated because of this situation.


  In Excerpt 5, the verb phrase were not used to shows that the course did not take into consideration the students context. There was no adaptation of the course to the learners needs and conditions. Therefore, it was not possible for the indigenous students to take advantage of the course.


  In contrast to Cuasialpud Canchalá, Ávila Caica (2011) reports on the benefits of ICT tools and blended learning in her inclusive pedagogical intervention with deaf students. In her study, the Internet is a requirement to allow the deaf learner to comprehend the language through a strong visual component.


  
    	Given that deaf students do not hear the linguistic information and have to see the language expressed by images, gestures, body movements and sign language, they found the use of visual aids for vocabulary to be the most effective teaching strategy during the course. The final interview also reinforced the use of Internet resources as a useful source of iconic language that responds to the visual and written necessities of deaf learners. (p. 143)

  


  The verbs hear and see refer to the adaption of the deaf learners to the course, as well as to blended learning, which was conceived to respond to the learners needs. The adaption resides in the fact that the deaf students developed competences in English by seeing the language, and the teacher-researcher (the author) had to come up with innovations about other usages of blended learning strategies. Eventually they had to explore the plasticity of this approach. Inclusion is evidenced in the fact that the deaf-students community and the teachers moulded the blended learning pedagogical approach to tackle the specific learning needs.


  Ávila Caica (2011) states that the blended learning strategies included face-to-face sessions. A close learning community was created derived from such meetings. The integration of collaborative learning in her inclusive pedagogical intervention with deaf learners was possible within the deaf learners group, as evidenced in the following excerpt.


  
    	The familiarity and casual atmosphere fostered students participation making them feel included, valued, and respected. Students enjoyed the activities and they showed highly collaborative work. They helped each other by explaining or giving examples of new concepts. I noticed that each student is explicitly conscious of self and others and all have a common objective: learning English. (p. 144)

  


  The identification of features related to the senses of closeness and belongingness is key to determine how close a learning community is. One of the salient features is that learning is assisted when classmates are engaged to support each other (Johnson & Johnson, 1999). The noun phrase familiarity and casual atmosphere demonstrates that the students were the subject of such senses. Success attributed by Ávila Caica (2011) in working with deaf students was possible because values, as in the adjective group included, valued, and respected, were part of the core of the learning community. In consequence, it is quite predictable that plenty of collaborative work occurred.


  The collaborative features in Ávila Caicas (2011) article show interesting solutions for the problem of deaf students learning English. The inclusion of a Colombian Sign Language (CSL) interpreter made the path smoother. The following excerpt displays this idea:


  
    	It is easier working among deaf students because for working in a mixed group with hearing people I must agree with them and it is really necessary to have a sign language interpreter. However, if I am only with deaf partners, the class goes faster and I save time. (Excerpt 6, Video interview 1, Students 1, 4, and 8) (p. 144)

  


  The incorporation of a CSL interpreter is neither accessorial nor symbolic. The collocation really necessary implies the dependency on the human resource that the interpreter meant. The interpreter became fundamental, as he was directly involved with the learning community; he did collaborative work as well. The inclusive factor is present at the time of creating a learning community with specific disabilities and needs, specifically with the adoption and innovation of pedagogical strategies.


  One of such innovations is evidenced in Excerpt 7 as the deaf learners had to see the language. To do so, Ávila Caica (2011) employed grammar-translation strategies:


  
    	During the face-to-face sessions some strategies from the Grammar Translation Method such as using grammar charts to explain the language structure, doing written exercises for completing the gaps and translating sentences from English into Spanish were useful to reinforce the topic or grammar structure studied. (p. 137)

  


  The adjective phrase useful to reinforce and the gerund translating imply that the grammar explanation and the use of Spanish played a fundamental role to understand, internalize, and practice the target language. The input was assisted by strong written and visual elements to identify grammar, an important feature because of the auditory-based nature of English (Ávila Caica, 2011). Spanish (L2) was a bridge between the L1 (CSL) and the L3 (English). All these salient elements serve to identify that thanks to the combination and adaptation of blended and collaborative learning approaches plus the grammar-translation, the deaf learners were included to receive English language instruction regardless of their disability.


  Trends in Research Approaches in Inclusive Pedagogical Interventions


  As regards the research approaches, Velandia (2007), Cualsialpud Canchalá (2010), and Ávila Caica (2011) followed action research, case study, and the micro-ethnographic approaches. As previously stated, Velandias study is about the problem of improving the speaking skills of an Inga student through tutoring sessions. She explains that


  
    	This study shared principles with action research since it aimed to take part in this problematic situation by identifying the problem, reflecting, making decisions and taking actions (Kogan, 2004). In this study, I, as the researcher, played a mixed role: one as an observer-researcher and one as a tutor. (p. 124)

  


  The clause this study shared principles with action research implies that she undertook a judicious tutoring process with the student. She had no initial idea about the scope of the problem, since she had first to identify the problem, as an observer-researcher. Based on that, she acted along the process as a tutee-researcher.


  Ávila Caicas (2011) inclusive pedagogical intervention deals with one clear objective: to make the deaf students comprehend and communicate ideas in English. She identified the problem, and then adopted and adapted pedagogical strategies and methods to that population. She also followed the principles of action research:


  
    	The [action research] methodology applied in the project enabled a hearing teacher to conduct a classroom based study to explore issues related to the learning process of her deaf students in order to refine or adopt effective teaching strategies to fulfil their English language needs. (p. 136)

  


  The noun phrase action research methodology applied in the project reveals that as mentioned above, the researcher was in charge of identifying the problem and the context to adapt the research methodologies. In this sense, the problem is intrinsic to the students, and the problem, the processes, and expected progress had to go around the disability of the learners.


  Velandias (2007) research also exemplifies a case study methodology as her sample: one student is described in depth in a bounded system of action that is used to depict a more general principle (Cohen et al., 2011; George & Bennet, 2004). The researcher is present in all the stages of the process of improving the oral competences of an Inga student at university level, as described below:


  
    	Andrés presented some pronunciation problems, especially with the following phonemes: /ð/ /æ/ /ə/ /e/ and in the final position of the words the phonemes: /Ө/ /p/ /v/ /z/. The reason for this, almost certainly, was the lack of these phonemes in Spanish or Inga. In order to get the student to pronounce better, we decided to start practicing isolated phonemes, phonetic patterns, linking, assimilation, etc. (Velandia, 2007, p. 127)

  


  This excerpt shows interesting elements in terms of inclusion. The description of the problems with phonemes shows that the researcher depicted rigorously the phenomenon with metalinguistic descriptions. This led to the identification of the obstacles at the time of speaking. The clause: The reason for this, almost certainly, was the lack of these phonemes in Spanish and Inga is powerful in this sense. The researcher was able to recognize the interference due to the learners L1 and L2, set up a plan, and act upon it.


  Following the trend of placing the researcher as an observer and describer, Cuasialpud Canchalás (2010) micro-ethnographic study deals with the attitudes of indigenous students related to OTS at a public university in Bogotá.


  
    	In regard to the OTS (Online Tutoring Sessions), students confessed they gave little use to this tool, mainly because of accessibility limitations:

      Student 1: I never used the online tutoring sessions, I dont have access to internet at home, and I dont afford to pay outside, sometimes I go to the universitys computers rooms but they do not have the tools I need, e.g. headphones, microphone and webcam. I dont feel comfortable going to the Resource Center.


      Student 2: It was difficult to access to the Internet resources as my friend states, and also because I could not understand how it worked. (p. 144)

    

  


  In this micro-ethnographic study, the researcher provides real thoughts from the indigenous students. The voices of the indigenous students who took part in the project reveal serious problems in terms of inclusion. The first one has to do with economic exclusion, the sentences I dont have access to Internet at home, and I dont afford to pay outside reveal two serious problems. The lack of connectivity, and the resources derived from being connected, held up the students progress. This problem was even worse at the time since the institutional capacity to provide the students with the required assets to go through their studies was really limited, as demonstrated in the compound sentence I go to the universitys computers rooms but they do not have the tools I need, e.g. headphones, microphone and webcam. Another factor of exclusion is poor computational literacy. The literacy of one of the participants seemed to be poor; a fact that is probably worsened by his English level that delays his comprehension of the instructions and commands. The verb understand plus the collocation how it worked demonstrate that the OTS were not designed for students whose background and resources were tremendously short. The program in theory was available for all the participants, but in practice was just for some of them.


  Trends in Research Approaches Employed by the Journals Authors About Linguistic Policies


  As already mentioned, four articles deal with public policies concerning English language instruction in Colombia (Bonilla Carvajal & Tejada-Sánchez, 2016; Guerrero, 2010; Sánchez & Obando, 2008; Usma Wilches, 2009). Usma Wilches (2009) examines the National Bilingual Program in connection with other education and language reforms in Colombia and some of the processes of inclusion, exclusion, and stratification that accompany current school reforms. The exclusion of local knowledge is evident due to the borrowing of foreign discourses while making and implementing foreign language policies. Bonilla Carvajal and Tejada-Sánchez (2016) provide a critical account of the transitions of the linguistic policies that have shaped the concept of bilingualism and remark that the specific education paradigm in ELT has led to exclusion of the local knowledge. Guerrero (2010) presents an interpretation of the images of Colombian English teachers constructed in official discourse, particularly in the document Estándares básicos de competencias en lenguas extranjeras: inglés. Formar en lenguas extranjeras, el reto: (Basic competency standards of foreign languages: English: Shaping the challenge in foreign languages). In her discussion, exclusion is evident through the invisibility of Colombian teachers in policy making. Finally, Sánchez and Obando (2008) examine the academic needs that must be met to achieve governmental goals in foreign language programmes. They deal with exclusion, remarking on the invisibility of Colombian teachers in policy making as well. The research approaches employed by these authors are documentary research and CDA.


  The rationale of the Colombian government to make and implement the language polices has to do with the longstanding servile and uncritical attitude of the Colombian government with the ideas that come from the global powers. Usma Wilches (2009) employs the documentary research tool to reveal that the governments rationale has fostered the mentality that the foreign is better just because it is foreign. This is evident in the language policies discussed by Quintero (2007) and taken by Usma Wilches in his documentary study. Quintero makes explicit that due to the externalization and internalization of discourses, local knowledge is deliberately ignored, and foreign actors are given a sound relevance, regardless of their sometimes scarce knowledge of the local contexts.


  Usma Wilches (2009) leads us to analyze the historic thought that has been replicated program after program. The imposition of the foreign ideas does not consider the local context because it is mainly the replication of a model that may work well in the contexts of origin but not necessarily in the context of application. This situation has placed the actors, government, and foreign implementers on one side and the local teachers on the other, to collide in the realization of their ideas in language policies. The joint venture between the government and foreign agents resembles a naturalization of ideologies (Fairclough, 2003) since the government accepts what comes from abroad without further discussion and ignores the expertise owned by the local teachers.


  Another research tool that the Profile authors employed to deal with the issue of inclusive education is CDA. Bonilla Carvajal and Tejada-Sánchezs (2016) study leads one to examine the exclusion of local knowledge in the linguistic public policies.


