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Editorial introduction

We are now sharing the first 2016 issue where readers are presented with five
contributions which explore diverse topics, address a variety of issues and bring voices
from institutions based in our country, Spain, USA and the United Arab Emirates.
Gonzalo Espinosa’s review article has a well-defined aim: to review “the different
accounts for speech rhythm in the languages of the world”. In his review the author
organises the vast literature on the topic, detects a niche in the field of research concerning
reflection on the relevance of speech rhythm in the teaching of a foreign language, and
concludes with helpful remarks on the teaching of English in Argentina.
The second article brings us an international longitudinal study by Elsie Olan and
Paula Belló from the University of Central California. The study explores the reasons
why individuals choose to become teachers of English as a foreign language. The
authors offer a detailed description of the methods, instruments and procedures for data
collections adopted for the research and illuminate the power of narratives and counter
narratives as key tools for teacher professional development.
In the framework of a student-centred and task-based approach that aims at the
development of social and emotional competencies to prepare university students to
cope with the demands of the 21st century, María Lirola proposes the use of authentic
monomodal and multimodal texts on global issues to enhance social awareness. In
addition, the article includes the description of an experience carried out in the 2014-15
academic year in English Language V (Grado en Estudios Ingleses) at the University
of Alicante.
As announced in its title, Mobile apps for ELLs: Supporting language learning
with engaging digital tools, mobile-assisted language learning is the core of the article
written by Nery Alvarado, Daniela Cohelo and Ellen Dougherty. The authors advocate
for the use of ICT and focus their attention on the use of three apps: Kahoot, Edpuzzle
and Audioboom. Each app is described and tips for its use are provided. To illustrate,
examples of classroom activities students’ exemplars are presented in charts where
level, topic, skills, focus and comments are displayed.
In Language and silence in Lewis Nkosi’s novel “Mating Birds”, María Ximena
Maceri reads the South African author’s fiction from a post apartheid perspective. In this
essay the argument follows along a particular line, the power of language, and plots its
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course through two main areas of inquiry: the use of language and of silence.
The conclusion deserves attention for it does bring closure but ploughs the field for
new research on the topic.
The work of releasing each issue could not be possible without the generosity of the
following reviewers in 2015:
Ebru Ozturk Akar
Liliana Anglada
Luciano Camio
Leonor Corradi
Todd Hernández
José Ignacio Hualde
Andrea Leceta
Paula Liendo
Liliana Mâţă
Ricardo Javier Palma
Brian Paltridge

Mónica Pérsico
Richard Pinner
Willy Renandya
Lucía Rivas
Jesús Romero
Liliana Simón
Ruslan Suvorov
Vander Viana
Ying Wang
Cecilia Zemborain

May you find the articles in this issue interesting and challenging and we wish to read
your name on the list of future AJAL contributors.
Darío Luis Banegas and Raquel Lothringer

Argentinian Journal of Applied Linguistics
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On the uncertain nature of speech rhythm and its relevance in L2
acquisition
Gonzalo Eduardo Espinosa*
Universidad Nacional del Comahue/CONICET, Argentina
(Received 02/06/15; final version received 17/10/15)

Abstract
This article is aimed at reviewing the different accounts for speech rhythm in the
languages of the world. It addresses three main aspects in the literature on rhythm
based on an impressionistic description, on a phonological explanation, and on
the implementation of metrics to measure speech quantitatively. Some relevant
studies on L1 speech rhythm are discussed in order to see the different attempts
to categorize languages and to describe linguistic variations. In addition, the
comparison of Germanic and Romance rhythm leads to the analysis of non-native
speech with implications for the teaching and learning of L2 prosody, specifically
in the acquisition of English rhythm by Spanish learners.
Keywords: speech rhythm; L1; L2; English; Spanish.

Resumen
El objetivo de este artículo es dar cuenta de las distintas descripciones del ritmo
del habla en las lenguas del mundo. Se abordan tres aspectos principales en la
literatura sobre ritmo basados en una descripción impresionista, una explicación
fonológica, y la implementación de métricas para medir el habla cuantitativamente.
Se discuten algunos estudios relevantes sobre el ritmo en L1 con el fin de conocer
los distintos intentos de hacer una categorización de las lenguas y de describir la
variación lingüística. Asimismo, la comparación del ritmo germánico y románico
lleva al análisis del habla no-nativa con implicancias al momento de enseñar y
aprender la prosodia de una L2, específicamente en la adquisición del ritmo inglés
por hablantes nativos de español.
Palabras clave: ritmo del habla; L1; L2; inglés; español.
* Corresponding author, e-mail: gonzalo.espinosa@fadel.uncoma.edu.ar
ISSN 2314-3576 (online) © 2016 AJAL
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GENERALLY SPEAKING, RHYTHM is part of basic human activities like walking,
dancing and breathing because of the repeated events that occur periodically in time. This
general notion of rhythm has been applied to speech rhythm (or just rhythm henceforth)
because there are some elements in oral speech—syllables, stresses, etc.—that tend to
be produced or perceived as similar. These elements encompass aspects that go beyond
vowels and consonants and are related to the way individual sounds are organized in
the flow of speech. The overall term used to describe this multi-layered organization is
prosody. Due to the prevailing lack of consensus over interpretations and definitions
of rhythm, and the inconsistent results obtained in speech production and perception,
speech rhythm has been one of the most controversial domains in prosodic studies.
The assumption of periodicity associated with the organization of oral speech has
led to a categorical rhythmic distinction among natural languages: languages can either
be stress-timed or syllabled-timed (Abercrombie, 1967; Pike, 1945). After several
unsuccessful attempts to find substantial empirical evidence for discrete rhythm classes,
two lines of investigation developed. Firstly, speech rhythm started to be described as
a product of phonetic and phonological properties. With this description, the languages
of the world are thus classified on a rhythm continuum but not under categorical
distinctions (e.g. Bertinetto, 1989; Dauer, 1983; Schiering, 2007). This is supported by
a large number of recent studies that have demonstrated the absence of distinct rhythm
classes (e.g. Kohler, 2009; Payne, Post, Astruc, Prieto & del Mar Varnell, 2012; White,
Mattys & Wigit, 2012). Secondly, the thorough search for empirical evidence on the
nature of speech rhythm has motivated researchers to make use of rhythm metrics
by computing vocalic and consonantal intervals in order to measure rhythm in first
languages (e.g. Fuchs, 2014; Grabe & Low, 2002; Ramus, Nespor & Mehler, 1999), and
second and foreign languages (e.g. Gabriel & Kireva, 2014; Kireva & Gabriel, 2015;
Ordin & Polyanskaya, 2014, 2015; White & Mattys, 2007).
While most of the literature on rhythm is concerned with the efforts to see if speech
rhythm can be categorically classified and if its nature can be attested on an empirical
basis, there is a need to reflect on the relevance of this aspect of the language in the
process of teaching and learning a second or foreign language1 (L2) in terms of its
communicative function, in the context of, for instance, the acquisition2 of the Germanic
rhythm (e.g. English) when the first language (L1) has a Romance rhythm type (e.g.
Spanish). The way second language learners (L2ers) adapt their prosody to the target
language has introduced a rich field of research that aims at enlightening the nature of
languages and the importance of prosodically trained non-native speakers (e.g. Gabriel,
Stahnke & Thulke, 2015; Ordin & Polyanskaya, 2014).
In this review article, first the hypothesis of isochrony in rhythm and the phonological
approach will be briefly discussed. After presenting rhythm metrics, together with their
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drawbacks, advantages and their current implementation in research, studies on second
languages and language contact will be examined in order to address some implications
for the L2 field.
The Isochrony Hypothesis
Lloyd James (1940) employed the metaphor of ‘Morse code’ to refer to languages
like English where the stress occurred at regular intervals of time, while he used the
metaphor of ‘machine-gun’ to describe languages like Spanish where the syllable was
the element in charge of the temporal organization. Pike (1945) and Abercrombie (1967)
developed these ideas and suggested a rhythm dichotomy among languages because of
the different elements that organize the rhythmic patterns of speech and the isochrony
associated with them, i.e. the equal division of intervals of time in a spoken language.
The underlying idea of rhythm in Pike (1945) and Abercrombie (1967) is that it
is a structural property of languages. Germanic languages like English and Dutch are
classified as stress-timed because it is the stress that seems to be isochronous. In other
words, stresses occur at regular periods of time in oral speech and they remain constant,
irrespective of the number of syllables. On the other hand, Romance languages like
Spanish and French are defined as syllable-timed because the element that occurs
regularly in similar intervals of time is the syllable. The duration of the syllables stays
essentially constant in the flow of speech and they are responsible for the prosodic
organization. Authors like Ladefoged (1975) propose a third type of rhythm in which
the rhythmic unit is the mora, the unit that builds up the weight of the syllable. For
example, a light syllable has one mora and a heavy one has two morae. Japanese is the
language that has been generally described as mora-timed (see Warner & Arai, 2001, for
an overview on Japanese mora-timing).
With the isochrony hypothesis, the languages of the world are spoken with only one
rhythm type, and once the isochronous element is identified, it is possible to categorically
classify languages (Abercrombie, 1967). Even though the idea of the syllable, stress or
mora as the elements that organize speech rhythm has been constantly challenged in
contemporary studies, the traditional terms stress-, syllable- and mora-timed are still
employed in the recent literature on rhythm in the attempt to identify the prosodic cues
that make languages sound different.
The Phonological Approach to Rhythm
Since Lloyd James (1940), research has examined the different methods and techniques
that could confirm the impressionistic differences in rhythm types. However, linguists
have abandoned the idea of isochrony and the taxonomy that classifies languages in
clear-cut rhythm types, mainly due to the failure of a large number of experiments
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trying to corroborate these rhythm classes empirically (e.g. Dauer, 1983; Roach, 1982).
Dauer (1983) argues that the rhythmic differences between languages like English and
Spanish are not exclusively related to equal intervals of time in speech, but to phonetic,
lexical, syntactic and phonological properties of each language. Dauer (1983) and
Bertinetto (1989) challenge the idea of rhythm as a structural linguistic property and
claim that rhythm is the product or the consequence of the phonological properties of a
given language. Some of the most important properties are vowel reduction and syllable
structure. Stress-timed languages like English have reduced vowels in unstressed
positions—exemplified with the recurrent use of schwa—a great variety of syllable
types and a complex clustering of segments within a syllable. On the other hand,
syllable-timed languages like Spanish have the same vowels in unstressed positions and
a fairly simple syllable structure.
The new conception of speech rhythm, developed after the 80s, regards rhythm as
a linguistic continuum where languages are no longer classified as strictly syllable- or
stress-timed, but their timing in speech can be based more on the syllable or on the
stress. Consequently, the original dichotomy for Germanic and Romance languages was
abandoned and re-interpreted. Now, on the one hand, there is an ideal language which
possesses all the phonetic and phonological characteristics of a purely syllable-timed
language; on the other, there is another hypothetical language with all the traits of an
ideal stress-timed one. In theory, the languages of the world could be placed on this
continuum according to the phonological characteristics they show (Bertinetto, 1989;
Schiering, 2007) and speech rhythm is based on flexible language-specific patterns
(Kohler, 2009).
Rhythm Metrics
A Brief Historical Overview
After the definition of rhythm as the product of phonetic and phonological properties,
a battery of attempts has been made in order to measure these properties by means of
rhythm metrics. The underlying idea is to identify the acoustic correlates of different
rhythm types given that “the syllable-timing/stress-timing dichotomy may well be
deeply anchored in the human perceptual system” (Ramus et al., 1999, p. 267). With the
aim of comparing durational intervals based on vocalic and consonantal measurements,
rhythm metrics have become massively popular as a way of empirically attesting
prosodic differences among traditionally defined rhythm classes. They are supported by
studies showing that infants, including newborns, can discriminate between languages
that are supposed to belong to different rhythm types but not between languages of the
same type (e.g. Nazzi & Ramus, 2003; Payne et al., 2012). This means that languages
may have some inherent prosodic features that even newborns can perceive.
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Ramus et al. (1999) are the first to propose the Deltas, which are metrics that
account for the timing of rhythm types. Specifically, in their influential paper they study
syllable structure and vowel reduction with three ways to measure them: the metric %V
measures the proportion of vocalic intervals, ∆V measures the standard deviation of the
duration of vocalic intervals, and ∆C measures the standard deviation of the duration of
consonantal intervals. Basically, the purpose of analysing the vocalic and consonantal
intervals—considered as the duration of each segment or a cluster of segments—is to
corroborate the idea that stress-timed languages like English, German and Dutch show
a greater variability in these intervals than in syllable-timed languages like Spanish,
French and Italian; this is due to the predominant syllable complexity and vowel
reduction in Germanic languages. These authors also give an account for mora-timed
languages like Japanese and for languages with mixed rhythm like Polish. They are
able to demonstrate some correlations between metrics and traditional rhythm types and
argue that metrics are a useful tool to quantify distinctions in rhythm.
Low, Grabe and Nolan (2000) propose a parallel approach called the Pairwise
Variability Index (PVI), which measures the duration of vocalic and consonantal
intervals, considering each segment in a temporal succession and calculating the mean
of the differences. Grabe and Low (2002) used the PVI metrics in order to analyze 18
languages. They are able to classify only some languages into the traditional rhythm
types and they show that in some other languages rhythm types overlap, which is why
they do not speak of a categorical distinction of rhythm classes. With the PVIs it is
possible to measure syllable complexities in terms of their consonantal clusters and also
to quantify vowel reduction. Some modifications of PVI are also meant to neutralise
the effect of speech rate; this is why a normalised PVI metric was proposed, where the
durations in pairs are divided by the mean duration. Consequently, the raw PVI metric
(rPVI) does not control for speech rate, while the normalised version (nPVI) reduces
its effects.
Some more criticism has centred on the sensitivity of the deltas to speech rate
(Barry, Andreeva, Russo, Dimitrova & Kostadinova, 2003; Dellwo & Wagner, 2003). A
negative consequence of the influence of rate is that supposedly stress-timed languages
like English could be classified as syllable-timed due to an increase in the speech rate or
tempo. In order to adjust metrics and control for this influence, Dellwo (2006) proposed
the Varcos: new versions of metrics that neutralise the effect of rate in order to obtain
a better discrimination of languages. VarcoC is the standard deviation of consonantal
intervals divided by the mean consonantal duration of an utterance, whereas VarcoV
stands for the standard deviation of vocalic intervals divided by the mean vocalic
duration within an utterance (see Benton, 2010, for an overview on the differences in
metrics).
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Bertinetto and Bertini (2008) modify the PVIs and offer a new model to distinguish
the rhythmic tendencies of languages. This new tool for measuring the rhythmic
behaviour is termed Control-Compensation Index (CCI) and, basically, it divides the
duration of intervals by the number of segments in them. Controlling languages like
Spanish seem to show minor fluctuations in intra and inter-syllabic durations, whereas
compensating languages like English exhibit higher fluctuations. Additionally, more
metrics have been proposed in an attempt to adjust the values of metrics and to better
describe speech rhythm (e.g. Arvaniti, 2012, for a brief description of more metrics).
Some Drawbacks of Metrics and their Current Usefulness
Despite the relative success of rhythm metrics in accounting for differences in diverse
rhythm classes, there is still a lack of empirical evidence in order to claim that metrics
are truly useful, mainly due to methodological shortcomings (e.g. Arvaniti, 2012;
Loukina, Kochanski, Rosner, Keane & Shih, 2011, 2013). Loukina et al. (2011) argue
that each rhythm metric captures different aspects of the language and that there is
substantial variation in the values of each metric for each language. They claim that
the way in which languages can be classified depends on the type of metrics being
used, casting doubt on the validity of measurements to determine linguistic properties.
Arvaniti (2012) gives evidence against the validity of metrics to classify languages in
well-defined rhythm classes. Her results show that metrics are largely related to interspeaker variation, elicitation methods and the syllable composition of materials, which
prevents researches from accounting for rhythm classes on an empirical basis. The
results obtained by Loukina et al. (2013) suggest that rhythm metrics cannot reflect
differences in syllable structure and vowel reduction. These authors claim that the
values from metrics are highly influenced by the type of text and the speaker; this is
why they suggest that it is necessary to design multi-level models in order to include
these variants.
There have been more studies that undermine metrics as a reflex of, mainly, syllable
structure and vowel reduction as the heart of rhythm classes. For instance, Barry, Bistra
and Koreman (2009) address the relationship between rhythmic impressions and the
physical reality that metrics can capture. They claim that rhythm metrics cannot entirely
account for linguistic rhythm because there are other parameters, like the fundamental
frequency (F0 or melodic change), which contribute to the perception of rhythm. This
is in accordance with Prieto, del Mar Vanrell, Astruc, Payne, and Post (2012), where
their results indicate that the perception of rhythm is comparatively independent of
syllable structure and vowel reduction. In addition, Arvaniti and Rodriguez (2013)
argue that language discrimination can be based on speaking rate or F0 differences and
not completely on timing.
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Even though some studies have explored the weak points of the measure of consonant
and vocalic intervals, rhythm metrics have led to a growing body of literature regarding
the distinction between different language varieties, which overweighs the drawbacks
pointed out by several researchers. In short, lower values of V% and higher values of ∆V,
∆C, rPVI, nPVI, VarcoV and VarcoC are associated with a stress-timed tendency and the
opposite values are related to a more syllable-timed rhythm. The results obtained with
the use of metrics have helped linguists to quantify different phonetic and phonological
aspects such as vowel reduction, syllable structure, syllable complexity and phonotactic
constraints (Carter, 2005; Dellwo, 2006; Dellwo & Wagner, 2003; Mairano, 2011;
Mairano & Romano, 2007; Ramus et al., 1999; White & Mattys, 2007, among others).
Some research has demonstrated evidence in favour of metrics based on vocalic
durations (for example: %V and VarcoV) because these values seem to discriminate
between languages in a more accurate fashion than consonantal durations (e.g. Kireva
& Gabriel, 2015; Knight, 2011; Russo & Barry, 2008; White & Mattys, 2007). Several
other studies attempt to adjust the way metrics measure speech. For instance, Tilsen
and Arvaniti (2013) go beyond temporal durations and show a novel type of metrics to
quantify speech rhythm based on syllabic and supra-syllabic information. They refer
to these new metrics as envelope metrics, which are able to capture information about
periodicities of syllables, feet and phrases, and can reflect inter-linguistic differences
in rhythmicity. Dellwo and Fourcin (2013) propose an analysis based on voiced and
unvoiced intervals, rather than vocalic and consonantal intervals, and suggest that
voice is a major contributor to the rhythmic discrimination of languages. Fuchs (2014)
measures the influence of F0 in the perception of the duration of intervals and suggests
a modified version of PVI: nPVI-V(dur*f0). He claims that it is necessary to include the
levels of F0 and to develop a multi-dimensional model to measure rhythm.
Rhythm metrics are continuously being used to describe different languages and to
account for language acquisition. Payne et al. (2012) analyze the speech of children
acquiring English, Catalan and Spanish as their mother tongue, and they claim that,
although there are no clear-cut types of rhythm, it is possible to identify languagespecific rhythmic indices. White et al. (2012) found that speakers do not distinguish
languages on distinct rhythm classes but on temporal cues coming from speech rate,
durations in consonantal and vocalic intervals, and lengthening of utterance finals.
This is supported by Brown and Matene (2014) who give evidence of rhythm as a
by-product of phonological properties rather than an inherent property of language.
Prieto et al. (2012) argue that the acoustic correlates of timing are gradual, whereas
the perception of them could be categorical. All in all, rhythm metrics can be useful to
measure the temporal differences in languages, and they are still conceived of as good
global measures that can give a general characteristic of linguistic rhythm (Mairano,
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2014). Moreover, there are many attempts to control for inter- and intra-speaker
variations (e.g. Dellwo, Leemann & Kolly, 2015), and to examine social factors (e.g.
Ayed, Hamdani-Droua, Alotaibi & Selouani, 2013) and dialectal differences of the same
language (e.g. Clopper & Smiljanic, 2015; Leemann, Dellwo, Kolly & Schmid, 2014).
Finally, it is worth mentioning that the technological development in computational
software has greatly facilitated the use of rhythm metrics: Praat (Boersma & Weenink,
2015) and Correlatore (Mairano & Romano, 2010) are the most extensively used freely
downloadable programs.
Measuring L2s and Language Contact
After the proposal of Ramus et al. (1999) and the proliferation of metrics, linguists also
began to search for qualitative evidence in the speech rhythm of second and foreign
languages. Some results diminish the usefulness of metrics by suggesting that their
values are not reliable and cannot adequately account for L2 rhythm (e.g. Ferjan, Ross
& Arvaniti, 2008) or by suggesting that there might not be such a thing as rhythm but
mainly some abstract notions of time that influence the duration of segments and that
L2ers have to acquire (Gut, 2012). However, a great deal of research has indicated that
the use of metrics can yield several encouraging results. Some studies have focused on
language contact and have offered sociological accounts related to social prestige and
migration. For example, Carter (2005) demonstrates that the PVI rhythmic measures can
quantify the degree in which Spanish speaking immigrants in the USA have possibly
accommodated their prosody to a more English-like speech. Torgersen and Szakay
(2012) employ PVIs to explore changes in rhythmic patterns in London English due to
a cosmopolitan mix.
White and Mattys (2007) make use of metrics to measure some languages, among
them English and Spanish as an L1 and L2. They claim that VarcoV and %V are the
most adequate metrics which can discriminate L1 productions into stress- or syllabletimed languages. They also show that these metrics can yield halfway results that
calculate the possible prosodic adaptation by L2 speakers. Along these lines, Tortel and
Hirst (2010) claim that metrics are useful to distinguish native from non-native prosody
and also different levels of non-native speech. This is supported by studies like Kolly
and Dellwo (2014), in which temporal intervals are analyzed as important cues for the
perception of foreign accent. Ordin and Polyanskaya (2014) present a longitudinal study
in which they show the development of rhythm by comparing different ages in English
as an L1 and different proficiency levels in L2 English. They make use of different
combinations of nPVIs, ∆V and ∆C, %V, Varcos, and the mean duration of V and C
intervals, in order to show the influence of age and proficiency level in rhythm changes.
Ordin & Polyanskaya (2015) carried out another experiment with rhythm metrics aimed
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at analyzing the development in timing patterns of German learners of English. They
suggest that even though these languages are rhythmically similar, lower proficiency
learners of English sometimes show a syllable-timed rhythm, whereas advanced
learners’ rhythm becomes more stress-timed.
Gabriel and Kireva (2014) and Kireva and Gabriel (2015) make use of some metrics
to analyze the rhythm of Castilian Spanish, L2 Spanish (by Italian native speakers),
Porteño Spanish and Italian. They provide empirical evidence of the usefulness of these
metrics and suggest that %V and Vocalic-nPVI can adequately distinguish the languages
studied. They claim that L2 Spanish, Porteño and Italian cluster together, which is
evidence in favour of the hypothesis that Italian immigrants transferred some rhythmic
properties of their L1 into the Spanish spoken in Buenos Aires (Benet, Gabriel, Kireva
& Pešková, 2012); this new type of Spanish was later acquired as an L1 and became the
current Porteño.
There are studies that do not implement rhythm metrics fully but they aim to
empirically attest rhythm in L2s in an effort to reveal the nature of speech rhythm by
analysing the speech of infants and their rhythmic development (Campfield & Murphy,
2014; Molnar, Gervain & Carreiras, 2014; Schmidt & Post, 2015a,b, for simultaneous
Spanish-English bilinguals; Vihman, 2014), the discrimination of native and non-native
speech (Gu & Hirose, 2014, for Mandarin; Li & Post, 2014, for L2 English, L1 Mandarin
and L1 German; Selouani, Alotaibi, Cichocki, Gharsellaoui & Kadi, 2015, for Arabic),
and the different roles and dimensions of speech rhythm (Fuchs, 2015, for dialectal
discrimination; Fuchs & Wunder, 2015, for the learnability of different dimensions
of rhythm; Roncaglia-Denissen, Schmidt-Kassow, Heine & Kotz, 2015, for syntactic
ambiguity). In general, more research is required to see how the different languages
of the world organize their beats in oral speech and to identify the acoustic correlates
of rhythm. In particular, further research is necessary to better understand the aspects
of prosody that learners have to acquire and to see the ways in which speech rhythm
in an L2 can be quantitatively described in natural and academic contexts, considering
different ages and linguistic backgrounds. This is a developing area of research that
can yield encouraging results of speech rhythm, especially when languages differ in
traditionally defined rhythm classes; for instance, learners of English, Russian, Arabic,
Dutch, German or Thai (supposedly stress-timed) whose mother tongue is Spanish,
Greek, French or Italian (supposedly syllable-timed).
Implications for L2 Teaching and Learning
When learners acquire an L2, they have to become acquainted with a new grammar,
vocabulary and pronunciation. In most cases, pronunciation is the aspect of the language
that is assumed to be acquired without much explicit instruction, or, if there is conscious
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work by the learner, it is generally related to individual sounds. However, there are
prosodic aspects that are necessary for effective oral communication. On the one
hand linguists continue to analyze the way learners accommodate their prosody when
acquiring a second language. On the other, L2 teachers can easily perceive that once the
grammar and the individual sounds of an L2 are learnt or acquired, some adjustments
in suprasegmentals have to be made so as to achieve more efficient communication.
There is ongoing research that aims at studying the prosodic transfer in L2 learning in
an academic setting (e.g. Gabriel et al., 2015; Trouvain & Gut, 2007; White & Mattys,
2007) and the way this transfer can be measured and addressed in the L2 classroom (e.g.
Ordin & Polyanskaya, 2014).
The gap between research and practice should be bridged by the collaborative
work of scientists and language instructors around the world. While academic research
findings are necessary to understand the processes of acquiring L2 prosody, each L2
lesson can serve as a substantial body of evidence coming from learners’ strengths and
weaknesses. Some promising areas of research are related to the relationship between
prosody and functions of the language, the usefulness of a top-down approach in the
classroom—when the focus is first on prosody and then on individual sounds—, the role
of formal instruction, material design, prosodic intelligibility, and identity issues, among
others. As there are few studies based on longitudinal research, it would be of enormous
importance if language professionals in any linguistic context, either in instructional or
natural settings, measure speech rhythm at different stages in the acquisition process
and keep a record of the techniques and courses of action aimed at helping learners with
the L2 prosody. This would produce significant results for both academic research and
classroom practice.
English as an L2 in Argentina is an interesting case with international implications.
In this country, Spanish native speakers learn English as a foreign language mainly
through formal instruction with non-native teachers whose first language is also Spanish.
Learners have to depart from a syllable-timed language to a more stress-timed one, i.e.
they have to adapt their Spanish speech rhythm to English prosody. How is this prosodic
adaptation superficially evident? Learners very often simplify consonantal clusters by
eliding consonants or by adding an epenthetic vowel so as to get simpler syllables (e.g.
Estebas Vilaplana, 2009); they overstress by having too many prominent syllables in
their utterances and they understress by not making a clear difference between stressed
and unstressed syllables (e.g. Ordin & Polyanskaya, 2014).
In order to help learners to adapt their prosody to the target language, some of the
characteristics of the prosody of the L2 should be instructed in the classroom (e.g.
Campfield & Murphy, 2013, for an analysis of prosodically rich L2 input; Gilbert, 2008;
Ordin & Polyanskaya, 2014) so that learners can improve their speech production in the