  
    	In their thorough analysis of the inclusion of English as a post-conflict plan, these authors refer to the drastic shifts in language policy taking place in different parts of post-colonial Africa, benefiting English over other languages. The rationale behind these changes is rooted in the social imaginary of what the English language has come to represent: power, along with the understatement of being powerless where it is not in the official agenda. In this way, Rassools parallel with Bourdieus colonial habitus proves to be particularly relevant to Colombias case. (p. 193)

  


  The authors identify the struggles for the imposition of ideas. In the excerpt above, the adjective powerless is influential in weighing the unequal situation of the actors, government, and foreign implementers on the one hand, and the local teachers on the other. Bourdieus concept of colonial habitus is perfect to state that views from abroad are considered from the metropole; they are trendy and the model to follow. However, the ideas of the locals are considered from the colony. They may be depicted as childish, naïve, and amateur. The historical circumstances and the dominance of the foreign over the local have embodied and shaped the rationale, discourses, and practices. Notwithstanding, we gained our political independence more than 200 years ago, but the cultural and intellectual one, we probably have not yet (Guerrero, 2010). Thus, it is not surprising that the rationale of the government is to implement the foreign views on language policies excluding deliberately the local actors (the local teachers) in the process. In this respect, in her detailed CDA, Guerrero (2010) states that the teachers are virtually invisible for the Ministry of Education at making the linguistic policies, and just depicted as clerks (p. 41) who are to follow their addresses uncritically.


  
    	The asymmetrical power relationship that exists between the two (MEN/teachers) given by their roles in society. By announcing that the standards are to be found on the following pages, the MEN is saying more than that; it is stating that the MEN has established certain standards and teachers have to implement them. (p. 44)

  


  Guerrero (2010) states power struggles that consequently lead to an old-fashioned mentality of the government. The noun phrase asymmetrical power relationship underscores the position of the actors (government and foreign implementers above, and teachers below). Implicitly, she states that there is a lack of communication among the actors resulting in a lack of symbiosis. In this circumstance, the relation between the actors is vertical, and the position of the government is eminently absolutist. As in any absolutist regime, the ruler is advised by his entourage. The entourage is comprised of the foreign implementers who pursue their own economic interests (Usma Wilches, 2009). Another trace of such absolutist rationale is present in the clause the MEN is saying more than that . . . the MEN has established certain standards and teachers have to implement them. Here, the author underpins her analysis with an implication. Guerrero makes inferences based on the power struggles she identifies in the standards document. As in any absolutist regime, the rulers are the ones who enact, dictate, and regulate and the subordinates have to implement or obey with neither hesitation nor participation in the making of public policies.


  The invisibility of the Colombian teachers is also explicit in the analysis by Sánchez and Obando (2008). Albeit they do not mention overtly the use of CDA, their article has some of its characteristics. They analyse the discourse at the macro level as a reaction against the authoritarian and absolutist practices of the Colombian state.


  
    	This seems to be the case in Colombia where policies are created in a top-down approach where only a few people (not necessarily teachers) know what should be done and why and the participation of schoolteachers in the creation of standards is virtually invisible. The first step in ensuring effective foreign language programs in Colombia should be to inform everyone about not only the goals but also the rationale behind the goals for L2 teaching in this context. (p. 184)

  


  The inclusion of the noun phrase top-down rationale is a clear critique of the effects of the domination of the foreign discourse of ELT towards society (Fairclough, 2003; van Dijk, 1995). For Sánchez and Obando (2008), the rationale of the government is not neutral but seeks to maintain and reproduce unequal relations of power. Such relation aims to impose the government and foreign implementers logics, agendas, and interests at the expense of the local teachers and students who, at the end of the day, have to suffer the poor planning in which they are deemed practically invisible and with no voice.


  Conclusions


  This study reported on pedagogical and research approaches employed by Profile authors in connection with the study of inclusion in English instruction and public policies in Colombia. In this sense, we conducted the above analysis in three main parts: pedagogical approaches in pedagogical interventions, research approaches in pedagogical interventions, and research approaches in linguistic policies.


  Pedagogical approaches in pedagogical interventions: In Velandias study (2007), inclusion is possible as tutoring, autonomous learning, and task-based approach techniques helped an Inga student to reflect upon his learning process with the consequence of raising his awareness to improve his speaking skills and increase his confidence towards his own cultural heritage. In Ávila Caicas report (2011), inclusion is supported by the fact that the deaf students created a collaborative learning community, and the teacher adapted both the blended learning and grammar-translation approaches to tackle students specific learning needs. In Cuasialpud Canchalá (2010) it was not possible for the indigenous students to follow the autonomous methodology; they were the subject of exclusion due to their poor access to resources to perform the OTS activities.


  Research approaches in pedagogical interventions: In Velandia (2007) and Ávila Caicas (2011) studies, inclusion is achievable through action research as the processes and expected progress had to emerge while taking into consideration the cultural background and disability of the learners. In Velandias study, inclusion is identified as the study depicts an Inga students learning problemswith accurate metalinguistic descriptions. From such descriptions, the researcher is able to come up with an inclusive pedagogical intervention to improve his speaking skills. In Cuasialpud Canchalás (2010) micro-ethnographic study, the voices of the indigenous students revealed economic exclusion, poor institutional capacity to provide the students with the required assets, low computational literacy, and poor English background as well.


  Research approaches in linguistic policies: Usma Wilches (2009), Bonilla Carvajal and Tejada-Sánchez (2016), Guerrero (2010), and Sánchez and Obando (2008) used documentary research and CDA. While Usma Wilches discusses that the exclusion of local knowledge is evident due to the borrowing of foreign discourses while making and implementing foreign language policies, Bonilla Carvajal and Tejada-Sánchez deal with the specific educational paradigm in ELT that has led to exclusion of local knowledge. On the other hand, in Guerrero and Sánchez and Obando, exclusion is evident through the invisibility of Colombian teachers in policy making.


  This study is an initial glance at the relationship between research and pedagogical approaches regarding inclusion or exclusion in ELT and language policies. Further research related to the outcomes of this study could include proposals of inclusive pedagogical interventions carried out by institutions and individuals, the development of projects to diminish the factors of exclusion in marginalized populations derived from the lack of resources, and analysis in terms of the methodology to carry out inclusive pedagogical practices. Besides, research to foster the adoption of the local expertise at the time of planning public policies is very much needed so that inclusive education becomes a reality in ELT practices.

  


  *This article is based on the undergraduate monograph of Óscar Andrés Mosquera to obtain his B.Ed. in Philology and Languages: English at Universidad Nacional de Colombia. His study was conducted as part of a macro-project led by his tutors, Melba Libia Cárdenas and Maria Claudia Nieto. They are co-writers/co-authors of the present article. Code 20175, Sistema de Información Hermes, Universidad Nacional de Colombia.


  1All extracts taken from documents in Spanish have been translated for the purpose of this publication.
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  This paper presents one Colombian university English as a foreign language programs in-house teacher development program for curriculum renewal. This program is an innovative attempt to prepare teachers for implementing a new curriculum and, simultaneously, engages them in professional development activities. The program is a response to the lack of existing teacher and professional development models that fit certain specific contextual needs, including preparation for implementing new curriculum as well as emphases in the updating of particular teaching practices. In addition to presenting the program, the article also describes the integration of key aspects of various existing models of teacher and professional development into one program that meets contextual needs while encouraging positive change among faculty and students.
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  Este artículo presenta un programa de desarrollo profesoral de una universidad colombiana para acompañar una renovación curricular. Este modelo se presenta como una iniciativa innovadora para preparar profesores en implementar un nuevo currículo y, simultáneamente, involucrarlos en actividades de desarrollo profesional. El modelo se da en respuesta a la carencia de modelos existentes de desarrollo profesoral que respondan a las necesidades particulares de un contexto, que incluyan preparación para la implementación de un nuevo currículo, así como un énfasis en la actualización de las prácticas de enseñanza. Adicionalmente, el artículo describe la integración de aspectos clave de modelos existentes en un solo modelo que responda a las necesidades contextuales y al mismo tiempo promueva cambios positivos en los docentes, estudiantes y programas.


  Palabras clave: desarrollo profesional, desarrollo profesoral, inglés como lengua extranjera, renovación curricular.

  


  Introduction


  Teachers engage in development for various reasons (Bailey, Curtis, & Nunan, 2001). Sometimes it happens as a consequence of teachers intrinsic motivation to improve the quality of their teaching practices, gain respect and recognition, become a more effective educator, or to increase individual satisfaction in pursuit of a successful teaching career. In other cases, it comes about as a consequence of extrinsic motivation from a teacher brought on by factors such as maintaining a job or position, obtaining a better salary, accessing higher quality jobs in the field, or getting a promotion. Heystek and Terhoven (2015) explain that both types of motivation can be important for sustainable and participative teacher development, especially connected to curriculum. In the same way, teacher development can be motivated by institutional needs such as increased teacher awareness, updating of teacher knowledge, and adoption of new teaching practices, among many others. In this way, the institution can play a key role in transforming teacher development into a process of we are developing rather than a process of you must develop because you are underperforming (Heystek & Terhoven, 2015, p. 629). In this paper, we reflect on the process of building and implementing a teacher development program (TDP) linked to curriculum renewal in a university English as a foreign language (EFL) program on the Caribbean coast of Colombia. In detailing the process, we explain how university and program faculty were involved in reflecting, analyzing, and making informed decisions about their teaching practices within the framework in order to better design and implement the new curriculum.


  Contextual Background


  The specific context in which this TPD was designed is that of an eight-level, undergraduate EFL program that serves around 12,000 students annually and relies on approximately 60 teachers, most of whom are Colombian. Students in the program belong to a variety of majors ranging from graphic design or engineering to psychology or social communication. Throughout the program, teachers are expected to help students develop a B2 level of language proficiency according to the Common European Framework of Reference (CEFR) (Council of Europe, 2001).


  Based on systematic classroom observations at all levels of the program, we found students were not developing their language proficiency at the expected level. Careful analysis of students grades and exit exam results corroborated these observations and showed that more than 50% of the students were not achieving a B2 level. In order to address this situation, the language institute initiated a curriculum development project (CDP) based on backwards design, using desired learning outcomes to guide the construction of a new curriculum (Wiggins & McTighe, 2005). The CDP aimed to identify needs in the program as well as propose a new curriculum that would take into account aspects such as: course goals and outcomes, course materials, student performance, teacher performance, and assessment in a more comprehensive and structured way than before. After a needs analysis was carried out, a preliminary design created, and new course materials chosen, a major challenge arose: working with teachers to reflect on, evaluate, and implement the new curriculum in the classroom.


  To respond to this challenge, a TPD was designed to prepare teachers for and involve them in curriculum implementation through taking into account their perceptions and making corresponding adjustments.


  Creating a Program for Teacher Development


  When creating a teacher development program, several aspects must be clear, including the objectives it aims to achieve in terms of institutional and professional needs. In regard to the TPD in question, the time frame desired for its execution was also important, bearing in mind that the curriculum implementation had fixed dates.