15

G.E. Espinosa

target language and consolidate their listening comprehension skills. As Gabriel et al.
(2015, p. 214) state, “phonological awareness should be promoted in scholar education,
with regards to both the learners and the teachers.” Perhaps for Spanish learners of
English, and for English learners with a rhythmically similar L1 like French or Italian,
the two most important aspects to bear in mind are the emphasis on the complexity of
syllable structure and vowel reduction. Learners’ attention should be directed to the
importance of pronouncing complex consonantal clusters and they should understand
the way in which function words like auxiliaries, pronouns, prepositions, articles and
affixes are generally non prominent and build up the rhythmic patterns of English
(Gilbert, 2008). Spanish speakers of English generally expect to say and hear these
words in the same way as content words because Spanish speakers make lexicallyunstressed syllables prominent for rhythmic purposes (Hualde, 2012), i.e. in Spanish,
the difference between strong and weak syllables is not as noticeable as in English
(Hualde, 2014). One way of addressing this difference in the classroom is by having
students listen to an input that is as English-like as possible. L2 teachers should not
be afraid of compressing syllables and of making a clear contrast between strong and
weak forms given that ‘most English learners who suffer from inadequate training in
listening comprehension complain that “native speakers talk too fast”’ (Gilbert, 2008, p.
6). Pronouncing syllables alike in order to help our students understand teachers better
may help them at very early stages of the L2 learning, but more English-like prosody
in the classroom—i.e. stress-timed speech—will most probably help them to become
better listeners and speakers not only in the classroom but also in encounters with native
speakers or non-native speakers with other L1s.
In the L2 lessons there should be activities designed to develop the phonetic and
phonological characteristics that contribute to the general rhythm of a language.
It is important that learners, especially the ones with an advanced command of the
target language, perceive the typical processes of connected speech—elision, liaison,
assimilation, compression, etc.—which help speakers to maintain rhythm (Ordin &
Polyanskaya, 2014). L2 teachers should help students to be “perceptually sensitive to
prosodic (including rhythm) characteristics of the target language” so that they “can
develop an internal sense of rhythm in the non-native language, and thus be able to
communicate effectively” (Erickson, 2013, p. 156). Furthermore, new technologies
have evolved with the aim of improving prosodic features like rhythm in L2 acquisition
(e.g. Chun, Hardison & Pennington, 2008, for an overview of prosody in context in L2
research and practice; Hincks, 2015, for a recent description on how to use technology
to teach and evaluate pronunciation). If rhythm has a communicative guiding function
(Kohler, 2009), this aspect of the target language should not be undervalued.
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Conclusions
Rhythm as a linguistic phenomenon has been mainly analyzed in terms of its
impressionistic classification, its phonological characteristics and its acoustic correlates
measured by means of metrics. The research on speech rhythm has centred on language
classification, the acquisition of L1 and L2, dialectal variations, and perception. In the
recent literature, the idea of isochrony has been abandoned, given that it is not a natural
characteristic of spoken languages. However, the traditional terms stress-, syllableand mora-timed are currently used to distinguish languages in a more flexible fashion.
Concerning the search for empirical evidence, rhythm metrics are being employed to
quantitatively account for the temporal organization of languages. Some authors do
not rely entirely on metrics, but some others believe that with some adjustment in the
methodology adopted, it is possible to describe rhythm variations in L1 and L2.
English and Spanish prosodies are unquestionably different in relation to the way
these languages organize different levels of pronunciation. In the L2 classrooms,
notions of rhythm cannot be left unattended since the organization of speech plays a
crucial role in communication. Helping learners to perceive and adapt their prosody
to the target language will most probably help them to become more efficient speakers
and listeners, especially with practice on the phonetic and phonological characteristics
of connected speech. Scientists continue to see whether rhythm is an inherent linguistic
property or an epiphenomenon emerging from the phonetic and phonological structure
of a language, and they keep on adjusting metrics to empirically measure rhythm and
see if languages can be classified into distinct prosodic patterns. While researchers try to
reveal the nature of speech rhythm, L2 teachers should devote some time to working on
this aspect of prosody given that it plays a significant role in the intelligibility of L2ers.
Notes
1. The terms ‘second’ and ‘foreign’ languages will be used indistinctively unless there
is a need to explicitly state a technical distinction in meaning.
2. The term ‘acquisition’ will be also used to mean ‘learning’.
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Abstract
This international study investigated factors that shape individuals’ decisions to become
English teachers as a Foreign Language (EFL). Using a qualitative narrative study design,
data was collected from 25 in-service teachers in two different groups from Middle Eastern,
Asian, African and Latin American countries. Twelve of the participants were recipients of
the US Department of State via Bureau of Educational and Cultural Affairs (ECA) scholarship
and participants in the Teaching Excellence and Achievement (TEA) program organized by
IREX. The other thirteen participants were non-funded in service EFL teachers. Results
indicated that EFL in-service teachers use narratives and counter narratives to refer to their
career decision process. In-service teachers reflect and base their career decision-making
process within three comprehensive areas, i.e. personal realization, support system and
access to education. Thus, this international longitudinal study with EFL in-service teachers
was designed to explore the areas that influence teachers’ motivations and perceptions when
choosing the teaching profession, especially EFL teaching.
Keywords: in-service teachers; EFL teachers; narrative research; narratives; career choices.

Resumen
Este estudio internacional investiga los factores que moldean las decisiones sobre la profesión,
tomadas por maestros de Inglés como Lengua Extranjera en diversas regiones del mundo. Se
diseñó un estudio cualitativo en base a narrativas y se obtuvo data de un total de 25 maestros
que provienen de países del Medio Oriente, Asia, África y Latinoamérica. Dichos maestros
están divididos en dos grupos: doce de ellos recibieron una beca del Departamento de Estado
de los Estados Unidos de Norteamérica, por medio de la Oficina de Asuntos Educativos y
Culturales (ECA) y participaron del programa Teaching Excellence Achievement (TEA)
organizado por IREX. Los trece maestros participantes restantes no recibieron dicho beneficio.
Los resultados indican que los maestros de Inglés como Lengua Extranjera usaron narrativas y
contra narrativas para referirse al proceso de toma de decisiones de sus carreras profesionales.
Dichos maestros reflexionan y explican sus decisiones profesionales dentro de tres áreas
de análisis: su realización personal, su sistema de apoyo y sus posibilidades de acceso a la
educación. Este estudio longitudinal con maestros de Inglés como Lengua Extranjera fue
diseñado para explorar las áreas que influencian las motivaciones y percepciones de docentes
de Inglés como Lengua Extrajera en el momento de elegir la Carrera docente, especialmente,
la docencia en lenguas extranjeras.
Palabras clave: maestros de Inglés como Lengua Extranjera, investigación narrativa,
narrativas, elección de carrera profesional.
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WE HAVE SET up to inquire the reasons that shape in-service teachers’ decisions to
become EFL teachers in varied regions of the world. This study is the first phase of a
longitudinal international study that intends to promote and expand global understanding
of teachers’ career choices. To complete this goal, data from international pre- and
in-service EFL teachers will be compared to data from pre- and in-service American
teachers, both English language arts (ELA) and English teachers as a second language
(ESL).
Written reflections, life stories and histories triggered by a semi-structured
questionnaire, provided us authors with insight into teachers’ decision-making process
before becoming EFL educators. We, the author-researchers were interested in analyzing
how EFL in-service teachers from different countries around the world used narratives,
counter-narratives and reflections to demonstrate their career choice process and selfportrayed professional identities amidst a great choice of university careers. Having
learned EFL for many years positions these teachers at an advantage with respect to
other individuals. The skill to perform in English together with their appreciation for the
English language, shape the stance taken by the participant teachers.
Narratives constitute a pertinent research methodology to study teachers’ lives
(Beattie, 2007; Munro, 1998) and career decision-making process. Areas worth of
further research include influence of family and friends in the teachers’ decision making
process, the levels of sustained motivation and satisfaction with the career chosen and
the needs in-service teachers have while traversing the middle stage of their careers.
Background in the Literature: Teachers’ Career Choices
Classroom teachers’ motivations to choose the teaching career have been researched
in different contexts, e.g. North America (Akar, 2012; Kyriacou & Benmansour, 1999;
Richardson & Watt, 2006; Sinclair, 2008) and Australia and New Zealand (Anthony &
Ord, 2008; Richardson & Watt, 2006; Sinclair, 2008; Sinclair, Dawson & Mc Inerney,
2006). Though there have been trials to conduct cross-cultural studies looking for
commonalities, inadequacies or differences among different contexts, an established
framework has not been found in which to select, organize and compare significant
factors influencing individuals’ career choices (Akar, 2012).
Instruments designed to measure motivations to teach have been designed along
the years: (a) the Orientations for Teaching Survey (OTS) was created to measure
the validity of a motivation-to-teach instrument in a psychometric context (Ferrell &
Daniel, 1993), (b) the Modified Orientations to Teach Survey (MOTS) was designed
to measure ten specific motivations to teach clustered around perceptions (Sinclair et
al., 2006), (c) the Factors Influencing Teaching Choice Scale (FIT-Choice) designed
to determine the strength of influence for a range of motivations within the choice of
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the teaching profession (Richardson & Watt, 2006, Watt & Richardson, 2007), (d)- the
Teachers’ Ten Statements Test (TTST) derived from the Twenty Statements Test (TST)
by Kuhn and McPartland (1954). The TTST is a structured qualitative instrument that
measures teachers’ motivations. Participants are asked to respond to the prompt “I am a
teacher because…” ten times (Klassen, Al-Dhafri, Hannok, & Betts, 2011).
Research carried out with teacher candidates suggest that their motivations when
starting teacher education programs are mainly related to their interest to work with
children or adolescents, value of education, desire to help others, dissatisfaction with
previous career, benefits/convenience of teaching, ease of entry into teacher education
courses or teaching jobs, love of learning/teaching, love for a particular area of knowledge,
influence of family, teachers and community, opportunities for social advancement and
opportunities for interacting with others. Thus, research studies summarize teachers’
motivations within three broad categories, namely altruistic (e.g. help children succeed),
socio-cultural (e.g. social influences), and intrinsic (e.g. teaching) and extrinsic (e.g.
level of payment) (Anthony & Ord, 2008, Kyriacou & Benmansour, 1999, 2002; Salı,
2013; Sinclair et al., 2006).
However Richardson and Watt (2006) and Watt and Richardson (2007) argue against
the traditional interpretation of the afore mentioned concepts in the process of choosing
the teaching career and look for more updated and better defined constructs to explain
this process. They developed the FIT-Choice framework, consisting of eighteen factors,
twelve motivation factors, five beliefs about the profession and one career choice
satisfaction factor, departing from the expectancy-value theory (Wigfield & Eccles,
2000). Motivation factors include ability, intrinsic career value, fallback career, job
security, time for family, job transferability, shaping future of children and adolescents,
enhancing social equity, making social influences, making social contribution, working
with children/adolescents, prior teaching and learning experiences and social influences.
The motivation factors contain three to five items each. The beliefs about teaching factors
include expertise, difficulty, social status, salary and social dissuasion. The complete
scale evaluation format is a seven-point Likert scale in which 1 means not important at
all and 7 means extremely important (Akar, 2012, p. 68).
Researchers have recognized that only a few studies have reported about personal
motivations to become EFL teachers (Kiriacou & Benmansour, 1999; Zhao, 2008; Salı,
2013). Two of the studies searched into the reasons that influenced student teachers'
decisions to become teachers of a foreign language (Kiriacou and Benmansour, 1999;
Salı 2013) whereas the other searched into the lives and motivations of in-service EFL
teachers (Zhao, 2008).
Kiriacou & Benmansour (1999) studied a sample of 83 student teachers of English in
Morocco and a sample of 69 student teachers of French in the UK. They rated twenty-
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two reasons influencing their career choice in a survey. Results show similarities and
differences between the groups. The premises I enjoy the subject I will teach, I want to
help children succeed, the language is important to me and I like teaching, received the
highest ratings. The authors also explained differences related to culture, values and
other circumstances influencing the work of FL teachers in these two countries (Kiriacou
& Benmansour, 1999). Similar results were obtained by a life histories study with 17
in-service teachers in China, in which the motivation to teach EFL appeared in the
following themes: enjoying the subject, teaching provides job security, having influence
on people (Zhao, 2008). Salı (2013) studied 1012 pre-service teachers’ responses to a
structured qualitative measure at a university in Turkey. Results consist of 4 composite
themes and 26 sub-factors of which 11 are stand-alone factors. Socio-cultural influences
are mostly chosen to explain personal motivations to choose EFL teaching and the
most influential factors include intrinsic career value, loving the subject matter, social
influences and extrinsic career value.
This international study of in-service EFL teachers around the world intends to add
to the body of literature on EFL teachers’ career choices in varied areas of the world in
which English is taught and learned as a foreign language. More research in this area is
necessary since EFL teachers and their process of career choices are underrepresented
in the literature.
The International Growth of English
In the last 45 years, English has grown as the most widespread foreign language in the
world. For example, 115 millions of English learners added to 275 million native English
speakers in the UK, the USA, Australia, New Zealand, Canada and some Anglophone
countries in Asia and Africa in the 1970’s (Gage & Ohannessian, 1974). Central and
Eastern European countries were expecting 30 million English learners during the
1990’s (1989/90 British Council Annual Report as cited in Philipson, 1992, p. 7). By
1995, there were 1.400 million people living in countries where English was the official
language and it was calculated that one out of five of the world’s population spoke
English at a certain level of proficiency (press release on British Council’s English 2000
Project, as cited in Graddol, 1997, p.2). The number of English learners (ELs) in China
has reached 300 million in the 2000’s (Ragan & Jones, 2013).
Along this continuous growth in numbers of speakers and learners, English has
reached a dominant position within a myriad of domains as varied as science, medicine
and technology, international business, diplomacy, mass media, entertainment,
journalism and education (Graddol, 1997; Kachru, 2006; Philipson, 1992; Yano, 2001).
English dominance has been established by its functional importance, its outreach and
extent of influence, especially when solving language barriers problems in international
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communication situations (Kachru, 2006; Philipson, 1992; Yano, 2001). Undoubtedly,
English has been used as a means of mutual understanding in an era of multilateral
relations. However, English unprecedented linguistic expansion has been considered
problematic in various aspects: (1) minor languages have been menaced with extinction
and (2) a monolingual, monocultural understanding of different social groups and their
values and beliefs about the world have been imposed (Kachru, 2006; Yano, 2001).
English Dominance in the World: Defining Linguistic Concepts
Before analyzing English dominance in the world, specific concepts need to be defined,
namely, native language (NL) or (L1), second language (SL) or (L2) and foreign
language (FL). According to Skutnabb-Kangas (1981) definitions of native language
(NL) or (L1) include criteria such as origin, function, competence, self-identification
and identification by others (as cited in Philipson, 1992, p.39). Cook (1999), citing
Bloomfield’s (1933) concept, and Skutnabb-Kangas and McCarthy (2008) define L1
as the language first learnt, best known and mostly used by speakers. SL and FL have
been defined as languages learned in educational settings with the following objectives:
(1) SL is used habitually as a means of communication in different domains such as
education and government by speakers with a different L1 and (2) FL is used to favor
communication with speakers or for accessing specialized literature on different areas
in that foreign language (Philipson, 1992; Skutnabb-Kangas and McCarthy, 2008). ESL
settings include India, Nigeria, Singapore and the USA, where it is a standard to refer
to programs designed to teach English to speakers of other languages (ESOL), whereas
EFL occurs in countries such as Japan, Iran or Argentina (Philipson, 1992).
English Spread in the World
Specialists have analyzed the historical dissemination of English in the world according
to patterns of acquisition and functionality in which the language is used across different
cultures and in contact with other languages. Philipson (1992) refers to them as core
English-speaking countries and periphery-English countries (p.17). Kachru (1985,
2006) analyzes English expansion using three concentric circles: the inner circle, the
outer circle (or extended circle), and the expanding circle. Yano (2001) explains further
that within the inner circle English is spoken as a native language (ENL), within the outer
circle it is a second language (ESL), and in the expanding circle, it is a foreign language
(EFL). According to Okushima (1995) and Pakir (1999) English has become a glocal
language with an international outreach, meaning it affords global communication, but
at the same time favors the development of local self-identity within different social
groups (as cited in Yano, 2001, p.124; Graddol 1997). On the contrary, EFL contexts, do
not impose a domestic use of English on its speakers. Certain areas of the world reserve
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the use of English as a global language to communicate with international markets and
secure progress through education (Crystal, 1997; Graddol, 1997; Kachru, 2006; Yano,
2001).
Purpose Statement
The purpose of the study is to inquire about EFL in-service teachers’ career choice
process and to describe what factors influence their decision-making. We are interested
in analyzing the use of narratives and counter- narratives by means of which teachers
explain their own decision-making process. These inquiries have been followed in many
conversations with EFL teachers and faculty at a college of education and data has
revealed that EFL in- service teachers based their decisions on the following general
assumptions:
1. Love and passion for the English Language
2. Influence from models
3. Need to get a job that affords them a living
Research Questions
The following research questions were posed to guide our study:
1. What reasons shape individuals’ decisions to become EFL teachers?
2. How, if at all, do EFL teachers use narratives and counter-narratives to
demonstrate their career choice?
3. Influence from models
4. Need to get a job that affords them a living
Research Methodology Framework
Narrative Pedagogy
Riesman (2008) argues in favor of narratives that provide stories with more power than
even the resistant subversive acts. Telling the story “makes the moment live beyond the
moment” (p. 11). Recently, researchers, teacher educators and other agents interested
in teacher development are turning to narratives to foster meta-cognitive reflections,
reexamination of assumptions, and shed light on implicit beliefs about teaching and
learning. Hinchman and Hinchman’s (1997) definition of narrative is used when
depicting teachers’ stories:
Narratives (stories) in the human sciences should be defined provisionally as
discourses with a clear sequential order that connect events in a meaningful
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way for a definite audience and thus offer insights about the world and/ or
people’s experiences of it. (Hinchman & Hinchman, 1997, p. xvi).
Temporality, meaning, and social encounter are three common features of the previous
definition, also referenced as the triadic nature of stories. Goodson & Gill (2011) further
explicate these features by noting that these qualities -temporality, meaning and social
encounter- characterize the nature of narratives (stories) as used in this study. They
share a common assumption that there is a connection between “life as it is lived and
life as told in personal narratives” (p.4). Goodson & Gill (2011) define temporality
by establishing that (a) “all narratives encompass a sequence of events”, meaning is
defined as (b) “all the personal significance and meaning[s] are externalized through
the telling of lived experiences”, and social encounters because (c) “all narratives are
told to an audience and will inevitably be shaped by the relationship between teller and
the listener” (p.4). These three features are salient in teachers’ stories and evidenced by
our own examination of our participants’ process of self-discovery, inquiry and growth.
Narratives and Counter-Narratives
More attention needs to be devoted to the appearance of counter-narratives within
narratives in life histories research. Milner and Howard (2013, pg. 542) consider
narratives and counter-narratives as valuable research tools with teacher populations, as
they provide a means of elaborating and sharing lived experiences. Especially noticeable
is the presence of counter-narratives within teachers’ life stories and histories, which are
defined as narrative spaces in which narrators share their experiences in ways they have
never done before. Ladson-Billings (1998) argues in favor of counter-narratives as a
means to study and define realities that are juxtaposed to prevalent narratives. Counternarratives open doors to disruptions and re-interpretations of reality as expressed
through pervasive, socially accepted stories.
Life Histories Approach
Life histories research and life historians study individuals’ life experiences,
understandings and analysis of the social contexts in which they live (Gall, Gall &
Borg, 2007; Goodson & Sikes, 2001; Musson, 1998). Bathmaker (2010) explains that
life histories research affords researchers the opportunity to understand individuals’
learning processes and explore their relationship to identity and power development.
The study of individual’s stories specifically placed within a setting, time and historical
contexts affords the researcher the analysis of concepts such as individual agency and
social structure (Bathmaker, 2010; Goodson, 2013; Goodson & Gill, 2011; Musson,
1998). By means of telling their life stories individuals, in this case, teachers, get the
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opportunity to give “voice” to their realities, which might be otherwise unnoticed and
marginalized. Thus, this approach gives individuals a unique opportunity to develop
individual agency and a more subjective interpretation of themselves and their realities
(Bathmaker, 2010; Musson, 1998).
Methodology
Narrative Research
Narrative as method of research implies the use of procedures to analyze stories lived
and told by individuals, both in oral and written form (Clandinin & Connelly, 2000;
Creswell, 2013). Personal teachers’ stories, or teachers’ autobiographies, are used
as a tool in educational research and professional development. Narratives afford
individuals, in this case, teachers, the opportunity to analyze their past and present
experiences, re-analyze their positions within the social contexts in which the live and
express their individual and subjective interpretation of the circumstances in which they
live (Clandinin & Connelly, 2000; Hale, Snow-Gerono, & Morales, 2008; Nieto, 2003).
Participant Selection
The study’s sampling is purposive and homogenous. Furthermore, participants were
recruited using snowballing sampling. To accomplish this objective, we worked together,
in close consultation with gatekeepers who had developed a plan to identify and recruit
potential participants. In order to obtain an accurate description of in-service teachers
from different countries, data was collected from 25 in-service teachers from Middle
Eastern, Asian, African and Latin American countries, divided in two different groups.
Twelve of the participants were recipients of the US Department of State via Bureau of
Educational and Cultural Affairs (ECA) scholarship and of the Teaching Excellence and
Achievement (TEA) award organized by IREX, an international nonprofit organization
that provides leadership and innovative programs to promote global, positive lasting
change. These teachers came from as distant countries as Tajikistan, Uzbekistan,
Armenia, Jordan, Cote d’Ivoire, Egypt, Argentina, Dominican Republic and Haiti and
attended professional development courses at the largest metropolitan public research
university in a southeastern state in USA for six weeks. The other thirteen participants
were non-funded in service EFL teachers during data collection. They come from South
American countries (Argentina, Brazil and Chile).
Demographic Analysis
A total number of twenty-five in-service teachers participated in the study. Statistical
frequency indicates that the majority are middle aged as shown by the Median results
(M=40.32), and consequently traversing the middle stage of their careers (see Figure 1).
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The majority (80%) are females and (20%) are males (see Figure 2) and come from as
diverse countries as Tajikistan, Uzbekistan, Armenia, Jordan, Argentina, Cote d’Ivoire,
Dominican Republic, Haiti, Egypt, Brazil and Chile (see Figure 3).
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Figure 2.