  Institutional Needs


  In the EFL program in question, there were several institutional needs that motivated the CDP and the TPD. These needs included: fewer and more succinct objectives in course syllabi, a clear progression of student learning outcomes (SLOs), increased awareness among teachers of the content of each level, as well as a need to standardize assessment practices.


  Professional Needs


  The TPD also took into account varied professional needs of the teachers within the EFL program who would be implementing the new curriculum, the most important of which were: teaching practice update, especially regarding skills instructions, sharing of good classroom practices with their colleagues, and reflection as a professional tool.


  General Program Objectives


  In an attempt to address all of the abovementioned needs, the following general objectives were formulated for the TPD:


  
    	To involve teachers in the process of evaluating designed curriculum and making suggestions for improvements.


    	To improve teacher receptiveness and openness to curricular ideas pre, during, and post-curriculum implementation.


    	To provide teachers with spaces to learn about and practice using tools for implementing the new curriculum effectively.


    	To facilitate spaces for voicing and addressing teachers concerns.


    	To facilitate spaces for reflecting on curriculum implementation.


    	To promote problem-solving and critical thinking teamwork among teachers.

  


  It is important to clarify that while the program had clear general objectives, it was not a fixed program from the start. As new needs arose or established needs changed during curriculum implementation, the planned activities were evaluated and adjusted to assure they continued meeting the needs identified.


  Teacher Development


  It is important to note that there is a distinction between teacher training and teacher development. Richards and Farrell (2005) define teacher training as involving activities directly focused on a teachers present responsibilities and . . . aimed at short-term immediate goals (p. 3) in order to prepare the teacher to accept new responsibilities or positions in their unique context. Teacher development, on the other hand, tends to focus on general growth not focused on a specific job [and] serves a longer-term goal (p. 4) that involves a teacher reflecting on their teaching practice. Both concepts are critical for understanding a teachers continued growth in and outside the classroom.


  More specifically, teacher development is regarded as the process whereby teachers professionalism and/or professionality may be considered to be enhanced (Evans, 2002, p. 131). Evans (2002) identifies two key elements of teacher development: attitudinal development and functional development. Whereas the former is concerned with the process through which teachers modify their attitudes towards their work, the latter is concerned with the process through which teachers professional work may be improved. From this perspective, teachers may experience changes either in their intellectual or motivational development and/or in their general teaching practice.


  Impact on Institutions


  While most definitions of teacher development focus on the teacher, ongoing professional development and teacher education is not only important for teachers, but also have a significant impact on the success of the programs and institutions they work in and with (Richards & Farrell, 2005). According to a review of studies related to elementary school teachers carried out by REL Southwest (Yoon, Duncan, Lee, Scarloss, & Shapley, 2007), teachers that receive approximately 50 hours of teacher development were shown to increase their students scores on achievement tests by 21 percentile points. Likewise, Hanbury, Prosser, and Rickinson (2008) conclude from their study of the impact of professional development programs in higher education that benefits at a departmental level were related to: developments in educational practices, enhanced profile for teaching and learning, inter-departmental links, staff induction and mentoring. In the same way, Chalmers and Gardiner (2015) claim, based on their extensive review of studies concerning the impact of teacher development on teaching and learning, that it is possible to evidence changes in teacher understanding, knowledge, skills and practices, and the consequential effect of these on student engagement and approaches to learning (p. 83).


  Impact on Professors


  In regard to the impact on professors, Richards and Farrell (2005) explain that


  
    The need for ongoing renewal of professional skills and knowledge is not a reflection of inadequate training but simply a response to the fact that not everything teachers need to know can be provided at pre-service level, as well as the fact that the knowledge base of teaching constantly changes. (p. 1)
  


  Therefore, teacher development not only serves to update theoretical and practical knowledge among educators, but it also serves as an expansion of the learning that took place in their formal, pre-service training and education (Mizell, 2010). Hanbury et al. (2008) also confirm, through a review of several empirical and investigative studies, that teacher development can have positive benefits on teachers approaches to learning, especially regarding a move away from teacher-centered approaches and a move towards student-centered approaches.


  Characteristics of Good Professional Development


  In general, the following characteristics are considered as some of the most important for successful, good, quality, and effective teacher and professional development.


  
    	It is connected to the particular context of the institution or program where it is implemented.


    	It involves collaboration and cooperation among teachers as well as the specific educational community.


    	It promotes the construction of a support system among teachers and the learning community.


    	It is planned and carried out over time in a sustainable way.


    	It places emphasis on the teacher as an active and reflective learner throughout the process.


    	It involves active learning connected to program objectives and student learning. (Cohen & Hill, 2001; Desimone, Porter, Garet, Yoon, & Birman, 2002; Diaz-Maggioli, 2004; Generation Ready, 2013; SEDL, 1997; UNESCO, 2015)

  


  Ultimately, effective professional development should be understood as a job-embedded commitment that teachers make in order to further the purposes of the profession while addressing their own particular needs (Diaz-Maggioli, 2004, p. 5). Teachers should, therefore, be placed at the center of their own professional development, perceived as life-long learners involved in activities that emphasize growth that will impact both their short-term and long-term teaching in the classroom and overall development as educators.


  Based on the aforementioned needs and characteristics, the TPD designed was a hybrid model that incorporated elements of both teacher development as well as teacher training. As a hybrid model, it aimed to incorporate all the characteristics of quality teacher development. By doing so, it worked to ensure teachers were exposed to activities and opportunities that were directly relevant to their role as teachers in the EFL program who were implementing the new curriculum. Likewise, the model connected with their role as always evolving teachers in the field of education. In this way, teachers were able to receive and share knowledge, tools, and experiences to prepare them for and involve them in curriculum implementation while at the same time developing skills and acquiring knowledge that would serve them in future educational contexts.


  Teacher Development Models


  Aiming tobest incorporate the previously mentioned characteristics, teacher professional development has, over the last 20 years, gained a lot of momentum. As Villegas-Reimers (2003) argues: for years, the only form of professional development available to teachers was staff development or in-service training, usually consisting of workshops or short-term courses that would offer teachers new information on a particular aspect of their work (p. 11). Today, teacher professional development is rather understood as extended and continuous improvement in which teachers should engage as they advance in their career. It is not a one-day, one-time learning unrelated experience, but the combination of progressive, diversified, and relevant learning that teachers gather throughout their work in teaching contexts. Different authors have proposed models or frameworks to guide institutions, programs, policy makers, and teachers to undertake teacher development aimed at improving teachers pedagogical foundations and practices and, therefore, improving students learning.


  One of these authors is Guskey (2002), who places changes in students learning at the center of effective teacher development (p. 383). In this way, student change is a triggering factor for actual teacher change as represented by Figure 1.


  Figure 1. Guskeys Model of Teacher Change (2002, p. 383)
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  Guskey (2002) argues that significant change in teachers attitudes and beliefs occurs primarily after they gain evidence of improvements in student learning (p. 383). Regardless of the nature of the teacher development process carried out, this will be internalized by teachers when they observe evidence that their adjustments or implementations have worked and can be observed through changes in students learning. According to Guskey, without observation of these changes, teachers will make no use of the opportunities.


  Likewise, Kennedy (2005) argues that since the purpose of continuing professional development is to empower teachers with the necessary foundations to become critical individuals who shape their own practice, who make informed decisions in the classroom, and who interpret policies with a critical eye, models for teacher development should be progressively selected and implemented depending on the needs and characteristics of the context. According to these ideas, teachers should be given the opportunity to increase their professional autonomy moving from controlling models to more constructive-creative ones as demonstrated in Figure 2.


  Figure 2. Spectrum of CPD Models (Kennedy, 2005, p. 248)
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  The models in Figure 2 can be summarized in the following way (Kennedy, 2005, pp. 236-237):


  
    	Transmission: The first two models in this category emphasize the teacher as being a passive receiver of information whether it is through training carried out by an expert (training model) or the completion of a course offered by an external institution (award-bearing model). The last two models place more responsibility on the teacher by asking the teacher to work on particular identified weaknesses (deficit model) or by participating in a professional development activity and sharing what was learned with fellow colleagues (cascade model).


    	Transitional: The transitional models move away from focusing only on the teacher and begin to involve students as well as the teaching community. The standards-based model places importance on making empirical connections between teacher professional development (TPD) and students achievement. A bit different, the coaching/mentoring model and the community of practice model both stress teachers roles in their professional community as key. In the first, more experienced teachers are placed as mentors with less-experienced teachers. In the second, the entire teaching community works together to achieve a common TPD goal set by the community or institution.


    	Transformational: The last two models mentioned by Kennedy push teachers to become researchers in their contexts (action-research model) and to transform themselves as teachers (transformative model). Both models require teachers to be aware of their practices and the conditions of their teaching-learning contexts and to use these aspects to better themselves as teachers.

  


  Another model for teacher development is the one proposed by Diaz-Maggioli (2004) where teacher development is understood as a collaborative and continuous process in which teachers are expected to enrich and strengthen their practices by analyzing students needs and adjusting their teaching styles accordingly. What makes this model different from those previously mentioned is the conscious identification of teachers awareness of needs and lack of knowledge in establishing a teacher development framework. In other words, the more aware teachers are of their lacks in knowledge and their needs in improving teaching effectiveness, the more targeted and defined the professional development plan can be to meet these specific needs and lacks. Figure 3 represents the Four Quadrants of the Teachers Choice Framework which guides the design of a teacher development plan based on this model (Diaz-Maggioli, 2004).


  Figure 3. The Four Quadrants of the Teachers Choice Framework (Diaz-Maggioli, 2004, p. 15)
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  According to Figure 3, there are four levels at which teachers can be placed depending on their own analysis and reflections on their strengths and areas of improvement. For instance, more experienced teachers, aware of their teaching foundations and context, can mentor less experienced colleagues, or they can prepare in-house training workshops or document their successful experiences as a point of reference for other teachers. The experienced teachers would classify at level one while less experienced teachers, not aware of their lacks and needs, would place at level four, with professional development consisting of participation in in-house workshops or processes of mentoring (Diaz-Maggioli, 2004).


  In the same way, two of the most relevant factors that characterize this model are the expected willingness teachers should have for continuous improvement and the high value placed on collaborative work in the form of learning communities. For this model to be successful, teachers should demonstrate an intrinsic commitment and willingness to engage in development activities as well as a positive disposition towards collaborative work with peers in their context.


  Teacher Development and Curriculum


  According to UNESCO (2015),


  
    Curriculum change is a dynamic and challenging process, and its success depends on all stakeholders having the capacity to develop or adopt a shared vision, positive attitudes and commitment. Moreover, they need to develop the necessary professional competencies in the various aspects of curriculum change. (para. 6)
  


  Even so, there is sufficient evidence to argue that, when a new curriculum is implemented, few teachers actually change the way they are teaching to match what the curriculum calls for in terms of teaching practices in the classroom (Cohen & Hill, 2001; Cuban, 1990; Hardman & A-Rahman, 2014; Sargent, 2011; Yan, 2012), whether it be due to insufficient knowledge of the curriculum, lack of few professional development or training opportunities (Nunan, 2003), effects of poor leadership (Brooks & Gibson, 2012), or other contextual factors. Sargent (2011) reports on a study in China that looked at the effects of curriculum renewal on teachers beliefs and classroom practices, educational structures, and learning outcomes. Although teachers were utilizing some of the teaching methods required for the new curriculum to be effectively implemented, in the analysis of classroom practices post-curriculum implementation, data showed that there was still frequent use of traditional teaching methods such as memorization and recitation and lecture style teaching. Consequentially, professional development and training opportunities, such as peer observations, local trainings and workshops, research activities, and learning communities, for teachers were considered prerequisites to a successful implementation of the new curriculum proposed.


  In order to reduce teacher resistance and better prepare teachers to implement a new curriculum, UNESCO (2015) focuses on the idea of capacity building: The process of assisting an individual or group to gain insights, knowledge and experiences needed to solve problems and implement change (para. 7). Capacity building activities, then, work to both inform all parties involved of the curriculum to be implemented through the improvement and development of necessary competencies and also to change the attitudes and perceptions of those teachers who may oppose the curriculum change. Through capacity building activities, teachers and teacher educators should be able to:


  
    	understand their changing roles as curriculum changes;


    	comprehend curriculum objectives and national curriculum standards;


    	master subject matter and pedagogical skills to deliver subject-specific content;


    	have a positive attitude to curriculum change and be an agent of change;


    	break down isolation and develop team spirit;


    	engage in continued professional learning and development. (UNESCO, 2015, para. 10)

  


  Capacity building activities can include: training sessions, workshops, follow-up activities, and observations on which feedback is received, and so on, which in the best case scenario make up part of a customized teacher development program that meets the contextual needs of the educational institution and its community (teachers, learners, administrators, local community, etc.) (UNESCO, 2015).


  In a study carried out with teachers in California, Cohen and Hill (2001) found that teacher development related to new curriculum and policy implementation was more effective when it focused on activities aimed at developing pedagogical strategies directly related to the curriculum and involved materials that could be used with the curriculum in question rather than activities that focused on generalized pedagogical strategies or materials. In the same way, according to a study in Canada, teachers involved in the implementation of a new curriculum acknowledge the importance and the positive impact curriculum-linked professional development can have (Brooks & Gibson, 2012).


  Similarly, when incorporating elements of the new curriculum into teacher development activities, Penuel, Fishman, Yamaguchi, and Gallagher (2007) highlight the advantages of having teachers work collaboratively and participate as a group to foster a system of trust and support as they navigate the new curriculum together. Teachers in Brooks and Gibsons (2012) study also highlighted the importance of having this support system and collegial community as they engaged in professional development for new curriculum implementation.


  Throughout the process of designing and implementing the TPD for the EFL program in question, capacity building was a key element in designing and carrying out activities and affording experiences to participating teachers. Likewise, the curriculum design team was conscious of engaging teachers in collaborative activities as well as using elements of the newly designed curriculum in as many of the teacher development activities as possible. This aimed to ensure teacher exposure to and experience with the curriculum before and during its implementation in order to provide teachers with more personalized and relevant skills and tools together with a network of peer support.


  Teacher Development Program Linked to Curriculum Renewal


  Bearing in mind the various models of teacher development in existence, one can see that the model of teacher development program for curriculum renewal designed here does not limit itself to any one model, but rather incorporates elements of various models such as the training and coaching/mentoring models mentioned by Kennedy (2005), Guskeys (2002) student centered model, and Diaz-Maggiolis (2004) teacher-centered model in order to create a model that could more effectively meet the needs of the institution, program, teachers, and students. It is a curriculum renewal-linked professional development program that focuses on how to enact pedagogical strategies, use materials, and administer assessments associated with particular curricula (Penuel et al., 2007, p. 928).


  In this way, the model being described here combines and integrates elements of various models and aims to find an adequate balance between teacher-centered and context-specific teacher development in such a way that teachers are able to expand their formal knowledge, engage in job-embedded learning opportunities, participate in reflective teaching activities, and carry out transformative practice, all of which address both the immediate needs related to the new curriculum as well as the short and long-term professional needs of teachers.


  Process of Designing Teacher Development Program


  In designing the curriculum renewal linked teacher development program, the following steps were followed:


  
    	Execution of a two-pronged needs analysis with teachers and students


    	Exploration of existing frameworks for curriculum implementation


    	Creation of objectives for the teacher development framework


    	Choice and design of teacher development activities


    	Confirmation of final program design


    	Implementation of TPD

  


  Structure of Teacher Development Program


  In order to achieve the general objectives set forth, the teacher development for curriculum renewal program included a variety of capacity building activities:


  
    	EFL program meetings with all teachers in the program


    	Introductory curriculum open houses


    	Teacher-led meetings


    	In-house workshops


    	Teacher presentations of their best practices


    	Workshops by textbook authors


    	Workshops by international experts


    	Reflective article discussions


    	Teacher observations and feedback sessions

  


  Overall, the program was organized in such a way that every semester began and ended with a general, but tailored activity for all teachers as well as in a way that allowed for constant and individualized activities throughout the semester.


  Types of Activities Used in the Program


  In order to provide teachers with as many opportunities as possible to prepare them for and guide them through curriculum implementation, a variety of activities were included in the TPD including both teacher-led as well as expert-led activities.


  First, information sessions were included in the program at several moments, used principally to share important and succinct information with teachers and the institutional community. These sessions were mostly occupied with presenters explaining and presenting information to teachers with some time allotted for short question and answer sessions.


  Likewise, there were many workshops included throughout the teacher development program. Richards and Farrell (2005) describe workshops as one of the most powerful and effective forms of teacher-development activity (p. 25) as they allow and create ideal spaces for receiving input from expert, exploring practical classroom applications, increasing teachers motivation, developing collegiality, supporting innovation, being flexible in terms of organization, and functioning in short-term time frames. Aware of these benefits, the program implemented several types of workshops, designed both internally and externally. Internally designed workshops included those that were: institutional led, teacher led, and curriculum design team led, while externally designed workshops included those that were led by invited textbook authors, skills experts, and teacher development experts in the EFL field.


  At the same time, there were several reflective type sessions incorporated into the teacher development program as spaces for teachers to be exposed to learning moments that focused on reflection and discussion with colleagues guided by an internal colleague and/or an external expert where reflection was seen as the process through which teachers comprehend and learn from their teaching experiences and assign significance to their teaching practices (Zhao, 2012, p. 57). All of these sessions aimed to encourage teachers to reflect critically on their practices in the classroom both during and after the curriculum implementation.


  In the same way, several opportunities for both individual teacher observations as well as peer observations were included in the program. Individual teachers were observed by curriculum design team members and also by their level coordinators in the program, not to evaluate their teaching, but to observe how the new curriculum was being implemented and identify any areas that might need attention. These observations helped to assure that the needs of teachers in the early stages of curriculum implementation were continued to be met within the TPD.


  Peer observations are


  
    collaborative, developmental activit[ies] in which professionals offer mutual support by observing each other teach; explaining and discussing what was observed; sharing ideas about teaching; gathering student feedback on teaching effectiveness; reflecting on understandings, feelings, actions and feedback and trying out new ideas. (Bell as cited in Bell & Mladenovic, 2008, p. 736)
  


  They can help create a sense of community among teachers by allowing them to give and receive support from their colleagues, which is important for teachers involved in new curriculum implementation (Brooks & Gibson, 2012). All of the peer observations carried out in this TPD were designed for developmental purposes rather than evaluative, just as the individual teacher observations, which were to try and lower resistance to observations as well as avoid any possible negative perceptions of this process (Lomas & Nicholls, 2005). Likewise, peer observations were used in a way similar to those in Bell and Mladenovics study (2008), which allowed teachers to discuss the observations and any challenges related to them in a collaborative and supportive environment.


  Overall, the activities included in the TPD were based on the curriculum to be implemented as this connection makes the professional development more meaningful and helpful (Brooks & Gibson, 2012).


  Table 1 shows the TPD designed and implemented with activities and objectives according to the phase during which they were carried out: pre-implementation, implementation, or post-curriculum implementation.


  Table 1. Teacher Development Program Linked to Curriculum Renewal
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  Impact in the EFL Program


  In many cases, institutions and programs bring in external experts to implement TPDs or activities (Kennedy, 2005). However, in the case of this TPD, the institution created the framework internally, relying primarily on local teachers and staff to design and implement development activities and counted on external experts on very few occasions.


  With the use of this model, the institution was not only able to directly prepare its professors for the curriculum renewal, but was also able to observe a variety of positive effects related to the implementation of the teacher development program linked to curriculum renewal.


  The major positive effects of the TPD observed were: increased consistency in curriculum implementation by teachers, increased understanding of new professional and practical roles of teachers within the new curriculum, and a new vision of coordination meetings within the program.


  In terms of the impact on teachers, one of the most important effects observed was the alignment of teachers understanding and implementation of the new curriculum. At the same time, and perhaps more importantly, teachers conceptualization and practice of their role within said curriculum also became clearer. Both of these effects were noted in the observations carried out as part of the framework as well as in formal and informal feedback sessions with teachers. Not only did teachers feel they better understood how to teach within the new curriculum, but they also felt more comfortable in their role as teachers. Below are a few comments from teachers on a questionnaire administered in the curriculum feedback sessions that reflect the impact the TPD had on them:


  
    	I am getting familiar with this new methodology and I find it an enriching experience.


    	Its good when as a teacher your teaching practice is enriching and have wonderful opportunity to share ideas and opinions from your coordinator and colleagues teaching the same level.


    	I learned new strategies to isolate the skills.


    	I think this is a worthwhile experience that has contributed enormously to my professional development.


    	This was a great semester of growth for me as a teacher.

  


  Similarly, through the implementation of this model, teachers became more conscious of the local and contextual curricular and teacher development needs that had been identified together with those needs that were being met through the new curriculum itself. This awareness of needs was generated specifically through the involvement of professors in the construction of the TPD and the activities that it involved. In a focus group at the end of the first semester of curriculum implementation, teachers concluded:


  
    	This approach [to curriculum implementation] considers different learning styles, highlighting areas that one is most experienced in and challenging you to work on those areas where you have difficulty.


    	The curriculum implementation has represented a challenge for teachers in that it obligates them to rethink their teaching methodology and strengthen their own weaknesses in the skills (reading, writing, listening, and speaking) to better favor an integral learning experience for students.

  


  Likewise, in the end of semester program evaluation focus groups, informal feedback sessions with coordinators, and wrap-up questionnaires after the implementation of the development framework, teachers expressed the feeling that one of the strengths of the program had become the professional development activities and support for teachers offered by the program. Professors also commented that, due to the program, they were exposed to a constant process of evaluation and self-evaluation focused on improvement in their teaching practice. These comments demonstrate the positive effects the framework had on teachers perceptions of the program they work in as well as the programs concern for their professional growth.