Figure 1. Participants’ age frequency.
Figure 2. Participants’ gender distribution

Tajikstan 4%
Jordan 8%
Haiti 4%
Egypt 4%
Dominican Republic 4%
Côte d’Ivoire 4%
Chile 4%
Brazil 4%
Armenia 12%

52% Argentina

Figure 3. Participants’ country distribution

Instruments for Data Collection
The main instruments designed for data collection were: (a) a questionnaire that elicited
information about participants’ university career selection, their support system during
the process, and other factors that might have influenced their career choice, and (b) a
supporting demographic information outline designed to elicit participant’s name, age,
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gender and country of origin. Both documents were distributed onsite and via online and
were complete in written form.
Data Collection Procedures
Both groups of participants were provided with an informed consent, explained the
study’s objectives and invited to answer the questionnaire explained above. In-service
teachers were provided with a non-threatening space where they could compose
narratives and counter-narratives about their previous and present lived experiences.
These responses were triggered by the questionnaire thus providing the researchers with
deep insight into the factors that influenced their career decision-making.
Results
In order to answer the research questions posed, researchers conducted a thematic
analysis as discussed by Riesman (2008). Participants’ narratives referred to factors that
influenced their career decision within the following themes:
1. Personal realization, including regard for the English language, interest
in teaching, ability in English and teacher agency
2. Community connections (support system) which include landmark
conversations with meaningful people and having a background of
teaching models
3. Access to education demonstrated in their ample possibilities to choose
a university career.
Participants used counter-narratives in their stories. By means of counter-narratives,
teachers explain their choice of a teaching career in EFL. In some cases, counter
narratives were used to explain teaching as a fallback career as well as to express other
important counter messages.
Discussion
In this section, the research questions (1) What are the reasons that shape individuals’
decisions to become EFL teachers? and (2) How, if at all, EFL teachers used narratives
and counter narratives to refer to their career choice? are addressed via the analysis of
the emergent themes.
Personal Realization
In-service teachers reflect about their process of personal realization and agency
development as they analyze their process of choosing to become EFL teachers. During
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this process, they focus on themselves and their preferences and abilities while reflecting
about choosing the teaching profession in EFL. The emerging themes within this area
are the following:
Regard for the English language. Participants express their regard for the English
language by referencing degrees when referring to their liking of the language. Twelve
participants express their interest for different features of the language, its literature and
culture.
“I selected my university career because I realized I loved English language
over any and every other subject (…)”.
Participant 2 (Amanda, Argentina, female, 45 years old)
“I liked English language and English culture”
Participant 7 (Tatevik, Armenia, female, 32 years old)
Interest or passion in teaching English. Participants expressed their passion for
teaching as one of the reasons for choosing the teaching career. Among eight participants,
some express their “liking” and others their “interest” for teaching English.
“I enjoy teaching English, so I decided to become a teacher.”
Participant 8 (Anush, Armenia, female, 34 years old)
“(…) I joined the college of education, I think I had a passion to be a
teacher (…)”
Participant 17 (Ahmet, Egypt, male, 40 years old)
More specifically within this group, three participants express their interest for teaching
based on the interaction with students, (Part. 19), while two other participants express
altruistic reasons for having chosen the teaching career (Part. 22 and 23).
“This is what I have been doing since 2003 and I love it. I love being
amongst teachers, sharing and learning with them. I had the chance to work
with teachers for the last 10 years and I can say this is really fulfilling for
me.”
Participant 19 (Daniela, Brazil, female, 39 years old)
“(…) I always wanted to help others to learn.”
Participant 22 (Sandra, Chile, female, 45 years old)
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“(…) when I have students that struggle with the language I try to
encourage them if I see they have the ability (…)”
Participant 23 (Silvia, Argentina, female, 45 years old)
Skills in the English language. Among the participants, seven claimed they had
skills in the English language which conformed a backup for their choice of career.
“I selected to learn English I just because I was good at English.”
Participant 13 (Koffi, Cote d’Ivoire, male, 37 years old)
(father knew and said) “(…) you love English and you are very good in
this subject its (she) best for you (…)”
Participant 12 (Hanadi, Jordan, female, 30 years old)
Within this group, four participants expressed their confidence in their English skills
because they had been learning the language for a long time (Part. 4). English was also
considered useful for participants to develop different other careers, apart from teaching
(Part. 5).
“ (…) I thought English wouldn't be a hard career because I already knew
a lot after 9 years of studying the language (…).”
Participant 4 (Eugenia, Argentina, female, 46 years old)
“(…) At that moment I had clear in mind I wanted to be a translator, to
work for a big international company (…).”
Participant 5 (Lucia, Argentina, female, 35 years old)
Teacher agency. Thirteen participants expressed their positionality as regards to their
choices. They are proud of having chosen their career path by themselves, independent
from their community’s influences. The researchers used Beauchamp & Thomas’ (2009)
definition of agency as the interest and pursuit of professional development and learning
opportunities according to teachers’ own objectives (p. 181).
“(…) I was completely sure of being a teacher. I wanted to feel the
experience of being in front of a class. I wanted to interact with children
(…)”
Participant 3 (Guadalupe, Argentina, female, 45 years old)
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“(…) when I was in the 9th grade I knew for sure I wanted to become
an English teacher because I happened to meet my teacher while she was
speaking to a foreigner (as regards family’s influence) (…) I decided by
myself.”
Participant 11 (Armenuhi, Armenia, female, 37 years old)
Community Connections: Support System
Landmark conversations. There was a general belief among participants that
they were immersed in a solid support system composed of family, near relatives and
friends, which they consulted with when making their career decision. Among the
participants, nine identified having had landmark conversations that had provided them
with reassurance with their careers and career choices.
“(…) I remember that I had failed an exam, something that surprised her (a
mentor in teacher education program) very much since I was doing it very
well and I studied very hard. She called me and had a few words with me.
Those words made me change my mind. Since I felt frustrated I wanted
to quit the career. She didn’t know anything about it but she talked to me
at the right time. She said that learning a language was like learning a
musical instrument, you need to have the ability, your hearing is essential.
She also told me that she could observe–according to her vast teaching
experience–that some students didn't have that capacity, they insisted on
learning English and in the end they failed. She concluded by saying “You
can play a musical instrument, I bet you can (…).”
Participant 23 (Silvia, Argentina, female, 45 years old)
“(…) My mother is a teacher too so she always helps me with her advice
concerning methodology or pedagogy. We discuss my school teaching
with her almost every day. I ask for advice especially when having some
challenges and her recommendation usually is to be patient as I deal with
teenagers (…).”
Participant 8 (Anush, Armenia, female, 34 years old)
Background of teaching models. A group of nine teachers referenced their positive
background experiences with previous teachers, among which there may be family
members whom they would like to imitate.
“(…) I selected my career following the career of my father and my English
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teacher (…).”
Participant 9 (Sana, Jordan, female, 38 years old)
“(…) and an additional inspiration was my teacher, whose ease with
teaching skills made her a model for me to follow (…).”
Participant 2 (Amanda, Argentina, female, 45 years old)
Access to Education
Choices of university careers. During the process of decision- making, eleven
participants explained their ability to have and make choices where they “selected” their
teaching career. Participants explained that having the possibility to choose gave them
freedom to make informed judgments regarding their career choice.
“I decided to narrow my spectrum of possibilities to three choices:
architecture, odontology or English. What??!! How can a single person
have so different orientations? You must be wondering how it is possible
that the three choice do not even being to the same field of at least to have
something in common (…)”
Participant 5 (Lucia, Argentina, female, 35 years old)
“I had many choices in mind. First, I wanted to be a farming engineer as
my husband was going to start university and at that moment (...) Second
choice was chemistry (...) also discarded. Then I went for teaching (…).”
Participant 21 (Liliana, Argentina, female, 50 years old)
The second research question asked how, if at all, EFL teachers used narratives and
counter narratives to refer to their career choice. The following discussion includes the
thematic analysis used to reference the second research question.
Teachers used narratives and counter-narratives to express their stories and life
histories. By using narratives and counter-narratives, they communicated about certain
aspects that had not been explicit before. Six participants identified their choice of
the teaching career as a means to have a stable job, even though they recognized that
teaching jobs were not well paid.
“(…) Then I went for teaching but what? Here the process of selection was
more serious. I knew that teachers were not well paid and I thought: “If I
study to be a History or Geography teacher I will only work at a school and
I will have few possibilities to work on my own. (…) If I become an English

37

E.L. Olan & P. Belló

teacher, I will not only work at school or at a private Institute but I will also
be able to work more independently by teaching children, adolescents and
adults. Apart from that, English is more popular than French, so I will have
more job opportunities (…).”
Participant 21 (Liliana, Argentina, female, 50 years old)
Teaching can also be a fallback career for some participants. Six participants mentioned
that teaching was not in the foreground when they started thinking of their career
choices, but because they could not fulfil other wishes, they decided to go into teaching.
“(…) I thought I had chosen what to do with my life after secondary school
when I was 16. At that moment I was sure I wanted to be a social worker
and apparently nobody was against that decision. But a year later when
secondary school was over and I had to start with university, there was a
problem there was no such university career in our city. As I had studied
English since I was a child I decided to study English to become a teacher
(…).”
Participant 25 (Cecilia, Argentina, female, 43 years old)
“(…) First I wanted to be a medical doctor, but my family wouldn’t support
me. So I chose to be a teacher (…).”
Participant 15 (Niva, Haiti, female, 43 years old)
Through counter-narratives, participants occupied a space in which they can refer to
contrastive realities that question the expected discourse (Ladson-Billings, 1995; Milner
& Howard, 2013). Participants relied on their families and friends as a support system to
reassure them of their career choices, however, by using counter -narratives participants
acknowledged there are many other “counter” messages and discourses beneath the
official, most accepted discourse.
“(…) When I selected my career, I discussed this issue with my mother.
My father didn’t want me to become a teacher. He wanted me to become
an engineer. (…) My mother supported my idea to become a teacher. She
thought I should study what I liked. On the contrary my father thought,
teachers are not well paid, and do not have opportunities to progress (…).”
Participant 10 (Fabiana, Argentina, female, 34 years old)
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Conclusion
This study’s findings revealed that personal realization motives are prevalent in the
analysis of reasons that shaped the career choice process experienced by EFL teachers
from varied regions of the world. While the factors referring to intrinsic career value,
enjoyment of the English language and teaching have been identified in previous
(Anthony & Ord, 2008, Kyriacou & Benmansour, 1999, 2002; Salı, 2013; Sinclair et
al., 2006; Zhao, 2008) as well as this study, present results show that participants seek
self and personal professional realization by choosing EFL teaching. This relates to
the development of teacher agency and the importance of teachers’ positioning in the
decision-making process is conducive to shaping their professional lives. Sociocultural
influences are prevalent in previous and in this research. Participants in this study stress
the importance of establishing conversations and exchanging views with members of
their communities while undergoing the process of career choice. Therefore, landmark
conversations, i.e. specific interactions with family, near relatives, friends and educators,
constitute a relevant finding to explain the important role family and community members
play in participants’ career choices and to depict the many influences participants have
received from their community members and relatives.
Participants’ explanation and reflection of their choice of careers via narratives and
counter-narratives constitutes a novelty of this study. When using counter-narratives,
participants identified having access to education and to opportunities to select their career,
which is instrumental in the process of choosing their professional path. The analysis of
counter-narratives allowed the researchers a deeper insight into these teachers’ lives and
the possibility to analyze their choices from a different perspective. Participants’ lives
could be analyzed taking into account disruptions in accepted discourse patterns and
re-interpretations of reality as expressed through pervasive, socially accepted stories
(Ladson-Billings, 1995; Milner & Howard, 2013).
Pedagogical Implications
Based on the thematic discussions from the analysis of data, we have identified the
following pedagogical implications:
•

•

When EFL teachers are offered opportunities to reflect via narratives
and counter-narratives they are able to revisit their career choices,
professional identity and pedagogical practices.
When EFL teachers are provided spaces to write freely and express
themselves, they are afforded the opportunity to reflect about
themselves, their past decisions and choices, who they have become,
which are their present experiences, why they teach what they teach
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•

•

•

•

and how do these elements influence their future decisions.
Classrooms practices benefit from the application of written practices
that contribute to build a sound EFL teacher community of practice
rooted in deep reflection and collaboration in the co-construction of
meaning.
Furthermore, teachers’ professional development courses can be
organized around reflective practices to further guide EFL in-service
teachers around the world to re-affirm their identities while improving
their pedagogical practices.
EFL teachers’ reflective practices through narratives can inform teacher
educators and teacher education programs’ designers about the need to
afford teachers with writing activities. These non-threatening activities
allow practicing teachers to revisit and reflect on the experiences
while inquiring about the influential role that their background,
past experiences and career choices play in their teacher identity
development process.
Teacher educators and teacher education programs’ designers benefit
from understanding teachers’ career choices in order to better inform
teacher education programs.

Limitations of the Study and Areas for Further Research
The main limitation of this study is related to data collected via written narratives and
stories triggered by a questionnaire. These data have been collected via on site and
remote administration from in-service teachers from countries where English is taught
as a foreign language (EFL). Researchers gathered data from twenty-five in-service
teachers of English as a foreign language (EFL), thus the results are not generalizable
at this stage. It is the hope of the researchers that the study can be replicated with new
teacher samples.
Areas for further research include reflexive practices in teacher development
courses, middle career EFL teachers’ problems and concerns, dialogic interactions
among teachers’ communities and the building of deep-rooted teachers’ communities
of practice.
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Abstract
In our contemporary society, the ability to speak a foreign language is becoming
more valued than ever before by prospective employers and, consequently, this
ability offers greater opportunities and possibilities for students, both academically
and professionally. Therefore, in response to this trend, language teachers
are motivated to employ the most recent language teaching methodologies,
resources and materials with their students, such as the use of ICT, Information
and Communication Technologies, namely mobile learning, MALL. In this article,
the authors will explore three mobile learning apps or digital tools that enhance
language learning in engaging, interactive environments. The authors’ focus will
be on showing samples of interactive activities developed in their classes, as well
as on sharing exemplars of work done by students.
Keywords: mobile learning; mobile assisted language learning; digital tools.

Resumen
En nuestra sociedad actual, la capacidad de hablar una lengua extranjera se ha
convertido en un valor agregado para empleadores. En consecuencia, esto
ofrece un mayor número de prospectos y posibilidades, tanto académica como
profesionalmente. En respuesta a esta tendencia, los profesores de idiomas están
motivados a utilizar las más recientes metodologías, recursos y materiales con sus
alumnos como el uso de TIC, Tecnologías de la Información y Comunicación,
particularmente, el aprendizaje móvil y el Aprendizaje de Lenguas Asistido
por Dispositivos Móviles. El presente artículo explorará tres aplicaciones de
aprendizaje móviles y herramientas digitales que mejoran la enseñanza de idiomas
en entornos atractivos e interactivos. Los autores se enfocarán en mostrar ejemplos
de trabajos interactivos desarrollados en sus clases, así como en compartir ejemplos
de trabajos realizados por los alumnos.
Palabras clave: aprendizaje móvil; aprendizaje de lenguas asistido por
dispositivos móviles; herramientas digitales.
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RECENTLY, THERE HAS been an increased interest in enhancing students’ language
capabilities through the integration of digital tools, specifically, applications for mobile
devices, thus providing a natural segue to more dynamic, technology enhanced learning
“spaces” (Freire, 1970; 2000). In this article, we will address how mobile devices and
apps can support language learning, how teachers can implement specific mLearning
activities, guiding the students in this process, and, finally, they will share three digital
tools used in their English language classrooms. As well, practical examples are included
illustrating the integration of mobile apps in a variety of language classrooms and across
all levels of proficiency.
Mediating English Language Learning with MALL
Mobile Learning or mLearning is a flourishing subdivision of e-learning (Chinnery,
2006) and has been defined as any formal or informal learning mediated via handheld
devices, available anytime, anywhere (Kukulska-Hulme & Shield, 2007). With
mLearning, information and resources are always accessible, therefore, this pedagogical
trend empowers learners by providing them with choices: when, where and how they
want to learn (Crompton, Olszewski & Bielefeldt, 2015).When applied to language
learning, mobile learning is often referred to as mobile assisted language learning
(MALL) and involves any portable media that enhances language learning, such as
tablets, MP3 players and even cell phones (Chinnery, 2006).
Current research has reported that mobile learning can be extrinsically motivating,
as well as promote cooperation and collaborative work. Our students, Generation Z,
are connected through social media 24/7 and carry mobile devices everywhere they go.
Therefore, teachers need to meet them in their connected, collaborative world to make
their learning more meaningful and relevant (Jackson, 2015; Kukulska-Hulme, Norris
& Donohue, 2015, p.7; Sharples, 2013). This active participation in language learning
and teaching implies learners take more responsibility for their own learning, and that
teachers support and enable this learning.
In this article, we will present three digital tools that can be used in an mLearning
setting, provide details on how to create engaging activities with these apps and how
to use them in the English language classroom. We will also share exemplars of work
done by their students and offer suggestions, tips and recommendations based on their
experience with these tools in class.
Hands-on apps in the English classroom
Three apps we would like to suggest you try in your classrooms are:
•

Kahoot
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•
•

Edpuzzle
Audioboom

These digital tools provide students with the opportunity to work on a variety of
language skills independently, and also interactively, as you will see in the description
provided for each tool. Every app is suitable for any level of proficiency in English and
can easily be adapted to meet individual learning differences and styles.
Kahoot
What is it?
Kahoot (http://kahoot.it/) is a game-based, interactive tool that can be used in any school
subject to approach any topic. Each Kahoot game consists of a collection of questions
(a quiz) on specific topics. Quizzes can be created by both teachers and students; there
is no limit to the number of players for each game. Players answer the questions in realtime by simply using a code provided by the creator of the quiz. Kahoot allows you to
create many types of question (multiple choice, true or false, sentence completion, etc.)
and to add pictures, as well. While playing a Kahoot game, players will be able to see
their scores and their place in the general scoreboard after each question, which can be
very motivating.
How to create a quiz on Kahoot?
To create a Kahoot game you should first access http://create.kahoot.it. On the top left
corner, you will see a purple button saying New K! After clicking on that button, you
will be asked to give your quiz a name and, once you click on Go! a new screen will
appear for you to create the questions. The whole process of creating a quiz is quite easy
because Kahoot made it very user-friendly. You simply create each question, provide
two to four possible answers and identify the correct one. A picture can be added to each
one of the questions as a mere decoration or it can provide students with a clue to answer
the questions. Once you create all the questions, you can save your quiz and give it an
engaging cover picture.
Whenever you want to play a Kahoot game with your students, you just have to open
your Kahoot game and click on Play. By doing so, the system will generate a code for
your game, which you project on the board. Your students can then go to http://kahoot.
it/ on their mobile devices (or computers) and type in the code as well as their names
or nicknames. The names of each player will appear on the board and, once all players
are in, the teacher can launch the game. You need to use the projector and the board
throughout the whole game, as this is the only way your students will be able to read
the questions and possible answers. On their devices students only see the colours that
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correspond to each possible answer. Whenever a question is answered, your students
will be able to see their place in the scoreboard and how many points they have.
Kahoot is suitable for all age groups, from elementary to university level students. It
is an effective tool to support different learning styles and it works well in motivating
students to learn and study.
How to use Kahoot in classrooms?
As teachers of English as a Second/Foreign Language, we use Kahoot quizzes mostly
for review purposes, i.e, to test students’ knowledge before a test or exam, creating
quizzes that cover and reinforce concepts that will be tested in the actual exam. We also
use Kahoot to review vocabulary items as well as grammar topics.
Included in the section-table below, are some of the ways we use Kahoot in our
classes as well as some examples of the quizzes we prepared to review concepts. These
quizzes have been carried out with higher education students at both the beginner and
intermediate levels. The comments include how we used each quiz and suggest how
they could be adapted according to the type of students you might have.
Kahoot activities used in the classroom
Level: Beginner (A1–CEFR)

Topic and skill focus: Vocabulary–Science
Screenshot and link

Kahoot Quiz Page

Link to quiz: https://play.kahoot.it/#/k/c4453e8b-0695-4072-8243-dc22eb0e5434
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Quiz projection on board

Student’s screen

Comments
This is an example of a Kahoot quiz played with a group of higher education students
in a Foundations Programme (a preparation year before beginning their degree), which
focused mainly on vocabulary review.
The questions are very simple and the pictures played a fundamental role in this quiz.
As the students’ level of English was very low, the use of visual aids provided them with
confidence, and motivation to win this game.
Level: Beginner level (A2–CEFR)

Topic and skill focus: Grammar–Present
Simple; Adverbs of Frequency (review for
unit test)
Screenshots

Kahoot Quiz Page
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Screenshot of results for question 1

Comments
This quiz was used as review for a unit test. Students, at this level, were only able to
answer short basic questions, consequently, these are the types of questions we included
in the quiz. The second picture displays students’ results on the quiz as well as the
scoreboard showing who won. Students were also able to see which questions were
more difficult for them by looking at their mistakes in the results (the screenshot only
shows results for question 1). This data provided them with information on the areas in
which they need to improve and what they should study for the unit test.
Level: IELTS prep course (B1–CEFR)

Topic and skill focus: Vocabulary (Academic
words)

Screenshot
Kahoot Quiz Page

Comments
The quiz shown in the screenshot was used to invite the students to play a game on their
bi-weekly list of academic vocabulary, which they needed to learn for their IELTS exam.
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The language used in the questions is more complex and so are the types of questions.

EdPuzzle
What is it?
With EdPuzzle, educators can turn any video into an interactive and engaging lesson.
You simply choose a video from online sites such as YouTube, Khan Academy, or
National Geographic, or upload a personal video, and then customize it using the tools
provided on the EdPuzzle website. Videos are quickly and easily edited and cropped;
voice-overs can be added and breaks included where students answer questions, creating
an effective and engaging teaching tool. These videos can be embedded as quizzes in
sites such as Moodle or Blackboard, or can be assigned to specific classes, or individual
students.
Student progress is easily tracked as assigned videos are graded by EdPuzzle.
Individual progress can also be monitored through the data provided on how each
student answers the questions. Once students have created their own EdPuzzle studentaccount, they can easily access any video assigned to them in their classroom or at
home, thus offering the possibility of flipping the classroom.
How to create an activity on EdPuzzle?
To create an interactive video through EdPuzzle, begin by signing up for an account
on the homepage, https://edpuzzle.com/. A short video on the site’s homepage explains
how to use EdPuzzle by modelling just what an Edpuzzle video looks like for students.
New users are then guided through a series of pop-up windows showing them how to
create their first EdPuzzle video. Included below are a few ideas to get you started.
Begin by downloading or searching for an appropriate video on your topic. On the
left-hand side of the home page, there is direct access to many of the more educational
online sites, such as TED Ed, Khan Academy, and Learn Zillion. Once you have chosen
your video, you are then offered the choice to Use or Save the video. Save stores the
video in the My Content section for future editing. Use takes you to the section where
editing begins. The editing process is visually outlined, step-by-step on a bar with icons
on the top section of this page: crop (a small red, scissor), audio-track (a black-grey
microphone), audio notes (a black-grey speaker), and quizzes (a grey-black question
mark). Each step in the editing process has a video, Show Me How, explaining how to
use that particular editing tool. This thoughtful web designer considered every detail in
making EdPuzzle user friendly.
Once you are satisfied with your video, click Done at the upper right hand corner
of the page. Your video is ready to be shared with your students or, as with all Web 2.0
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tools, other users. To share with your students, click Assign. Your video is automatically
saved to My Content for future use. If you have already created classes, you have the
option to assign the video to specific classes, prevent skipping and assign a due date. All
of these can be done later by clicking on Later. If at a later date you wish to edit, adapt
or delete your video you can do this under My Classes.
Students can easily access their video assignments through the EdPuzzle app on the
iPad or on the website. Once they enter their assigned class code, videos automatically
appear grouped according to classes. Students can access videos from several class
teachers. Teachers, however, must create and edit their videos online using the website
on a computer.
Teachers can access a multitude of videos created by EdPuzzle users through the
Search tab. You can connect with other educators through Facebook and EdPuzzle’s
YouTube Channel.
How to use Edpuzzle in classrooms?
EdPuzzle is appropriate for all age groups, from primary students to adult, second
language learners. An educator need only choose the appropriate video for their lesson.
Students need only a digital device, such as an iPad, the app and an EdPuzzle studentaccount to access engaging videos, which effectively integrate reading, writing and
listening skills.
As teachers of English as a Second Language, we use EdPuzzle for a variety of
purposes, as it supports students’ individual learning styles. Students are motivated and
engaged to learn, consequently, they assume responsibility for their learning. Students
also appreciate the flexibility and autonomy provided by EdPuzzle as they are able to
work independently. Teachers appreciate EdPuzzle’s ease of use and the systems’ data
analysis, tracking and quiz correction component.
EdPuzzle videos used with students
Level: Intermediate: Band 6 IELTS

Topic and skill focus: IELTS Prep–
Listening/ Speaking

Space intentionally left blank.
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Screenshots
Initial Editing Screen

Teacher’s Screen/Completed Quiz

Student’s Screen

Comments
This video is an example of a practice, speaking IELTS exam. The first screen shot
includes the editing tools in the bar at the top. Our objectives were to provide students
with independent listening practice using an IELTS speaking exam. They were asked to
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reflect on the speaker’s performance and answer questions about the video.
Level: Beginner (A1 - CEFR)

Topic and skill focus: Listening
Screenshots

Teacher’s Screen/Completed Quiz

Student’s Screen
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Comments
This quiz was assigned as an independent listening activity, using a culturally sensitive,
yet relevant and interesting topic, Meet the UAE’s First Female Fighter Pilot. Students
were highly engaged, answering specific questions as they listened to the interview.
Our objectives were to reinforce listening skills using authentic, culturally appropriate
materials, as well as to provide a means for students to work independently.
Level: Beginner level (A2–CEFR)

Topic and skill focus: Listening/Vocabulary
Screenshots

Teacher’s Screen/Completed Quiz

Student’s Screen

Comments
This music video was used to reinforce and teach vocabulary in a familiar and fun
way. Our objective was to rehearse and reinforce creative communication and language
skills, which ‘bridge’ home and school, (Thorne & Reinhardt, 2008).
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Tips
•

•

Quizzes with multiple-choice questions are automatically graded by
EdPuzzle and marks provided for individual students. Fill-in-the-gap
questions must be graded by the teacher.
If YouTube videos are blocked at your site, the videos may be
downloaded into your computer and uploaded into EdPuzzle to get
around this obstacle.
audioBoom

What is it?
audioBoom is a voice-based, audio podcast and social sharing platform that allows you
to record, listen to and publish unlimited podcasts or audio files. You can also follow
podcasts from a variety of sports and media broadcasters, such as the BBC, NFL, or the
Premier League, as well as purchase audiobooks, available through the online store on
the audioBoom website.
This platform allows users to share and embed their content in other websites and
mobile applications like Facebook, Google+, Twitter and in email, making it much more
dynamic, interconnected and fun. Like many of the web-based tools, audioBoom started
as a website that soon after their initial success, evolved into an application for iOS and
Android devices.
How to create a Boo?
The first step is to download the app, then signup by filling in your details; or if you are
a Twitter user, you can log in to audioBoom by using your Twitter account. When you
install the app for the first time, you will have to go through several quick steps that
teach you how to manipulate the app. Once these steps are completed, your Home menu
will pop out when you tap the three lines on the top left side of the page. This is where
you will find your recordings, podcasts you follow, downloads, settings, etc.
The tools that enable you to record your own podcast are basic and simple to use. To
start a recording, you only need to tap on the red button at the top right of the screen.
A box will pop-up allowing you to begin your audio recording instantly. Then, you can
pause or resume recording, trim the audio by tapping over the scissors and cut out the
parts you want to delete, or simply close the recording and delete the draft to start again.
After finishing the recording, you give it a title, enter an optional description, add
a photo to illustrate your audio, select the audience category, share your location and
finally tap on publish and voilà! You have just created a Boo. Your recordings will
automatically be added to your playlist.
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How to use audioBoom in the classroom?
audioBoom is suitable for all age groups, from elementary to university level students.
Nevertheless, as far as English as a Foreign/Second Language students are concerned, we
recommend the use of this tool with students whose command of English is equivalent to
a Level A1 of the ‘Common European Framework of Reference for Languages’ (CEFR)
as they need to understand basic phrases and interact with the app to be able to use it.
Listening and speaking are the two main skills developed using this digital tool. We
also believe that second language teachers should focus on developing the learners’
interpersonal communication skills, as these are vital life skills needed to integrate and
survive in our current society. audioBoom is an ideal platform for developing all core
communication skills.
In the section-table below, you will find samples of activities used in our classes for
different purposes as well as students’ exemplars.
audioBoom activities used in the classroom
Level: Elementary (A2–CEFR)

Topic and skill focus: Aviation English–
Dialogue practice (Speaking)

Screenshots and links to samples

https://audioboom.com/boos/2392298-rbhand-an

Comments
This is an example of a scripted dialogue recorded by two students from a higher education
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group, enrolled in the Second Year of a Foundations Programme. Our objective was to
provide students with practice in speaking and using aviation vocabulary.
Simplifying the activity by providing students with technical vocabulary in the
form of a written dialogue, imbued the students with the confidence and motivation to
rehearse and re-record the dialogue more than once, after listening to their podcasts.
Level: Intermediate (B1 - CEFR)

Topic and skill focus: Aviation English–
Picture description practice (Speaking)

Screenshots and links to samples

https://audioboom.com/boos/1918894picture-description

Comments
In this sample, the student described what he saw in a photograph. This task was designed
to prepare students for an end-of-term, speaking assessment. Students incorporated all
the specialized vocabulary learnt during the term, developed fluency, reflected on their
mistakes and were encouraged to use peer feedback.
Level: Upper-Intermediate (B2–CEFR)

Topic and skill focus: Aviation English–
Interactive dialogue (Speaking)

Screenshots and links to samples

https://audioboom.com/boos/2421951route-clearance-sample
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Comments
In this activity, the students were required to retain important information given in a
simulated, pilot/ Air Traffic Control (ATC) communication recording. Initially, students
listened to a recorded communication from the ATC, wrote down the correct information
to get clearance from the ATC and then recorded their reply to the ATC. This task
provided practice in fluency, speed and pronunciation.