  In the same way, the TPD developed initiated positive changes in the overall structure of the coordination and faculty meetings carried out not only for the EFL program, but for the language institute as well. Thanks to the changes within the TPD, level coordination meetings were strengthened and took on a more practical, collaborative, and reflective focus where coordinators and teachers not only discussed important information but also shared ideas and challenges, reflected on ways to improve the level, and worked on collaborative projects.


  Conclusions


  The teacher development program linked to curriculum renewal designed and presented in this paper represents one EFL programs attempt to prepare teachers for implementing a new curriculum, make the implementation more successful, and, at the same time, engage teachers in professional development activities and opportunities. While no TPD is perfect and can cover everything, through the careful combination and integration of key aspects of various models of teacher and professional development, institutions and programs can design and implement models that best meet their local and contextual needs to generate positive change among faculty, students, programs, and even the institution at large.

  


  References


  Bailey, K. M., Curtis, A., Nunan, D., & Fan, D. (2001). Pursuing professional development: The self as source. Beijing, CN: Foreign Language Teaching and Research Press.


  Bell, A., & Mladenovic, R. (2008). The benefits of peer observation of teaching for tutor development. Higher Education, 55(6), 735-752. https://doi.org/10.1007/s10734-007-9093-1.


  Brooks, C., & Gibson, S. E. (2012). Teachers perspectives on the effectiveness of a locally planned professional development program for implementing new curriculum. Teacher Development, 16(1), 1-23. https://doi.org/10.1080/13664530.2012.667953.


  Chalmers, D., & Gardiner, D. (2015). An evaluation framework for identifying the effectiveness and impact of academic teacher development programmes. Studies in Educational Evaluation, 46, 81-91. https://doi.org/10.1016/j.stueduc.2015.02.002.


  Cohen, D. K., & Hill, H. C. (2001). Learning policy: When state education reform works. New Haven, US: Yale University Press. https://doi.org/10.12987/yale/9780300089479.001.0001.


  Council of Europe. (2001). Common European Framework of Reference for Languages: Learning, teaching, assessment. Cambridge, UK: Cambridge University Press.


  Cuban, L. (1990). Reforming again, again, and again. Educational Researcher, 19(1), 3-13. https://doi.org/10.3102/0013189X019001003.


  Desimone, L. M., Porter, A. C., Garet, M. S., Yoon, K. S., & Birman, B. F. (2002). Effects of professional development on teachers instruction: Results from a three-year longitudinal study. Educational Evaluation and Policy Analysis, 24(2), 81-112. https://doi.org/10.3102/01623737024002081.


  Diaz-Maggioli, G. (2004). Teacher-centered professional development. Alexandria, US: Association for Supervision and Curriculum Development.


  Evans, L. (2002). What is teacher development? Oxford Review of Education, 28(1), 123-137. https://doi.org/10.1080/03054980120113670.


  Generation Ready. (2013). Raising student achievement through professional development [White paper]. Retrieved from http://www.generationready.com/wp-content/uploads/2013/10/PD-White-Paper.pdf.


  Guskey, T. R. (2002). Professional development and teacher change. Teachers and Teaching, 8(3), 381-391. https://doi.org/10.1080/135406002100000512.


  Hanbury, A., Prosser, M., & Rickinson, M. (2008). The differential impact of UK accredited teaching development programmes on academics approaches to teaching. Studies in Higher Education, 33(4), 469-483. https://doi.org/10.1080/03075070802211844.


  Hardman, J., & A-Rahman, N. (2014). Teachers and the implementation of a new English curriculum in Malaysia. Language, Culture, and Curriculum, 27(3), 260-277. https://doi.org/10.1080/07908318.2014.980826.


  Heystek, J., & Terhoven, R. (2015). Motivation as critical factor for teacher development in contextually challenging underperforming schools in South Africa. Professional Development in Education, 41(4), 624-639. https://doi.org/10.1080/19415257.2014.940628.


  Kennedy, A. (2005). Models of continuing professional development: A framework for analysis. Journal of In-service Education, 31(2), 235-250. https://doi.org/10.1080/13674580500200277.


  Lomas, L., & Nicholls, G. (2005). Enhancing teaching quality through peer review of teaching. Quality in Higher Education, 11(2), 137-149. https://doi.org/10.1080/13538320500175118.


  Mizell, H. (2010). Why professional development matters. Oxford, US: Learning Forward. Retrieved from https://learningforward.org/docs/pdf/why_pd_matters_web.pdf.


  Nunan, D. (2003). The impact of English as a global language on educational policies and practices in the Asia-Pacific region. TESOL Quarterly, 37(4), 589-613. https://doi.org/10.2307/3588214.


  Penuel, W. R., Fishman, B. J., Yamaguchi, A., & Gallagher, L. P. (2007). What makes professional development effective? Strategies that foster curriculum implementation. American Educational Research Journal, 44(4), 921-958. https://doi.org/10.3102/0002831207308221.


  Richards, J. C., & Farrell, T. S. C. (2005). Professional development for language teachers: Strategies for teacher learning. Cambridge, UK: Cambridge University Press. https://doi.org/10.1017/CBO9780511667237.


  Sargent, T. C. (2011). New curriculum reform implementation and the transformation of educational beliefs, practices, and structures: A case study of Gansu Province. Chinese Education and Society, 44(6), 47-72. https://doi.org/10.2753/CED1061-1932440604.


  SEDL. (1997). Professional development for language teachers implementing the Texas essential knowledge and skills for languages other than English. Austin, US: Texas Education Agency. Retrieved from http://www.sedl.org/loteced/products/profdev.pdf.


  UNESCO. (2015). Training tools for curriculum development: A resource pack (Module 6). Retrieved from http://www.ibe.unesco.org/fileadmin/user_upload/COPs/Pages_documents/Resource_Packs/TTCD/sitemap/Module_6/Module_6.html.


  Villegas-Reimers, E. (2003). Teacher professional development: An international review of the literature. Paris, FR: UNESCO, International Institute for Educational Planning.


  Wiggins, G. P., & McTighe, J. (2005). Understanding by design. Alexandria, VA: Association for Supervision and Curriculum Development.


  Yan, C. (2012). We can only change in a small way: A study of secondary English teachers implementation of curriculum reform in China. Journal of Educational Change, 13(4), 431-447. https://doi.org/10.1007/s10833-012-9186-1.


  Yoon, K. S., Duncan, T., Lee, S. W.-Y., Scarloss, B., & Shapley, K. L. (2007). Reviewing the evidence on how teacher professional development affects student achievement (Issues & Answers Report, REL 2007 - No. 033). Washington, DC: U.S. Department of Education, Institute of Education Sciences, National Center for Education Evaluation and Regional Assistance, Regional Educational Laboratory Southwest. Retrieved from http://ies.ed.gov/ncee/edlabs.


  Zhao, M. (2012). Teachers professional development from the perspective of teaching reflection levels. Chinese Education and Society, 45(4), 56-67. https://doi.org/10.2753/CED1061-1932450404.

  


  About the Authors


  Erica Ferrer Ariza is a teacher-coordinator of the MA in English language teaching program at the Universidad del Norte. Her research interests include curriculum development and discourse analysis. She holds a BA in Education (Universidad de Atlántico, Colombia) and an MA in language teaching and learning (University of Liverpool, UK).


  Paige M. Poole holds an MA in TESOL studies (University of Leeds, England). She currently works as the coordinator of the specialized English programs and is a teacher in the English for international relations program at Universidad del Norte.

  

OEBPS/Images/v20n2a15f01.png
Change in
Professional ers’ student

Development learning
outcomes






OEBPS/Images/v20n2a02t05.png
Obstacle %
Insufficient time. 89
Insufficient flexibility to manage service

duties or teaching load according to the needs 67
of different research stages.

Insufficient funding. 49
Insufficient institutional recognition of

research. ®
‘Absence of a mentor (a helping, more “
experienced researcher).

Little interest of funding agencies in the field

of foreign languages. 3
Insufficient research training. 3
Insufficient bility o wrie resarch artces or
reports.

Insufficient recognition of the value of

research on the part of other faculty. 26
Insuffcient abilit to write research proposals. _25
Insufficient research skills. 2
Poor research environment in the field of

foreign languages. 2
Insufficient opportunities for the circulation
of research results.

Insufficientpublication venues i the areaof

foreign languages.

Fear of peer-review.

1






OEBPS/Images/v20n2a13f01.png
Implicit and rotating Cooperative and collaborative work

elements in language learning and theater,
Ensemble methodology of Students share knowledge and Building community
theater. functions.

Phase 1 Phase 2 Phase 3 Phase 4
Acting traini Exploring proposals to Set up and Performance and
‘exploration of perform. Choosing, rehersals of personal, acting
diverse theater adapting and the play. and linguistic

techniques. contextualizing the play. reflection upon
Specific the process.
Casting and assignation language
of ensemble roles and study.

Toles within the play.

Supported by

Students and/or
professionals of
modern languages

Bilingual theater

director

CBI model, theater taught for language Understanding target culture and
learning (Herrera & Murry, 2006). pragmatics of the language.
Addressing language skills holistcally.





OEBPS/Images/v20n2a05x03.png
No. of students enrolled

No. who enrolled for

No. of students who

Level in the semester the exams actually sat the exams
PETBL
(3semester) 9 Ze =
DELF A2 .
(5% semester) 4 3 &
rcEB2 § N .
(6 semester) 2
DELE B1 o .
(6 semester) 2
cazct . ;
(9™ semester) & & 7
DELF B2 s o .

(9" semester)






OEBPS/Images/v20n2a09x03.png
Statement

16.
17,
18.
19.

20.

21

T completely understood how to use the technique.
1 found the technique very useful.

Thad enough opportunities to practice the technique.

Now I use the technique when I have to speak.

Now I feel more prepared to speak in the class.

Talways prepare when I have a speaking task.

T have had plenty of opportunities to practice speaking before the final tests.
My teacher has provided me with everything I need to do well on speaking tasks.
Now I feel more confident answering questions I have not prepared in advance.
Now I can better organize my ideas while speaking.

Now I feel more satisfied with my oral performance.

Speaking in English s still very difficult for me.

Tt s still difficult for me to organize my ideas.

T still prefer not to speak because I do not know how to express my ideas.

Tstill prefer not to join spontaneous conversation because I need to prepare
in advance.

Now I am more aware of what I say because I organize my ideas.
Tonly focus on the message and express my ideas in a disorganized way.

T still need more time to practice speaking during the lessons.

Twould like to prove that my English is better than what I show on oral tests.
1 would like to keep practicing the technique to get used to it.

Twould like to learn more techniques to improve my speaking.
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Activity Description of Activity Participants Specific Objectives
Phase: Pre-Implementation
“This session was held along with the initial institutional
meeting for the semester. During the session, a draftidea + To engage in reflection about how the curricular
of the new curriculum was announced. Subsequently; renewal could help better achieve program
teachers were organized into small groups (5-6) in Leaders: objectives/sLos
Reflective which they discussed questions related to how the new  Curriculum + To posit possible challenges to the
Session 1 curriculum could beneft the program aswellaswhat ~ design team implementation of a new curriculum
Preparing for  challenges they could foresee in its implementation. + To explore possible solutions to potential
curricular While each group shared its answersin a whole group  Participants: Al challenges to the implementation of a new
renewal discussion, at the end of the session, each group also teachersinthe  curriculum
submitted a written summary of their ideas and opinions  EFL program  + To develop a sense of community and
tothe curriculum design team who used these responses cooperative work in anticipating and solving
tobetter address any possible challenges identified by problems
teachers.
+ o strengthen cooperation between curriculum
ign riend hers from
Before the new curriculum was implemented, a small fo':;f C;:::‘:“d experienced teachers fro
group of teachers piloted the initial version of the 6 teachers from . . .
N N « 'To generate active teacher involvement in
curriculum in one level of the program, These teachers  the EFL. program, ; .
. : e curriculum design
Curriculum  piloted the new syllabus, new assessments, textbook including 2 e .
o . : + To familiarize limited groups of teachers in the
piloting options, supplementary materials as well as student teachers from . P
i A program with the new curriculum
learning outcomes and gave constant feedback to the the curriculum gRo ‘ -
N iy N : « To identify areas of improvement in curriculum
curriculum design team through teacher journalsand  design team " °
P before mass implementation
+ o confirm assessment framework and textbook
t0 be used with new curriculum
“The formal and complete presentation of the new Curriculum
curriculum was held during the institutional closing designteam, + To formally present the structure and function
Formal meeting of the semester. At this time, the curriculum institutional of new curriculum to all teachers in the
presentation of  design team presented an overview of the new curriculum,  Academic program
new curriculum  highlighting the syllabus construction, assessment Committee,all + To have teachers reflect on their roles within
framework, instructional materials, and student learning ~ EFL program and application of new curriculum
outcomes for each level of the program. teachers
“This session was held dircctly afte the formal presentation
of new curriculum. This session involved splitting teachers  Leaders: Teachers
into small groups,each ane led by 1-2 teachers involved in  who piloted the + To have teachers from the piloting share their
Reflective the piloting of the curriculum. In each group, the teacher(s)  curriculum experiences with other teachers in the program
- from the piloting shared their experiences with teachers in and mediate as mentors
- the program and presented examples of student assessment  Participants:  « To facilitate  space for teachers to voice
Post-piloting : ; .
expeiences Perbrmance,as many teaches were concerned with how Al eachers possible concerns about the new curriculum
new assessments would fare with students. There was akoa  whowouldbe  « To introduce teachers to the new assessment
space for teachers to highlight concems or reservations they teaching with the  framework with resuls from piloting
may have hadabout the new curriculum and get feedback  new curriculum
from teachers in the piloting about them.
“To give teachers a etter chance to familiarize themselves
with the new curriculum and resolve any doubts theymay
have had about its implementation, the curriculum design e « To share all new curricular documents with
N Curriculum
team readiod a space where teachers coukd come axploreand (Y M teachers
peruse curricular documents such as course syllabi, sample &0 « o have teachers familiarize themselves with
Curriculim  assessments for each levelof the program, supplementary - new textbooks, supplementary materials, and
N Participants:
openhowse  material, and new textbooks for the levelsas wellas alkto 1P assessments for the program
the curricular design team about any questions or concerms 1 "SI To provide a space for teachers to ask
they had that had not been dealt with n the Reflective nould curriculum design team questions about or
. L ) N teaching with the i N N "
Sesion :Postpiloting experiences Thecurricukum open 2" " 1 advice fo implementing the new curriculum
house was held on three different occasions to makesureall
teachers had the chance to participate.
Phase: Implementation
Workshop « To reflect on and share concepts of teaching
facilitators: skillsin the classroom
‘The three members of the curriculum design team . . '
) Curriculum « To present new tools and ideas for teaching
In-house created a set of in-house workshops focused on how to - . .
: ; - . " design team skills with the new curriculum
skillssbased  teach different skills within the new curriculum using .+ To pradice using and applying new tools and
instruction the customized method “Emphasis on Skills within an - JoP! g £1C PP 7758 :
» . P Participants: All ideas for teaching skills with the new curriculum
workshops Integrated Approach” Sessions were held at the beginning, ' ‘ n :
; teachers teaching  + To design and adapt activities appropriate
middle, and end of the semester. . - A P
with the new for achieving new curricular objectives
curriculum collaboratively
‘These sessions were carried out in sessions organized with Facilitators: Level
teachers from each level of the program and ther level coordinators in
Benchmarking  coordinator. Level coordinators created benchmarking the efl program
sessions activities for the new writing and speaking assessments « To benchmark and give feedback on new
(conducted per  being implemented. Teachers completed the activitiesat  Participants: Al assessments
levelin the Ert.  home, and, then, compared their evaluations and comments teachersinthe  + To work collectively on assessment literacy
program) together in a group session with all teachers from thelevel  ErL. program
and the level coordinator to reacha consensus onhow o teaching with the
grade the assessments within the new curriculum. new curriculum
Observers
During the first semester of implementation, the Curriculum
curriculum design team announced impromptu : eraction wi .
N N N N N design team «+ To observe interaction with new curriculum
Impromptu  observations to monitor curriculum implementation. The .
o + To identify strengths as well as arcas for
teacher focus was on how teachers and students were interacting ! h :
. . . ; Teachers improvementin the new curriculum
observations  with the curriculum. Information gathered from these P
. . . observed: All+ Toidentify areas for teacher development
observations was used to guide the focus and topics of ;
i - o teachers in the efl
discussion in level meetings in the B program.
program
Leader: External,
international, o raise awareness of assessment and evaluation
‘The workshop introduced key principles of evaluation  evaluation and - ;
Assessment ; : principles and techniques
- and assessment as well as involved teachers in hands- assessment expert _ Pr P .
and evaluation ssessment as well as ir « Toidentify and apply key evaluation and
werkshop on, critical thinking activities related to assessment and assssmenn principlesforapplication with the
evaluation within the new curriculum. Participants: All v
" new curriculum
teachers in the
EL program
‘At the end of the first semester of implementation,
hers met in n the level the T Moderators:
teachers met in groups based on the level they were oderators + To evaluate strengths and areas of improvement
teaching and participated in a feedback session with Level ;
. : : e . of new curriculum
Curriculim ~level coordinators. The sessions were divided intotwo  coordinators . . .
e ) « To generate reflection on teaching practices and
feedback parts: a group discussion with level coordinator and an eflec A
) ; o student learning in the new curriculum
sessions anonymous writen survey response. Both parts centered  Participants: All h e
Srymons ! " « To provide a space to voice opinions of the new.
on identifying strengths of the new curriculum as well as  teachers i the :
! curriculum
areas for improvement that could be bettered before the  BrL. program
second semester of implementation.
Le rs: Teach
) ) caders: Teachers | o uceessful aspects of teachingin the
During the second semester of curriculum from the brL. :
N " N new curriculum
implementation, certain teachers volunteered to present  program .
. o . + To encourage teacher-led professional
Best practices  examples of successful tasks, activities, strategies, tools, development activities
presentations  or materials they had used with the new curriculum. Participants: All e
e - : « To consolidate resource banks of useful
‘These teachers shared their practices n level coordination  teachersin the ~* | " }
: information and practices for cach level of the
meetings, where teachers of the same level were present.  EFt. program, on
! program
alevel basis
‘At the beginning of the third semester of curriculum Lenders
implementation, two educational experts and authors of -
. : ) Educational
one of the textbooks being used with the new curriculum ) . -
led a series of workshops centered on strategies and espertsand + o update pedagogical practices and knowledge
Skills @ series of : on strat textbookauthors  related to the teaching of specific skills
activities pertinent for skill-based instruction. These L )
workshops - ; + “To share instructional tools and strategies for
workshops focused not only on activities and strategies . h * :
N N ! S Participants: Al implementing the new curriculum
usefulor improving teaching and lesrning within the new 7 FP 2
curriculum, but also for updating teachers' knowledge and
. - EL program
awareness of new pedagogical practices in the field.
‘Throughout the third semester of curriculum . ;
) . A + To foster closer relationships among teachers in
implementation, teachers participated in peer
. . the same levels of the program
observations. Due to schedule conflicts, several classes .
i o + To analyze key aspects of curriculum
were filmed and used for peer observation activities. Each  Participants: Al _ =y aspects
Peer " : " implementation in action
) teacher in the level observed a peer by watching the flmed  teachers in the : .
observations level obse by watching « o provide spaces for teachers to observe varied
class and participating in a group discussion with the level  brL. program ; ’ .
: ! ' forms of implementing the new curriculum
coordinator as a moderator. Each observation was tailored S .
! i rration W + To encourage discussion of curriculum
toa specific aspect of teaching or learning within the new | ¢ ¢
) implementation among teachers n smallr groups
curriculum.
Reflectve ‘At the end of the third semester of curriculum Leader:
¢ implementation, an international expert in reflective International X " .
Session 1m: ; ! . B + To raise awareness of reflective teaching
' teaching practices carried out a workshop during which  expert !
Reflective e e practices
] teachers explored ways of induding reflection in their . ' i
teaching and o1m Sxp arec ways o elec - « To encourage reflective teaching practices in the
! practice. While this session had certain ties to the new Participants: All ; i "
professional ‘ P . ! ! curriculum implementation
curriculum, its main focus was to raise teachers’ awareness  teachers in the
development

of the importance of reflecting in their practice in general.

EFL program
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Control Group (n = 14)

Experimental Group (n = 18)

Criteria
Pre-Test Post-Test Progress Pre-Test Post-Test Progress
‘Grammar and vocabulary 364 379 015 204 344 o5
Discourse Management 329 371 0.42 2.8 356 073
Pronunciation 457 443 014 43 444 ox
Interactive Communication 321 357 036 256 389 133
Total 368 388 02 317 383 0.66
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Response

In my opinion it is a good routine because always is better to have an order of what you say.

In my opinion the routine s very useful in order to organize my ideas.

‘The routine Is useful because I feel more prepared when I have to speak. Thanks to it I can know
what to say without thinking it too much. The only problem is that sometimes its difficult for me
to create a question but I think with more practice the problem will be solved.

Tthink this routine is very useful but it needs to be complemented with more vocabulary. It helped
me a lot to organize my ideas.

Ithink that this routine is very useful because it allows us to organize our ideas and so we can
express ourselves better. However, personally I lack a lot of practice, and despite its being a good
routine I stll don't feel prepared to speak in English or to start a conversation.

The routine has been of great help and T've been able to organize my ideas, although it doesn't seem so.
Maybe when T use it [ hesitate  bit, but it is because I lack vocabulary to be able to create a phrase.

"The routine is really a useful tool with which we can express our ideas in English, since personally
Thave difficulty speaking in English and this facilitates the organization of ideas. Besides, it allows
us to speak with arguments.

“The routine in my opinion is good and has helped me, but it is with the vocabulary where I fail
and that is why I cannot communicate and say all T think.

Ithink that it is very functional, so that in this way I can organize my ideas in a clearer and more
organized way. I can focus my attention on what an opinion and reality are; besides, It helps to
structure the conversation.