Final Considerations
We, as educators, have found that the use of mobile apps in second/foreign language
learning complements existing classroom activities by providing opportunities for
learners to develop language skills using authentic, culturally familiar, digital tools
(Jackson, 2015). As seen in the tables with the examples provided, students can
incorporate and develop language skills: speaking, reading, and listening, with dynamic,
language based activities, rehearsing and creating in a practical and more fun way.
Students are encouraged to take responsibility for their own learning, to develop learner
autonomy, and to work independently, which means learning at their own pace, time and
setting, as implied in the concept of MALL (Crompton, Olszewski & Bielefeldt, 2015).
When using these tools in the classroom, our students have voiced an appreciation
for how these tools contributed to their individual learning and academic success.
Moreover, as teachers, we realized how important it is to be able to meet our students in
their online World and to adapt our teaching resources and activities to the 21st century
classroom.
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Abstract
The University of the 21st century has to establish links with society and
prepare students for the demands of the working world. Therefore, this article
is a contribution to the integral preparation of university students by proposing
the use of authentic texts with social content in English lessons so that students
acquire emotional and social competencies while still learning content. This article
will explain how the choice of texts on global issues such as racism and gender
helps students to develop skills such as social awareness and critical thinking to
deepen their understanding of discrimination, injustice or gender differences in
both oral and written activities. A proposal will be presented which involves using
the inauguration speech from Mandela’s presidency and texts with photographs
of women so that students analyse them whilst utilising linguistic tools that allow
them to explore a text’s social dimension.
Keywords: social and emotional competencies; social awareness; global issues;
texts; English Studies.

Resumen
La Universidad del siglo XXI tiene que establecer vínculos con la sociedad y
preparar al alumnado para las demandas del mercado laboral. Por esta razón,
este artículo pretende ser una contribución a la formación integral del alumnado
universitario al proponer el empleo de textos reales con contenido social en una
clase de lengua inglesa con el fin de que el alumnado adquiera competencias
emocionales y sociales a la vez que aprende contenidos. El artículo explicará cómo
la selección textos sobre temas globales como el racismo y el género contribuyen a
que el alumnado desarrolle competencias como la conciencia social y la capacidad
crítica al profundizar en la comprensión de la discriminación, la injusticia o las
diferencias de género tanto en las actividades orales como en las escritas. Se
presentará una propuesta para utilizar el discurso de inauguración de Mandela
como presidente y textos con fotografías de mujeres con el fin de que el alumnado
los analice teniendo en cuenta herramientas lingüísticas que les permitan explorar
la dimensión social de los textos.
Palabras clave: competencias sociales y emocionales; conciencia social; temas
globales; textos; estudios ingleses.
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THE UNIVERSITY HAS experienced profound changes and transformations in recent
decades in order to fulfil the demands of the twenty-first century. It has changed from
being a teaching university to a learning university, where the priority is not so much
the acquisition of knowledge but the development of competencies that students can use
in the workplace, i.e., what is emphasised is that students are able to do things with what
they learn. This necessitates the use of active methodologies that promote interaction
in the classroom so that students can “learn by doing” and are active protagonists in the
learning process (Ghaith, 2002; Johnson & Johnson, 1989; Johnson & Johnson, 2009;
Johnson et al., 2007; Slavin, 1989).
A skills-based curriculum can integrate both theory and practice, relating the activities
carried out in the teaching-learning process with evaluation, as well as uniting the content
that students should learn with the different capabilities that must be developed in order
to apply their knowledge to real situations. In other words, the successful acquisition of
such competencies enables students to carry out professional activities effectively, since
teaching approaches based on skills allow for the development of the ability to perform
tasks correctly. The acquisition of these competencies contributes to the sharing of ideas
and feelings, developing critical thinking, and promoting interaction (Tsay & Brady,
2010; Wang, 2009).
Emotional and social competencies are important due to the relationship they have
with real life situations (e.g. conflict resolution, decision making, allocation of tasks)
but they are not the ones that are paid special attention at university, although curricula
are now often skills-based. This article pays attention to said competencies because of
our interest in observing the analysis students do of authentic texts with social content.
The classroom is a social setting where human beings communicate, cooperate, and
share experiences, feelings and time, among other things. Therefore, it is crucial that the
time spent in the classroom is not only devoted to teaching content but also to helping
students develop aspects of their emotional intelligence. Such features will be useful
not only during their time in the classroom but also for their future in the labour market
and in all aspects of their personal lives (Sheehan et al., 2009; Stubbs & Wolff 2008).
This involves considering the role of classroom in terms of ethics (Dickson et al., 2001;
Kingston, 2008), and choosing texts on global issues with social content is a good way
to do so.
We chose two global issues: race and gender. These topics allow for the improvement
of students’ understanding of discrimination, injustice and differences between men and
women in different parts of the world. In order to facilitate this, Mandela’s presidential
inauguration speech and some texts on women were chosen to bring culture and global
issues into the classroom and to work on skills such as social awareness, which involves
empathy and solidarity.
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Every text has a function in society, and using texts on social topics in a language
subject is appropriate in order to understand the way in which the linguistic and visual
components communicate in a predetermined context to accomplish a communicative
end: to persuade, to complain, to inform, to give an order, among other functions.
When teachers use texts with social content in the teaching-learning process they
have the opportunity to highlight the relationships between text and society and between
society and texts; consequently, bringing these texts into the classroom allow for the
analysis of a social reality, as Fernández Martínez states (2011, ix): “The classroom
offers tangible ways of interpreting contemporary culture; it is an excellent forum for
teaching discourse analysis and for making students aware that there is a complex world
there to be analysed”.
Therefore, this article aims to bring in to the language classroom social topics and
inequality in different parts of the world so that students develop their critical thinking
and acquire social skills. To this end a cosmopolitan curriculum and an integral model
of education are promoted (Boni & Walker, 2013; Ortega et al., 2013). Teaching skills as
well as content shows that the University is committed to educating professionals who
are competent and committed, thus contributing to the development of global citizens.
This article is organised into various sections: after this introduction, the theoretical
framework concentrates on emotional skills; section 3 contextualises the study by
presenting the objectives, setting, participants and methodology. Following this, some
practical activities are described due to their contribution to the acquisition of social
awareness. Finally, the article finishes with a discussion and some conclusions.
Theoretical Framework: Approaching Emotional and Social Skills
A university should be a place where students acquire new knowledge and grow as
human beings. In this sense, education at tertiary level cannot only concentrate on the
acquisition of knowledge; it must also consider the development and acquisition of
useful life skills. This type of education considers the acquisition of academic skills
important, but emotional and social competencies are also essential due to their role in
the integral development of human beings, as MacCann et al. (2012, p. 315) state:
Emotions and emotion-related skills are important in education for two
reasons: (a) as facilitators of traditionally valued outcomes such as academic
skills, higher test scores, and better grades; and (b) as a valued outcome in
and of themselves. While academic skills are certainly important, it is a
worthy goal to have happy students with strong emotional skills, and who
are resilient to negative emotions, irrespective of their grades.
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As regards a definition of social and emotional competence, we use the broadly accepted
definition developed by the Collaborative for Academic, Social, and Emotional Learning
(2008), which takes into consideration five major emotional, cognitive, and behavioural
competencies: self-awareness, social awareness, responsible decision making, selfmanagement, and relationship management (Zins et al., 2004). Similarly, Boyatzis et
al. (2000, p. 3) defined emotional intelligence as “observed when a person demonstrates
the competencies that constitute self-awareness, self-management, social awareness,
and social skills at appropriate times and ways in sufficient frequency to be effective in
the situation”. Furthermore, Nelis et al. (2011, p. 354) notes that: “The term emotional
competence (EC), also labelled emotional intelligence (EI) or emotional skills, aims to
provide a scientific framework for that idea. More specifically, EC refers to individual
differences in identifying, expressing, understanding, regulating, and using emotions”.
Goleman (1995, 1998, 2001, 2006) is one of the authors who has worked extensively
on emotional intelligence. This type of intelligence is important at all levels of life
but it is a crucial aspect to be taken into consideration when teaching is based on
cooperative learning, and when the acquisition of emotional competencies is given
as much importance as the acquisition of content (Bernand, 2006; Troth et al., 2012).
This requests the revision of the teachers’ social and emotional skills in order to guide
students in the profound process of acquiring them (Jennings & Greenberg 2009; Jussim
& Harber, 2005).
Armstong (2006) distinguishes between personal and social competencies. The
author states that the main personal skills are self-awareness, self-regulation and selfmotivation and the main social skills are: social awareness and social skills. For this
research we will focus primarily on social competencies. Following Armstrong (2006,
pp. 4-5), social awareness includes the following competencies:
1. Empathy: Sensing others’ feelings and perspectives, and taking an
active interest in their concerns.
2. Service orientation: Anticipating, recognising, and meeting customers’
needs.
3. Developing others: Sensing what others need in order to develop, and
bolstering their abilities.
4. Leveraging diversity: Cultivating opportunities through diverse people.
5. Political awareness: Reading a group’s emotional currents and power
relationships.
Tallón and Sikora (2011, pp. 40-41) also categorise emotional competencies as personal
and social. Self-knowledge, security, self-control, adaptability, sincerity, optimism,
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initiative, motivation to achieve a goal and resistance are the main personal skills that the
author mentions. In addition, the main social skills the authors refer to are the following:
understanding others, political consciousness (which alludes to who has the power in a
group), communication, cooperation, leadership, influence and conflict resolution.
Research has proved that being emotionally intelligent and being able to recognise
emotions and control them avoids depression and anxiety, and therefore human beings
feel better in themselves and in their surroundings (Cherniss et al., 2006; Ciarrochi et
al., 2003, 2006; Cicchetti et al., 2000; Elias et al., 1991; Petrides & Furnham, 2003).
In this sense, emotional education needs to be understood as a continuous process that
highlights emotional competencies as an essential element of human development
(Bisquerra Alzina, 2010, pp. 11-12).
However, in general, emotional and social competencies are not paid special
attention in tertiary education (Tsay & Brady, 2010; Wang, 2009). For this reason, this
article will focus specifically on the acquisition of emotional competencies such as
the development of social awareness and critical thinking since we are interested in
observing the feelings and opinions students have when they analyse authentic texts on
race and gender. By authentic texts we mean those that are used in real-life situations
with a determined communicative purpose.
The main abilities that the term emotional competencies highlights are the following:
being aware of one’s emotions, having the capacity to observe and understand
others’ emotions, using vocabulary related to emotions, being able to be emphatic,
distinguishing the subjective emotional experience from the external expression of
emotions, having the capacity to negotiate negative emotions, giving importance to
emotional communication, and being efficient in the control and expression of emotions
(Barblett & Maloney, 2010).
Of the different emotional competencies and social competencies in particular, we
are especially interested in the development of social awareness (Armstrong, 2006),
i.e. sensing empathy and understanding what others are feeling. The development of
this social skill implies that students need to contrast the social situation presented in
these texts with their own and develop attitudes of solidarity; our interest in this area is
motivated by two main factors:
Firstly, this competence is useful for making students aware of the social situations
portrayed in the texts used in the classroom. In this sense, race and gender are introduced
into the language classroom due to the characteristics of the texts selected for the analysis
and consequently, two global and social issues are used as an excuse to learn vocabulary,
check reading comprehension, put visual grammar into practice, write essays, etc. These
activities concentrate primarily on two skills: reading and writing. Choosing texts on
specific global issues is very useful for students to learn new vocabulary related to the
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semantic fields of the texts under analysis. Moreover, the fact that they have to analyse
and be critical with the texts chosen means that they have to use advanced grammatical
structures in order to refer to the text in oral and written activities.
Secondly, we are interested in social awareness because the texts proposed allow us
to highlight students’ awareness of the opinions and feelings of their classmates. The
fact that students are asked to work in groups to do the textual analysis means that they
can discuss the content of the texts and can compare their different opinions on the
analysis and interpretation.
Working on the acquisition of emotional and social competencies at university
level implies the use of active pedagogies so that students can be active individuals
throughout the whole teaching-learning process and feel free to communicate their ideas
and feelings in the classroom. In this sense, active methodologies highlight interactions
between students and between the teacher and students. Furthermore, students learn
through the social contexts in which the different activities are developed and where
the communicative exchanges take place (Adams & Hamm, 1994). Consequently,
active methodologies benefit both teachers and students since both share the role of
protagonist in the teaching-learning process and learning takes place by doing (Johnson
et al., 2007; Shimazoe & Aldrich, 2010). In addition, learning is effective because it is
not only content that students learn but also skills that they can use in the workplace and
in their personal lives.
Contextualising the Study
The main objectives of this research are the following: (1) to use texts with social
content in order to work primarily on the acquisition of social awareness and critical
thinking inside a cooperative methodology, and (2) to highlight the importance of
basing university education on emotional competencies, particularly social ones, and to
observe if they change the relationships of power in the classroom.
Context
The activities presented in the following section were put into practice in the core subject
English Language V in the degree in English Studies (Grado en Estudios Ingleses) at the
University of Alicante. The end of this subject is that students acquire an advanced level
of English (level C1, CEFR) by developing the different skills. The subject is taught
four hours a week and each hour is devoted to work with different skills: academic
writing (the main cohesive devices and the main formal and functional aspects of the
primary text types are explored); revision of the main grammatical aspects that C1 level
implicates (e.g. passive voice, reported speech, inversion). Oral skills are also paid
special attention and one hour is used every week for students to do a collaborative oral
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presentation, and another hour is used for participation in a debate on the topic that the
oral presentation considers so that students can develop their critical thinking and talk
about global issues.
Participants
During the 2014-15 academic year, there were 125 students registered for this subject.
The majority were women (85%), and 15% were men. Most of the students are 21 years
old and have studied English as a compulsory subject in the first and second years of
the degree, which means that they reach level B1 (CEFR) in the first year and level B2
in the second year. The majority of the students want to work as primary or secondary
school English teachers, but there are also students who want to work as translators or
interpreters in Spain or abroad.
Methodology
Due to the high number of students registered in the subject, the teacher, who is also
the practitioner of this research, decided to use a cooperative methodology so that she
could be in contact with the group coordinators in order to better supervise the students’
learning process. Students were asked at the beginning of the academic year to organise
themselves into groups of five so that they could work together on the following activities
during the semester: the preparation of and participation in an oral presentation and
debate on a social topic, participation in two group tutorials, a group analysis of the
main cohesive devices found in Mandela’s Discourse of Inauguration as President, the
linguistic and visual analysis of a text on women and the writing of an essay on a text
on gender of their own choice.
Due to the limitations of length, in this paper we are just going to offer a detailed
description of two of the activities the students had to do during the semester (see
sections below). They have been chosen for their appropriateness to develop emotional
and social competencies, particularly social awareness. Our proposal is related to what
Martin (2004) calls positive discourse analysis because we intend to use texts that
contribute to bringing social issues into the classroom so that students develop their
critical skills and expand their knowledge about race, gender, justice, etc. In addition,
interaction in the small groups and in the classroom was always promoted with the
aforementioned activities.
Developing Social Consciousness and Emotional Competencies in a Language
Classroom: Practical Activities
Teaching should be connected with society so that students can see a clear relationship
between what they learn in the classroom and real life (Martínez Lirola, 2014). In this
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sense, choosing authentic texts on global issues offers the possibility to think about
different social issues such as racism and gender inequality aside from just learning
vocabulary about these topics, or using grammar in order to write and to speak about
them, etc. In fact, our teaching proposal in based on texts in order to present the relevant
information and to introduce the context in which these texts are produced and consumed
(de Sylva Joyce & Feez, 2012; Martin & Rose, 2012).
We consider that working with texts on social content in a language subject can
contribute to the development of different types of skills, including the social ones.
Moreover, these texts are appropriate for group work and motivate students to interact in
the classroom, which is essential for an active pedagogy. The following section explains
the way in which the teacher (who is also a researcher in this study) and the students
worked on racism and gender in a language subject at tertiary level.
The teacher decided to select two important global issues: racism, and the
representation of women in texts with visuals used by Non-Governmental Organizations
(NGOs) and advertisers. Authentic texts were chosen so that students could analyse the
main cohesive devices in English (see section below) and the main aspects of the model
of visual grammar proposed by Kress and van Leeuwen (2006) (see section below).
Introducing Race as a Social Topic in a Language Classroom
One of the main aspects of the subject English Language V is the development of writing
skills. At the beginning of the semester, the teacher explained the main cohesive devices
in English (reference, substitution, ellipsis, conjunction and lexical cohesion) and their
use was illustrated with examples from authentic texts. After that, students were asked
to read texts with social content on topics such as ecology, racism, fair trade, and human
rights, among others. In this way, students would develop critical thinking and social
awareness, which are essential skills for navigating the labour market.
The teacher was especially interested in deepening their understanding of racism and
of the representation of women in the media. An important activity for being critical
of racism consisted of analysing one of the best known speeches given by the South
African president Nelson Mandela, namely the one he gave in Pretoria on 10 May 1994
when he was inaugurated as president.
The classroom was divided into groups of five students, and each group was given
several paragraphs of similar length so that they could analyse the main cohesive devices
and rhetorical structures used by Mandela to express meaning and add vivacity and
emotion to the speech. The analysis of this text made students think about the divisions
between black and white people in South Africa during the apartheid period, and the
unfair behaviour that is involved in a racist ideology. There is no doubt that the topic
of this speech contributes to the development of critical thinking and social awareness
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because students have to analyse and discuss a text about a social reality that is quite
different from their own. In essence, they are invited to analyse a social context marked
by racism, exclusion and injustice through textual analysis.
Moreover, this activity highlights cooperation in a language subject because the fact
that each group was only given some of the paragraphs for the analysis meant that
they needed information from the other groups in order to understand the complete
discourse. In this way the final result of the activity depends on the work done by every
group. Hence cooperation is promoted in the classroom instead of competition.
When every group had completed the analysis of the speech, the teacher organised
a debate so that all the students could participate and express their opinions about
the existence or absence of leaders such as Mandela nowadays. Prior to the start of
the debate, each group discussed examples of racism that can still be observed in the
twenty-first century and possible ways to overcome them, and then shared their ideas
with the class.
At the end of the debate, the teacher emphasized that the Discourse of Inauguration
as President by Nelson Mandela (Asmal et al., 2004) is a clear example of a social text
that contributes to the development of a pacifist ideology. It was also pointed out that
Mandela is one of the most important leaders of the twentieth and twenty-first centuries
because although he was in prison for many years, his ideology was pacifist and always
in favour of reconciliation, justice and peace.
Introducing Gender to a Language Classroom
Twenty-first Universities should aim to incorporate the use of multimodal texts into
their teaching practices (those that use more than one mode of communication in order
to convey meaning, for example, written text and visual aids). The photographs used
in these texts allow students to think about global issues so that they can be critical of
certain topics and develop emotional competencies such as social awareness (Martínez
Lirola, 2013).
Working with multimodal texts requests that students be able to read visuals and
observe how the visual elements of each text combine with the written language. The
model proposed by Kress and van Leeuwen (2006) was chosen and at the beginning of
the semester, the teacher explained the basic principles of visual grammar following
said model (information value, salience and framing). Consequently, students could
read the both the visual and the written texts and observe that the different linguistic and
visual choices are not made at random, but to achieve a predetermined communicative
end. Next, the teacher presented an outline with the main linguistic and structural
characteristics of the different text types, and their social purposes.
In order to practise with the theoretical principles already mentioned, students were
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asked divide into groups of five people, and were given a text on gender from the media
to analyse. The texts on gender issues covered topics such as the inequality women may
face in different parts of the world solely due to their gender, gender violence, and the
importance of women’s physical appearance in advertisements. Students had to analyse
both the importance of the cohesive devices used to express meaning in the written
language and the images of the women. Afterwards, students were asked to discuss
their opinions about the social reality presented in the text they were given and to write
a paragraph summarising the group’s opinion.
On the one hand, the groups that analysed texts from NGOs concluded that the
general tendency is to represent women as victimised and passive, in need of help
from countries in the West. On the other hand, the groups that analysed text from
advertisements observed that generally women are represented as objects of desire in
order to promote a product.
At the end of the semester, students were asked to select a text on gender which had
visual content. Then the students were asked to write an essay based on the text they had
selected. This meant that students had to put into practice what they had learnt during
the semester, i.e., to analyse the main cohesive and visual devices in a text concerning
a social issue. The choice was theirs so that they could put the skills of decision making
and being leaders in their learning process into practice. They had to use the different
cohesive devices in their essay to ensure that the text was clear and fluent. Moreover,
they had to express their opinion and analyse their chosen text in order to work on
critical thinking and establish relationships between the different aspects of gender
discussed in the classroom.
Discussion
The kind of activities presented in this article are used in a language subject based on the
teaching of authentic texts to highlight the importance of including global issues such
as race and gender in the curriculum. Choosing authentic monomodal and multimodal
texts contributes to bringing social topics into the classroom as a way of establishing a
clear connection between what happens in the classroom and real life. In this sense, the
University of the twenty-first century aims not only to teach content but also skills such
as social awareness, respecting diversity, conflict resolution and leadership.
Teaching a language course to students who are advanced learners offers the
possibility of choosing various global topics in order to work on semantic fields,
grammatical constructions and discussion topics. When teachers choose texts on social
content such as poverty, war, globalisation, gender inequalities, racism, human rights,
etc. they intend to highlight students’ critical thinking because the analysis of the texts
selected makes students reflect on the possible facts that are behind these texts, such as
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economic interest, power, discrimination, or injustice (Martínez Lirola, 2013).
Moreover, social awareness is promoted as an important social skill because the
different activities proposed make students aware of social situations that are different
from their own. They allow them to approach and understand others who are different
from themselves and feel that they are active citizens in a global society where individual
and cultural differences have to be taken into consideration. In this way, the activities
proposed contribute to the acquisition of emotional competencies by developing social
awareness, empathy, respect for diversity, and active listening.
The combination of global issues and a competence based teaching proposal such
as the one presented in this paper offers the chance to promote diversity and to present
many perspectives in the language classroom (Bajaj, 2008). The positive effects that
the introduction of global issues has had in the classroom are far ranging. Students
participate more, attendance is better and they have higher levels of motivation.
Introducing the analysis of texts concerning social issues in the classroom makes
students aware of the need for social transformations in the world and encourages them
to assume an active and critical role as citizens of the twenty-first century (Barahona
et al., 2013). Choosing texts on racism and gender representation are also useful for
working with students on the prejudices some people have against people from other
races, on gender discrimination and to discuss the benefits of cultural diversity.
The different activities presented above intend to help students think about different
ways of discriminating against human beings (through race and gender). Further to this,
the importance of stopping discrimination in all forms and of treating human beings
equally no matter what their race, sex or social class is emphasised.
Organising English Language V to improve the students’ understanding of social
issues such as racism and gender also allows for the introduction of topics related to
human rights and justice in a language subject. In this way, the curriculum makes the
importance of global issues and their relationship with values and social competencies
explicit. In fact, teaching content involves teaching skills and developing the social
nature of education. To this end, students were invited to observe their feelings when
analysing texts on racism and gender so that attention was paid not only to the linguistic
and visual content of the texts but also to the emotional potential they possess to have
an effect on students as active analysts.
In addition, choosing current social issues and designing activities that combine
the development of oral and written skills gives students the opportunity to participate
actively during the teaching-learning process at the same time that they develop their
awareness of the need to be active citizens of the twenty-first century. The fact that
students have to discuss topics with their classmates and express their opinions about
the different realities that the different texts portray forces them to put into practice
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being respectful regarding the different opinions that their classmates might have.
Conclusions
The teaching proposal presented in this article highlights the importance of teaching
using texts concerning social issues so that emotional and social competencies are
promoted in the teaching-learning process. Materials and curriculum topics for class
discussions were chosen while considering social topics and the way in which social
awareness could be taught to students. Therefore, using texts with social content
contributes to the acquisition of emotional competencies, particularly social skills. This
paper has concentrated on the importance of generating social awareness through the
use of texts with social content so that students can be critical and committed citizens
of the twenty-first century.
Highlighting a methodology and a teaching proposal based on the acquisition of
skills as well as content highlights that what is taught and learnt in University classrooms
should have a direct relationship with the demands of modern society, and specifically
with demands of the workplace. Moreover, the activities and the methodology proposed
show that the subject is student-centred rather than teacher-centred, i.e., students are the
protagonists in the teaching-learning process.
Basing the subject on social content facilitates the development of students’ social
awareness and responsibility because they are aware of different social realities and
even observe examples of social inequality and injustice in some cases. Consequently,
they advance in the process of being a global citizen by opening their minds to social
realities that are different from their own.
This article is a proposal for the design of activities in a language classroom based
not only on the acquisition of knowledge but also on the acquisition of skills such as
empathy, critical thinking, social awareness and respect for diversity. Choosing texts
on social issues facilitates the acquisition of said competencies. Furthermore, these
teaching practices emphasise the democratic principles related to equality, social justice
and awareness, and solidarity, among others. By teaching in this way, society and the
collective consciousness of twenty-first century citizens will be improved.
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Abstract
The present paper proposes an examination of instances from Lewis Nkosi’s novel
Mating Birds (1983), in order to show how the text exposes racism under apartheid
through the balanced use of language and silences. Firstly, there is an exploration
of issues concerning the relationship between society and apartheid from a
historical perspective – this is crucial to understand how space becomes relevant in
the configuration of the narrative. Secondly, the analysis focuses on two questions:
a) how the English language created a hybrid protagonist whose lack of belonging
is the ultimate consequence of apartheid; and, b) how meaningful silence is for
the interpretation of the novel. In the interaction that takes place among the uses
of language and silence, social space and apartheid policies the author revives
features of the South African oral tradition in a narrative that combines future,
present and past in “an ever-unfolding now” (Edwards, 2008, p. 41).
Keywords: Mating Birds; Lewis Nkosi; apartheid literature; language and silence;
orality.