Ithink the routine taught is of utmost importance because I can organize my ideas better.
However, I personally have missed exactly those classes where this routine was particularly taught
and enhanced.

{"This routine helped me a lot to express my deas correctly; most of the time I had to reformulate

my sentences.

In my opinion this routine is very useful because it helps us to organize our ideas. But when I have
to talk, I forget the technique. Maybe I need more practice.

T think the routine is very useful because it helps us to organize the ideas and to establish an
order as to what we want to say. Besides It Is very good to talk to other people because there Is
interaction thanks to the question done at the end.

‘The routine is very useful. It helped me to organize my ideas. I think that now I can express in a
better way what I want to say.

T think the routine is very useful and funny because It gives the opportunity to Interact with the
classmates and know thelr opinions. But I think we need more practice.

‘The routine has helped me to organize my ideas in a better way, I would like to have more
instances to better develop this technique.

English.
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Self-Assessment “g, o of improvement
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sp = spelling
wf=word form
we = word choice
wo = word order
sing = singular noun
pl= plural noun
art = article

inf = too informal
?

‘meaning unclear

pron = pronoun

s /v = subject/verb
agreement

v-tense = verb tense
v-form = verb form

v-pass = passive verb
cs = comma splice

To = run-on sentence

frag = fragment

o = connecting word

Inf= ger = Infinitive/
gerund line through

‘Word = delete
prep = preposition
punct = punctuation
C = capltalization

7= starta new
paragraph
~addaword

| The boy was afeared of the dog. (afraid)
| They were education in many different countries. (educated)
| We bought the rug after describing the price. (discussing)
| Monais reading always on her bed. (is always reading)
1 John works as an investment brokers. (broker)
"There are many advantage of living abroad. (advantages)

A enthusiastic employee is an asset for a company. (An)

1 The committee Is not gonna change the plans of the project. (going to)

"The government plans to create every child goes to school. (plans to create a fund

allowing every child to go to school)
'The company’s profits continue to be good, so it will expand you product line. (its)

Several people from my country attends the class. (attend)

: Last year, we go to Visit relatives in a neighboring city. (went)

1 Twill be go to the dentist next week. (will go)

| The workers forced to work for twelve hours by management. (were forced)
“The store ended its sale, it marked the remaining goods. (...sale, and it).

1f the temperature drops, the lake will freeze last year it froze for several months.

(...freeze. Last year...)

Because the cinema was old and no longer in use. (Because....in use, it was closed

and the property was sold.)

[Examples: While we finished dinner, we went to meet the new neighbors. (After)
The laboratory lacks modern equipment, or it is stil used for many experiments.
(but)

‘The law attempts ending smoking in all public building. (to end)

Donations were given into the charity. (to)
‘The summer is long hot and humid (... long, hot, and....)

‘The white house is the place of residence for the president of the United States.
(White House)

Completion A the project Is expected in six to eight months.

(Completion of the projects...)(prep)
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12 Skills Subcategories
Authentic interaction (Dinapoli & Algarra, 2001; Herrera & Murry, 2016)
Creating speech
Fluency when talking

Speaking

Pronunciation (Clark et al., 2009; Lin, 2015; Tindall, 2012)
Attempt to meet the communicative goal

Expressivity (Lin, 2015; Tindall, 2012)

Taking the risk to talk

Vocalization

Musicality (intonation)

Accent

Listening

Comprehension
Discrimination of sounds

Reading

Reading context

Comprehension

(Both in: Casey & Chamberlain, 2006; Chou, 2013; Clark et al., 200; Lin, 2015; Peregoy et
al., 2008; Ratliff, 2000; Tindall, 2012).

Writing

‘Thinking about the impact of writing on the audience

Affective-filter

Gaining confidence when using the language (Leisse, 2008; Skeiker, 2015)

Cognitive

‘Thinking In the language
Exercising multiple intelligences and learning styles (Bernal, 2007; Gardner, 1983)
Attention training

Memory training

Metacognitive strategles

‘Note. Subcategories and activiies In the tables are ordered from the most mentioned to the least mentioned in the instruments. Authors.
cited had already identified the specified subcategories i their research.
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12 Skills: Categories

Activities

Speaking

Group exercises of conversation or improvisation

Support given by persons specialized in language
Rehearsals

Shows

Monologues

Repeating the script several times
Discussions within the group
Auditions or castings

Adapting and recording the script
Creating sketches and presenting them in front of the classmates
Pronunclation exerclses

Saying all the text at the same time
Readingaloud

Voice and vocal exercises

Clown games

Writing

‘Writing your own text

‘Taking a text and adapting it to theater

Script revisions and corrections

Keepinga journal

Elaboration of the advertisement and hand program of the play
Writing a funny memory from childhood

‘Writing a script for an audience

‘Writing about the characters

Reading

Reading the scripts
Comprehending the texts
Reading related texts

Readinga text to adapt it
Reading the scripts In group
Reading more than Just one play

Listening

Exercises directed In English

Interaction with other characters of the play
Rehearsals in general

Following instructions in English

Listening actively to others

Sesslons directed in English

Improvisation exercises In group

Castings

Presentations

Listening to others say their text

‘The need to act the right way makes you make an effort for listening and.
comprehending

Paying attention to others

All the oral exercises of repetition

Listening to your classmates

Vocabulary

Reading of the different plays or literary works and bibliographical matertals
Study and deep understanding of the scripts

Vocabulary improvisation exercises

Improvisation exercises

‘Tasks where you can use the vocabulary

Group exercises of conversation and improvisation

Need to understand the words we lsten to, to make sense of them
Group preparation of scripts of unfamiliar contexts

Clarifications about the situations and the context

Studying the register of the language in the play

Games to connect synonyms and antonyms

Rehearsals

Activities in the workshops.

Looking for the meaning of words in the dictionary

‘Writing of the scripts.

Affective filter

Having to expose yourself in front of an audience
Rehearsals and script practice

Improvisation exerclses

Speaking in public

Rehearsals and corrections

‘The exercises of space and roles
‘Theater exercises to favor the participants’ expressions
Interaction and interacting exercises

Setting-up of the play

Saying a discourse while having to look at the audience
Conversation exercises

‘Theater exercises of agility and corporal expression
Exercises to get to know your classmates better

Cognitive

Remembering the script with corporal expressions
Al the exercises of space and movement
Exercises of concentration
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Control Group (n = 16) Experimental Group (n = 16)

Criteria
Pre-Q Post-Q  Progress Pre-Q Post-Q  Progress
Technique 438
Perception 3.00 330 o021 3.09 363 054
Coherence 250 310 0.6 294 322 028
Motivation 380 367 014 413 43 018
Total 313 335 022 338 372 033

“The new variable was not considered here in order not to alter the comparison with the CG.
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1. Every year, | have  well-defined research plan. 5 39 16 16 8 5 1

2. 1keep up to date with the publications on my line of inquiry. 26 48 _1u__ 131 o 1

3. Since I became a faculty member, I've taken advantage of/

actively sought any opportunity to get training as a researcher. »oyoe w30

4.1 like participating in seminars, conferences, and lectures. 6 3 2 1 o o o

5. T try to network with more experienced researchers in order to

learn from them. 48 36 6 8 o 1 1

6.1 try to become a member of networks or research groups that

work on my line of inquiry. 36 3% B3 w1 2 1

Note. 1= Strongly agree, » = Agree, 3 = I can't decide, 4 = Disagree, s = Strongly disagree,
percentages.

=1 don't know, 7 = Did not answer. Numbers are
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Accuracy: Refers to the language produced. It
‘may contain errors but they should not interfere
‘with communication.

‘Grammatical range: Refers to the use of complex
structures (Present perfect simple and continuous,
past perfect simple and continuous, future perfect
and conditionals) and simple structures (present,
past, and future simple).

My grammar is almost entirely inaccurate
which affects meaning, communication, and
understanding.

Ifail to produce basic or complex structures
correctly.

T make constant major and minor errors

that affect meaning, communication, and
understanding. I show control of very limited
patterns.

Tuse only simple structures with mistakes that affect
understanding.

1 make several major errors and just some minor
ones, but they rarely affect communication,
‘meaning, and understanding.

T sometimes use complex or simple structures
and these may contain mistakes that may affect
understanding.

1 produce occasional major errors and only
some minor ones showing an imperfect control
of patterns. I produce some misunderstanding,
but message and communication are not unduly
affected.

Tuse regularly complex and simple structures with
few mistakes that do not affect understanding.

T consistently use correct sentences to convey a
‘message with just a few major or minor errors.

Ifrequently use simple and complex structures
naturally and correctly.
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1.2 Skill: Culture

+ Studying the historical and soctal
context of the plays.

« Having contact with plays from
English speaking countries.

+ Having contact with aspects of
culture present in the play.

+ Soctal exchange with people with
abroad cultural experience in the
group.

+ Scenes and performances based on

literary plays and cinematography.
+ Analyzing the literary style of the

texts.

+ Getting to know the author and
the context in which the play was
written.

« Plays written originally in the target
language.

+ Observing the characters
historically.

Activities
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+ Facing an audience

+ Acting and talking in 12 at the same time

+ Learning or memorizing the texts

« ‘Theater related challenges: creating the character
using your body adequately

+ Actingin a language I did not know well

+ Improvising in English

+ ‘The pronunciation

« Adapting the proposed stories for the audience

+ Getting out of your comfort zone
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study.
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Criteria

Student showed a general understanding of the spoken language presented in the materials and
by his/her classmates.

Student showed a good interpretation of the content and message of the conversation
presented in the materials.

Student showed that he/she has made correct inferences.

Student highlighted relevant information from the audio materials and conversations.
Student referred to the material in the oral presentation.

Student got involved in the conversations.

Student participated in the discussions by asking and answering questions.

Student showed a complete understanding of the content, context, and all elements presented
in the materials and conversations.

Student refocused the conversations presented in the audios.
Student related the content of the materials to his/her daily-lives.

Student negotiated with his/her classmates about the materials to reach points of agreement
and disagreement.

Student reacted to questions or clarifications from his/her classmates.

Student explained his/her point of view toward the materals.

Student took notes, summarized, or used any other technique to synthetize the information.
Student paid attention to his/her classmates.

Student guessed what the conversation was about.

Student assoclated the spoken language with his/her previous knowledge.

Student discriminated the message presented in the aural materials.

Student connected the listening to his/her past or present life stories.

Student applied what had been listened to to make decisions to talk and negotiate.
Observations:

Evaluation

Yes

No
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Boyaci Maria 20 x x
Cundinamarca Clara 16 x x
Casanare Eva 6 x x
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Jairo 9 x x
Ana 24 x x
Narifio
Camilo 15 x x
Lily 20 x x

Dora 19 x x
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Single aspect puzzles

Speaking
1. Why st that 1 can easlly understand English native-speakers but 1 trugale to be fluent when | speak?

wrting
2. Why o’ feel that my wrting Isnot formal enough?

Vocabulary
3. Why st s0 dffcut for me to memorize new vocabulary? Why do have the fealing that 1 have a lack of
‘technical vocabulary?

Pronuncition
‘4. The struggle with a pronuncation aspect and with cheving the genuine sound of the language.

Grammar
5. Why am not able to se the ight tense In the ight context even 1 lready studied It many times?

Duat aspect puzzls

Speaking and vocabulary
‘Why do lose my Vocabulary while speaking?

‘Why s t somettmes dificult o find the right words at the ight moment to speak fluently?

‘Why s my vocabulary basi especilly when | speak whereas | understand most of the speciic words when

reading newspapers?

5. Why can't 1 se the advanced or new vocabulary words | know when 1 spek fluntly?

10 Why can't 1 ind and use the ight words when speaking even I 1 am familar with the words?

Y

Reading and vocabulary
1. Whether we should top to ook up the now words when reading and how long does 1t take to ead
English aticles wthout coming across endless new words?

‘Wrting and pronundation
2. Why I theresuch 2 diference between the way you write and the way you pronounce a word In English?
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Note. pET = Preliminary English Test, FCk = First Certificate in
English, CAE = Certificate in Advanced English, DELE = Diplome
D'Ftudes en Langue Frangaise, DALF = Diplome Approfondi de
Langue Franaise.
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Oral Researcher 1 Researcher 2
presentation GC L&SC PC DM GC L&SC PC DM
Participant 1 9 10 8 1 8 10 8 9
Participant 2 9 10 9 8 8 8 8 8
Participant 3 7 7 5 6 7 8 6 s
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Participant 5 6 6 4 4 6 5 4 5
Note. GC = Grammatical competence, L&Sc = Lexical and semantic competences, Pc. = Phonological competences, DM
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‘Work or study: What should I choose?

Nowadays working is an important decision, because students will start to become
independent. Studying is only a lifés tool, Inasmuch as students will face  lot of chal-
lenges and the degree is not a guaranteed / job. In this world anything is unsured since
everyone has to look for those experiences for survives In this life. When people finish
their studies they are unemployed because no one, specifically companies, want to to
give them an employment because they do not have experience in whatever area. How-
ever, how this companies ask for experience if they do not give them the opportunity.
In this country, Mexico 4, is difficult to get a job. It does not care if you were a brilliant
student or If you have the experlence most of the time they want money to give you
the job.

Type of error
Punct

we/wi/add / we/wf

add/ we
punct
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2. Aticulate clear research questions or a testable hypothesis. B 8 w4
3-Survey a specific topic in the area of foreign languages and wite .
abalanced, critical, and comprehensive literature review. »ooe 7
4. Implement the data analysis strategy that best matches mystudy. 235016 10
5. Design and implement the sampling strategy that best matches

n 49 20 6
my research study.
6. Effectively communicate in writing the results of my study and

2 o8 v 2

its implications.

Note.1= Very capable, 2 = Capable, 3 = Average capability,

fot very capable, 5 = Incapable, 6 = I don't know. Numbers are percentages.





OEBPS/Images/Cover_Profile_v20n2.png
ssn1657-0790 (pinted) 2256-5760 (ontine) Vol 20, No. 2, July.December 218

PROFILE

Issues in Teachers’ Professional Development

20

Number 2






OEBPS/Images/v20n2a07t02.png
Oral Interview

Researcher 1

Researcher 2

GC L&SC PC DM GC L&SC PC DM
Participant 1 9 10 9 10 10 10 9 9
Participant 2 8 9 6 9 8 10 7 8
Participant 3 8 10 8 9 8 9 8 9
Participant 4 8 8 9 8 8 8 9 9
Participant 5 8 9 9 9 8 9 9 10

Note. G = Grammatical competence, L&SC = Lexical and semantic competences, PG

‘management.

onological competences, D = Discourse





OEBPS/Images/v20n2a12x01.png
SELF-MONITOR

i

!
THE sSUBJECT!

* While speaking pay attention to...

‘S‘ELF—MONITOR

£ =

* While speaking pay attention to...

SELF-MONITOR
: NSES

at pppst.com

While speaking pay attention to...





OEBPS/Images/v20n2a06f03.png





OEBPS/Images/v20n2a10x01.png
Evaluation
Criteria
Yes No
‘Tasks and materials are appropriate to the students’ ages.
‘Tasks and materials are aligned with the students’ language proficiency.
‘Tasks and materials are authentic.
‘Tasks and materials catch students’ interests.
‘Tasks and materials allow language use instead of language form.

‘Tasks and materials utilize authentic language and context.

Tasks and materials are intrinsically motivating and offer the possibility to include
both bottom-up and top-down processes.

‘Tasks and materials allow Interaction.

‘“Tasks and materials meet the goals of the task.

‘Tasks and materials reduce unfamiliar words to allow communicative activities.
‘Tasks and materials have interesting, up-to date content.

‘“Tasks and materials are relevant to learners’ level and interests.

‘Tasks and materials enhance listening fluency practice.

‘Tasks and materials are not too long.

Observations:
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1

2

B

14

5.

16.

Talways feel prepared to speak in class.
Talways prepare when I have a speaking task.

Thave plenty of opportunities to practice speaking before tests.

My teacher provides me with everything I need to do well on speaking tasks.
1 feel confident answering questions I have not prepared in advance.
Talways organize my ideas while speaking.

Tam always satisfied with my oral performance and it reflects what I know.
Speaking in English is very difficult for me.

It is difficult for me to organize my ideas.

I prefer not to speak because I do not know how to express my ideas.

I prefer not to join spontaneous conversation because I need to prepare
in advance.

On English tests, I can get so nervous that I do not realize what I say.
Tonly focus on the message and express my ideas In a disorganized way.
Twould like to learn some tips or techniques to organize my ideas better.
Twould like to have more time to practice my English during the lessons.

Iwould like to prove that my English is better than what I show on oral tests.
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Week Activity Comments
1 C: Needs Analysis (one item Ascertain Ls' initial areas of interest.
asks about puzzles).

C: Presentation on EP, previous
teacher-research.

C: Discussion of week 1
responses to “What puzzles
you about learning English”

H: Read a business article and
an Ep-related text (adapted
open etter from D. Allwright
to learners from Allwright and
Hanks (2009, pp. 273-274)

H: Ls reframe puzzles into

Motivate Ls with a local success story involving previous cohorts.

Opportunity to exchange thoughts with peers.

Establish a connection between EP's focus on puzzling to better
understand the language classroom and the importance of
understanding “Why” for businesses.

Encourage L' puzzling to move deeper, beyond what, when, and

“Why” questions. how to why:
3 Gisreporton initial Provide ts with the chance to modify their puzzle and identify
reflections and progress. others with whorn they might collaborate.
& e 15 given optionsfor s provided with scaffolding to drive explorations.
puzzle exploration (reading,
asking, sharing ideas).
AR Presentation and group gy i ot brogress and methods used. Provide input on peers”
iscussion of emerging
puzzles.
puzzles.
5 i Upload puszles framed as  Encourage Ls o refine puzzle formulations. Provide opportunities
why questions to online folder. _to seeall puzzles together.
6 i Ls presented with prompts _ Promote L reflection upon puzzling generally and their puzzle in
(used for final reflective particular
reports or questionnaires).
c: L discussion of progress __ Sharing methods, understanding, and issues.
718 Tutorials: Ls reflect and Chance for one-to-one discussion with teacher.
discuss preliminary
understanding (fany).
o miisexplorepurleusing  Final opportunity to explore puzzles.
other methods.
Wiz Griswritea reflective report  Summarise 15’ final thoughts on their puzzle, the £P process and
or complete a survey. understanding gained. Highlight future scope for exploration.

Reflective reports displayed in class.
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Task

10

Topics

Famous
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styles.

1 "The positive

and negative
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of social-
networking in
teenagers' life
styles

| New ways of

entertainment

Teenagers
love stories

Cultural
differences

Famous

people vs
ordinary

people

Family and
friends

Inferences
about the
future

Fashion
tendencies

Plans for
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‘vacation

Objective

Interview

friend/
classmates on
famous people’s
life-styles

{ Discuss the

positive and
negative
impacts

of social-
networking in
teenagers life
styles

| Debate about

new ways of
entertainment

Present
teenagers'love
stories

Role-play
about cultures

differences

To know
famous people
through
watching and
Iisteningtoa
documentary

Describe family |

and friends

Make oral
inferences about
the future

‘Talk about
fashion
tendencies

Make plans
for holidays or
‘vacation

Activities

7" Tdentifying famous people’s life-

styles.

« ‘Talking about famous people’s
life-styles

« Making comparisons between
ordinary people’ and superstars’
life-styles

[\ Summarizing the listening

‘materials

+ Reacting to what has been said

« Discussing the positive and
‘negative impacts of social-
networking

« Oral class discussion

"2 Stating points of view

+ Debate on the new ways of
entertainment

« Listening to others carefully

« Replying to others’points of view

« Presenting own interpretation

+ Oral presentation about teenager's
love stories

« Describing context, content and

culture meaning and need.

+ Role-playing about culture
differences

+ Sharing understanding of the
‘material

+ Making comparisons between
ordinary and famous people’s lives

+ Famous peoples lives

+ Asking and answering questions

+ Stating the roles of people in their
lives

« Making comparisons

Stating points of view

1" Understanding the natural speed

of the listening materials

« Recording and sending
information via a WhatsApp
group.

« Making oral inferences about the
future

1. Making a summary about the new

fashion tendencies

+ Reporting important facts about
fashion

« Telling friends about the new
fashion tendencies

+ Providing recommendations on

places to go

+ Giving travel advice

+ Making plans for holidays or
‘vacation

+ Asking and answering questions
about holidays or vacation

Product

Oral interview

1 Group discussion

| Debate

Oral presentation

Role-play

Questionnaire

Oral description
of a family

Oral inferences

Oral summary

Travel advice and
recommendations
Vacation plans

Type of

‘material

Short video

of famous
people

Aten-

‘minute video
of social
networks

1 An audio of

new ways of
entertaining

‘An audio
diary of an
American

teenager

A short
documentary
of famous
peoples lives

1 Anaudio of

family and
friends

A short video |

predicting
the future
taken from
YouTube

| Ashort

interview
ofa North
American
designer

" Short video

about
holidays
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Statement

1. Nowl feel better prepared to speak n class.

2. Talways prepare when I have a speaking task.

3. Thave had plenty of opportunities to practice speaking before the final tests.

4. My teacher has provided me with everything I need to do well on
speaking tasks.

5. Now I feel more confident answering questions I have not prepared in
advance.

6. Now I can better organize my Ideas while speaking.
7 Nowl feel more satisfied with my oral performance.

8. Speaking in English is still vry difficult for me.

9. Itisstill difficult for me to organize my ideas.

10. Tstill prefer not to speak because I still do not know how to express my ideas.

1. Tstill prefer not to join spontaneous conversation because I need to prepare
inadvance.

12. Tstill get so nervous than I do not realize what I say.

13. Istill only focus on the message and express my ideas In a disorganized way.
14. Tstill would like to learn some tips or techniques to better organize my ideas.
15. Istill need more time to practice speaking during the lessons.

16. Tstill would like to prove that my English is better than what I show
on oral tests.