Resumen

El presente trabajo examina instancias de la novela de Lewis Nkosi Mating Birds
(1983), para mostrar cómo ésta expone el tema del racismo durante el período de
apartheid a través del uso del lenguaje y los silencios. Primeramente, se exploran
cuestiones relativas a la relación existente entre sociedad y apartheid desde una
perspectiva histórica–esto es crucial para comprender cómo el espacio adquiere
relevancia en la configuración de la narrativa. Luego, el análisis apunta a responder
dos preguntas: a) cómo la lengua inglesa permitió la creación de un protagonista
híbrido cuya falta de pertenencia es la consecuencia final del apartheid; y, b) qué
significativo resulta el silencio para interpretar la novela. En la interacción que
tiene lugar entre los usos del lenguaje y del silencio, el espacio social y las políticas
del apartheid, el autor revive las características de la tradición oral sudafricana en
una narrativa que combina futuro, presente y pasado en “un ahora permanente”
(Edwards, 2008, p. 41).
Palabras clave: Mating Birds; Lewis Nkosi; literatura del apartheid; lenguaje y
silencio; oralidad.
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A SOURCE THAT allows for an insight into the production of South African author
Lewis Nkosi is the interview by Janice Harris published in Weber Journal in 1992. On
this occasion, Nkosi stated, regarding the key issues of his work, that “Mating Birds is
partly about narrating”. This narrative takes place in the South Africa of the 1950s and
1960s under apartheid, a fact which acquires significance considering the author’s life
and the moment when the novel was published.
This paper discusses how the consequences of this brutal system pervade the
characters’ actions and shape a narrative which is loaded with meaningful silences; the
unsaid becomes as important as that which is said. This special treatment of language
and silence allows the author to discuss racism, one of the most important themes in the
novel, and it encourages reflection on orality, a characteristic feature of South African
literature. The interaction between what is said and what is silenced creates a balance
that shows a profound concern with the oral nature of the human word.
This paper explores instances in the text that unveil deep meanings in the use
of language and silences, especially considering the fictional setting and the time
of production, showing that both the said and the unsaid have a huge potential of
interpretation. Thus, literature becomes a contesting place to reflect upon the system of
apartheid and its consequences.
Apartheid and Mating Birds
Reading Mating Birds from a post-apartheid perspective calls for a retrospective review
so as to understand key points of the novel. In the preface to the 2004 publication, the
author makes reference to the fact that Mating Birds was “about the racial divide in the
1950s and the 1960s” and the time of publication inserted this work “into the politics of
the 1980s in South Africa” (Nkosi, 2004, p. 8). It is also remarkable to notice how some
biographical elements regarding the author’s life add further significance to the question
of time and place in this work.
Born in 1936 in Durban, South Africa, Lewis Nkosi was part of the intellectual group
that wrote with a style of their own about the realities of apartheid and its aftermath. As
Shostak (2005) argues, Nkosi was granted a scholarship to study at Harvard University
in 1960 and in order to leave his country—the government would not allow him to
go otherwise—he had to agree never to come back. His work in exile added a special
perspective to his view of South Africa and it left a mark in his prose. This might explain
why the author chose such fictional setting considering that the politics of apartheid
lasted for nearly forty years considering the period 1948-1994.
As Conçalves (1998) claims, 1948 is the year when apartheid was “implanted”
with the victory of the National Party. It “became something more than mere social
segregation. It was a system that moulded South Africa at all levels” (p. 353). It ceased
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to be a collection of racist practices to acquire legal status; specific laws were passed to
separate the different social groups always in detriment of the black majority. Conçalves
(1998) speaks of the laws that ruled the working conditions of black people and the
restrictions imposed on them regarding their free mobility within the boundaries of the
country:
After 1960, the government launched the policy of the bantulands: a group
of micro-states was created, spreading along 13% of the territory, and the
black population was deprived of their South African citizenship; from
that moment onwards they would only be citizens of those micro-states,
although they could be allowed to reside and work in white South Africa
(1998, p. 353).
In this way, the blacks were considered non-citizens outside their bantulands and could
not have any claim to make to the government. Bantulands citizens were considered
temporal population when they left their homes to work or visit white South African
territories, being forced to carry their passports and queue up for verification every
single day. The protagonist in Mating Birds gives the reader a powerful image of how
the simple routine of going to the beach could become a tortuous process:
When the bus finally pulled up at the Durban station, there was the
usual squad of iron-faced police waiting to check the identity documents
of alighting passengers—passengers whose passes were not in order,
passengers whose permits to live in the city had expired, those without
any visible means of employment. In short, myself and thousands of others
like myself, who lived a life of enforced idleness and criminality.” (Nkosi,
2004, p. 97)
Chapter 10 in the novel also explores the issue of forced mobility from the protagonist’s
perspective as a former member of the Zulu community, the major ethnic group,
according to Conçalves (1998), who stresses the fight of the Zulus in “risk zones” (p.
369) and describes their struggle to remain an autonomous force. Sibiya speaks of the
white soldiers who came with bulldozers to carry out the “remorseless destruction of their
ancient village” (Nkosi, 2004, p. 53). The image of the native lands, inherited through
generations, now in hands of white groups with economic and urban projects which did
not include the Zulu, and the concern of Sibiya’s father to keep the family together by
moving to another village is undoubtedly a very strong representation of how the lost
space acquires a new value. Space in this specific context is all important to understand
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one of the key metaphors in the novel which is that of the mating birds. The feeling
of not belonging, the loss of the native lands, segregation and the final trespassing of
legal borders are presented as antagonistic images in contrast to that of the birds outside
the protagonist’s cell, free in the sky, flying and mating as they wish. Edwards (2008)
speaks of a “double consciousness” (p. 139) in this process of hybridisation and brings
back the image of the African voice that is “poisoned by the blood of both [African and
European] and caught between cultures” (p. 139) in a recalling of Derek Walcott’s poem
A far cry from Africa.
What is Said: Deep Meanings in the Use of Language
In this section, the focus is on the use of language: what is said and how, its implications
and connotations. In agreement with Phillipson’s view, who speaks of a need for “scrutiny
of how language contributes to unequal access to societal power and how linguistic
hierarchies operate and are legitimated” (1997, p. 239), it is possible to argue that in
the novel, the language imposed by the whites disseminates the policies of apartheid by
making explicit the laws of segregation. In this way, language constitutes a means for
the perpetuation of difference and racism, and it becomes the vehicle for the narrator to
pinpoint the existing differences between the groups.
The novel offers different instances for the reader to experience the power of the
word, especially the power of the word uttered by the whites in their relationship to the
native population. The most striking example in connection to the use of language to
materialise laws may be the use of signs to divide areas on the beach. The narrator speaks
of “the inevitable notice-board bearing the legendary warning: BATHING AREA—
FOR WHITES ONLY!” (Nkosi, 2004, p.14). In an interpretation of the relationships
between space and the characters in the novel Cole (2008) speaks of how spatial
metaphors are used to reinforce the impossibility of interracial contact. He argues that
ultimately the beach represents apartheid in the sense that it perpetuates segregation
and racial division. “With visible signposts that constitute the line of demarcation”
(Cole, 2008: 94) apartheid laws are made clear to everyone. Words are not only said,
but also printed on boards and displayed in public spaces so that the policies which
sustain apartheid become part of the landscape and thus, they are always present in the
collective consciousness.
In regard to the use of language for the representation of laws and how they are
perceived by the protagonist, it is worth noticing how the author highlights the power
of the white dominant group by means of capitalisation. When Sibiya describes his first
sight of Veronica he recalls: “...when I came across the English girl, I saw only what
White Authority, with the aid of so many laws and legal penalties, had forbidden me to
see. Another human being” (Nkosi, 2004, p. 14). This excerpt proves the satirical tone
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of the capitalisation of White Authority at the same time it breaks down all possible
barriers in regard to the human question. The narrator clearly states that in spite of all
laws, possible penalties and legal issues, what happened that day on the beach is that he
saw a woman he felt attracted to.
A second example to illustrate the use of language comes with the introduction of
Dr Dufré, who embodies the western tradition of science. He tries to explain the logic
behind the crime that has brought Sibiya to jail. Paradoxically, Dr Dufré becomes one
of the most important presences during Sibiya’s confinement and his participation in
the narrative is on many occasions connected with the power of the word to name and
explain. In this regard, it can be argued that the author transforms his text in a place of
contestation since the protagonist will fight this white power keeping some memories
to himself and choosing to play around with others so as to keep his listener interested:
“I said nothing about the white girl at the Mzimba shopping centre. I suppressed the
incident altogether. Why? I suggest that an answer to that question would open for
Emile Dufré new and interesting areas for investigation” (Nkosi, 2004, p. 52).
It is also true that Dufré represents an antagonistic viewpoint when compared to the
natives who come to see Sibiya in jail. When describing Dufré’s speech, the narrator
states that “his phrasing is measured but pleasureless. It is efficient but devoid of human
poetry” (Nkosi, 2004, p. 37). In what is clearly a critique of the effects of the English
language as a means for colonisation, the author allows his narrator for an incredible
reflection on this matter: “Doctor Dufré’s English […] is without a doubt the language
of police inquisition and torture. It has none of the felicity of verbal play, none of the
sexual brevity of human speech” (Nkosi, 2004, p. 37). The English spoken by the doctor
has inevitably transformed Sibiya too, as a result of the many years of education within
a system imposed by the Europeans. At this point, the protagonist clearly notices a
difference between his own speech and that of the natives and understands that such
difference has ostracized him. He belongs neither to one group, nor to the other: it is the
realisation of his true alienation based on the use of the English and Zulu languages. He
has been hybridized and now he does not belong to any group:
“… these people listen not to the words I speak but to something behind
the voice […] I do not speak like them. […] And from this style alone,
because of centuries of practice in forming judgment of human character
on the basis of human speech, by the time I leave, my visitors seem to have
concluded that I am not to be trusted; my ways are no longer their ways.”
(Nkosi, 2004, p. 24)
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What is Silenced: The Unsaid and its Implications
A crucial element that communicates in silence is that of the gaze. In the preface to the
novel, the author expresses his wish to write about the gaze as a means for exploring
deep feelings that cannot be materialized into words, especially those of the protagonist
towards Veronica. It is also possible to speak of the gaze and the other in relation to
the point made in the previous section. The moment Sibiya realises that his use of the
language makes him different from his native folk is when he notices how they look at
him in silence:
“my African visitors say nothing […] Above all, they observe. I can see
them watching me when they think I am not looking […] the message is as
clear as if they had spoken. I am not to be trusted. Even if I am to die for
them I no longer exist” (Nkosi, 2004, p. 24).
The Zulu communicate in silence but their message is perfectly understood: Sibiya feels
the weight of such a gaze and understands his fate. The author establishes a contrast
between the Zulu and the English by referring to the way the latter speak and the former
see. This is interesting especially if analised from the perspective of authors such as
Boehmer (1995), Edwards (2008) and Ashcroft, Griffiths and Tiffin (1989) who discuss
the relationship between Europeans and colonised peoples in the context of postcolonial
literatures: the whites have the power to name and dominate and what is left for the
natives is to watch in silence and see the transformation. The final product will be a
person they will not be able to identify with any longer: “...my ways are no longer their
ways. They have come to the view that I am now as foreign to them as the white girl”
(Nkosi, 2004, p.25).
In regard to how silence becomes a mechanism to deal with racism, Guignery states
that silence “is a language of its own which also has psychological, emotional, ethical
and political implications.” (2009, p.1) and that in twentieth century literature silence
can be considered a device to show distance from the horrors brought about by events
such as the world wars, the holocaust and colonisation. In Mating Birds Nkosi seems
to employ silence with a similar intention. Disillusion with the white man and betrayal
are too powerful for the Zulu to speak about; interracial love and free sex are taboo in
a society that lives under apartheid: Sibiya reflects on the fact that “the real point of
this trial was not the rape of a girl but the colour of the alleged rapist as much as that of
the victim” (Nkosi, 2004, p. 29). Distance is necessary to alleviate the burden of these
issues and so the author makes use of silence as a strategy for the communication of
that which cannot be uttered. At the same time, silence is used to reinforce an idea the
protagonist introduces in chapter 5 when he speaks of the “racial undertones” (Nkosi,
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2004, p. 27) of his case. Segregation and racism end up being notoriously heavy to deal
with and consequently the character decides “not to labour that point” (Nkosi, 2004,
p.27). The racial undertones of the case make people at court uncomfortable, and though
Sibiya stands in that room as the victimiser for the crime of rape, at the same time, he
becomes the victim of the collective crime of racism.
A final example in regard to the question of the unsaid is the previously mentioned
metaphor of the birds mating outside the protagonist’s cell:
The mating birds caw, they whir and whirl outside my window and the
smell of fresh spring sharpens the air with its lush, acrid promise. All the
same, it is mostly the birds pairing in the open sky that remind me with a
vivid poignancy I rarely feel these days why I’m locked up in this tiny cell,
awaiting death by execution. (Nkosi, 2004, p.11)
The fact that this metaphor is introduced at the very beginning of the novel and is then
referred to again at the end after the narrator has told his life story is highly significant
and it even stands out to give the novel its title. This circularity is reminiscent of the oral
tradition in South Africa and it may be understood in Edwards’ words when he states
that:
In oral cultures, information is connected with immediacy and relies on
ritualized practices of memory [...] past and present are not separated from
each other. This is because history lives on (it is restored) in every utterance.
Since memory does not work like lineal time or a chronology, the past
seems forever preserved in the present utterance. The language use of oral
cultures appears to compress time in an ever-unfolding now (2008, p. 41).
The birds mating outside Sibiya’s cell represent freedom: freedom to fly, to love, to mate
regardless of the complications of human political systems. The metaphor becomes the
lenses through which Sibiya can see his present and analyse his past. The metaphor
of the mating birds seems to speak much more than what the protagonist can actually
express. What is said is not enough to express the implications behind the use of this
metaphor. The birds are not only the birds, they are also himself, they are Veronica in
his arms, they are the political prisoners that inhabit the same facility that has been his
home for the last weeks. Ultimately, the birds are a metaphor for the repressed desire for
freedom that black South African people cannot voice out under apartheid.
The question of the mating birds and the unsaid takes us to the realisation that there
are moments in the novel when silence predominates. For instance, it may be argued
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that a significant moment of silence revolves around the events concerning the affair
between the protagonist and the white woman. The narrator claims to have met Veronica
for the first time during the “silent, torpid hour of noon” (p. 11) when people go for lunch
or seek refuge out of the hot weather. This silence seems to foreshadow a key feature
of this relationship. It is silently that the protagonist’s obsession begins and in the same
way his lust grows until he consummates the encounter. Silence anticipates prohibition
and censorship. All the instances that build up the steps to the alleged crime seem to be
hidden behind a wall of secrecy. However, the subsequent events associated with the
arrest, trial and conviction of Sibiya, as well as the media coverage (Nkosi, 2008, pp.19,
27, 34,136) acquire a contrastive resonance, producing a unique narrative effect.
Exposing racism continues to be the most significant consequence for the use of
silence as a literary device. Sibiya cannot escape his fate and so he is to die in a cell for
a crime whose real evidence remains far from the reader. The opening of the last chapter
is an overwhelming declaration against racism at large:
Death, at any rate, for the unpardonable crime of having been born black
in a world where White Is Right and White Is Might. […] I’ll die a victim
not of this white woman’s lunatic lies and my own worthless passion […]
No, I’ll die of a vaster, deeper, more cruel conspiracy by the rulers of my
country who have made certain knowledge between persons of different
races not only impossible to achieve but positively dangerous even to
attempt to acquire. (Nkosi, 2004, p.137)
Conclusions and Further Discussion
Mating Birds is an opportunity for readers to examine the period of apartheid from a
different angle. The use of language to discriminate against people and to make legal
certain actions together with the use of silence to expose racism produce an unforgettable
effect. Covertly, the author seems to aim at a more profound objective: to make his
audience realise the devastating consequences of this brutal system and how a minority
with sufficient power to impose their voice could bring the native majority to their knees
as they were silenced and forced to watch.
There are many more instances that support this idea and it is also possible to analyse
the novel making focus on different approaches to literature. It would be certainly
interesting to attempt a study in which gender relations are questioned. A gender-based
perspective would find points of entry in certain moments of the novel to establish how
the relationship between Sibiya and Veronica was doomed from the start and the alleged
rape becomes a metaphor in itself. A psychoanalytical approach would most probably
focus on the reasons for Sibiya to lure after a white woman and how the same system
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that prohibits such encounters is the one that encourages them. A Marxist reading would
delve into the question of white power and how the main character tries to grasp some of
it by having sex with a white woman. Barry (2002) contributes with a didactic method
to use these theories approaching the literary work from angles that could enhance a
deeper reading. These are all possibilities for further research that would help shed light
on the main themes presented in the novel.
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Book review
Teacher-Researchers in Action
Edited by Dilikitas, K., R. Smith and W. Trotman, IATEFL Research Special Interest
Group, 2015, Pp. i-438, ISBN 978-1-901095-71-5
Teacher-Researchers in Action was published following the 2014 IATEFL Research
Special Interest Group Conference which took place at Gediz University in Turkey
and offers a compilation of short but insightful classroom-based inquiry reported by
teachers in higher education settings. The book is divided into three parts: part one
provides a theoretical framework for classroom research emphasising the active role
of the teacher in influencing and defining praxis; part two showcases a series of short
but well thought out interventions, illustrating how teachers can become engaged in
classroom-based enquiry. Finally, chapter three considers how teacher-researchers can
be supported and what can be done in order to develop and use their research skills to
enhance the teaching and learning experience.
A wealth of resources has been produced on the topic of teaching and researching
over the years and although these two areas of professional practice still appear to be in
conflict for many ELT practitioners in several parts of the world, the book becomes a
good example of how intrinsically connected these aspects are. Such interconnectedness
between teaching and researching is developed in part one, consisting of four chapters,
where the reader is led to consider the aspects of collaborative practice (A. Burns),
the role of understanding for both teachers and learners through Exploratory Practice
(D. Allwright), exploratory action research (R. Smith) and how teachers can become
effective researchers of their own practice. The purpose of this part is not only to
introduce the topic of the book but also provide a conceptual framework emerging from
the grounded experience of practising teacher-researchers. As such, part one illustrates
how theory proceeds and informs practice and it becomes a prime example of the
‘liberating’ effects of classroom action research and exploratory practice, a topic which
has been visited and revisited in many sources.
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Part two comprises 18 case studies ranging from the role of corrective feedback and
lesson observation to enhancing motivation through reflection, and language anxiety.
These are concise reports of classroom-based research where teachers took an active
role to improve their teaching actions and their students’ learning experience. All the
case studies featured in part two manage to highlight the fact that when teachers adopt
an inquisitive approach and are willing to use their practice as a research tool, it is
possible to identify problems, use reflection to design pedagogical interventions to
address such problems, apply those interventions and then critically evaluate results.
What is important about these studies is that the topics of the case studies in part two are
very relevant to EFL practitioners regardless of the level of instruction or educational
settings where they teach as some of the topics are rather ‘universal’ and, therefore,
of general interest. Bearing this in mind, part two becomes an example of researchinformed teaching where teachers, instead of using theoretical postulates formulated
by others, generate their own theories depending on the characteristics of their teaching
contexts to meet the needs of their students more effectively and to develop their own
professional skills. It is evident after reading part two that classroom research becomes
a good, if not the most effective, tool for continuous professional development.
Part three is made up of five chapters and although the rationale underpinning their
inclusion is not made explicit, it is possible to notice that the over-arching linking
feature is future directions for classroom-based research in terms of both topics and
initiatives to promote and support teacher-researchers. For instance, the opening chapter
in part three deals with the problem of attribution retraining, which is identified as one
of the under-researched areas in the field of Second Language Acquisition. Although
there is no actual case reported in this chapter, the review of literature alone has a
potential to create an agenda for future inquiry. The other chapters within part three
deal with programmes attempting to develop a capacity for inquiry-based teaching by
presenting examples of and evaluating different initiatives within the Turkey context.
It is particularly interesting to notice that the experiences reported managed to increase
teaching cognition emphasising the fact that teacher-researchers are in a true sense
professional learners whose learning in situated in their own practice.
Overall the book provides some interesting food for thought and it calls for the
need to develop teachers’ research skills challenging the status quo, which, for a long
time, has been based on a dialectical tension between teaching and researching as a
binary combination. Whilst reading each chapter, it is possible to notice the benefits
of classroom-based research and how teachers can enhance both teaching and learning
outcomes. Detractors of this approach tend to highlight that the localised applications
of classroom inquiry makes it difficult to generalise findings and, therefore, question
the validity of the approach. Without looking at the fallacies of this argument, the book
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manages to convey the message that teachers who are researchers of their practice,
either in Turkey, Russia or Argentina, have a real potential to generate, transform and
re-interpret praxis.
Mario R. Moya
University of East London
m.moya@uel.ac.uk
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