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Abstract

This article summarizes and analyzes the findings of one aspect of a research project that explored a proposal
mediated by ICT, for the professional development of a group of teachers of English. The general objective of
the project was to analyze the effect of the proposal on the development of the listening skills, Intercultural
Competence, and professional development itself of a group of sixteen English teachers from several public
schools in Bogota. One part of the study focused on the teachers’ perceptions of the proposal. The other one
deals with the aspects that could possibly have an influence on the implementation of the proposal on the daily
teaching practice of the participants. The data were gathered through surveys, interviews, and logs, which
evidenced that even though teachers value the proposal for its meaningfulness and usefulness, they face
various kinds of difficulties and tension in its application.
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Resumen

Este articulo resume y analiza los resultados de un aspecto de la investigacion centrada en la exploracion
de una propuesta de desarrollo profesional mediada por herramientas de las TIC para docentes de inglés. El
proyecto tuvo como objetivo general analizar los alcances de la propuesta de formacién en el desarrollo de
la habilidad de escucha y de la competencia intercultural y en el desarrollo profesional mismo de un grupo de
dieciséis docentes de varios colegios publicos de Bogota. Una parte del proyecto indagé por las percepciones
de los docentes sobre la propuesta y sobre aspectos que pudieron influir en la implementacion de la misma en
sus practicas pedagdgicas cotidianas. Los datos se recopilaron a través de encuestas, entrevistas y logs que
revelaron que los docentes, aunque valoraron la propuesta como significativa y (til, enfrentan diversos tipos
de dificultades y tensiones en su aplicacion.
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Background

This study originated in the increasing need for
professional development programs among English
language teachers of public schools of Bogota and
in the need to incorporate the use of ICT in such
programs. Based on the demands of modern society,
center around technology for social, cultural, poli-
tical, economic, communication, and information
purposes, the research team decided that a professio-
nal development program could benefit teachers in
the acquisition of knowledge regarding ICT. The goal
was to orient their pedagogical practices so that they
could complement, enhance, and support their ideas
and performance. The idea of the professional deve-
lopment program that linked ICT with the English as
a Foreign Language Learning (EFL) originated in the
recommendation of a study done in Colombia that
detected a need to use ICT in preschool, primary
and secondary schools in our education system
(Caballero, Vera, and Prada, 2007).

Based on the research mentioned above, a group
of teachers from Universidad Pedagégica Nacional
in Bogota designed and implemented a professional
development program that aimed at improving the
listening skills and the intercultural competence of a
group of teachers from various public schools of Bo-
gota. To carry out this proposal, the members used
various tools that included the software “A Journey
to Britannia,” designed and validated previously
(Vera & Arias, 2008), several videos from the web,
and podcasts, especially the ones designed, posted
and uploaded by the same members of the group.

During this professional development program,
the researchers supported the teachers who parti-
cipated in the project in the design and creation of
podcasts, the design of activities to improve their
students’ listening skills and intercultural compe-
tence, and the reflection and discussion of the me-
thodological, cognitive, and metacognitive strategies
applied in those resources and activities.

Description of the professional development
program

o The software
As mentioned previously, the participants in this
study used software that included training with
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seven learning strategies and that focused on liste-
ning skills and Intercultural Competence (IC). In
addition, the software contained a game of roles that
allowed teachers, who were placed in a different era,
to carry out two missions in order to go back to the
21* Century. In this case, the British culture served
as the context to present the game and emphasis
was given not only to some formal aspects of the
English language such as word formation and pho-
netics, but also to those components of context that
could provide extra clues to aid comprehension of
ideas expressed in oral discourse. The conversa-
tions recorded by native speakers, were related to
the well-known legend of King Arthur. However,
because of time constraints, participants were not
able to actually get into this fantastic world and enjoy
accomplishing the missions.

In regards to the training of learning strategies,
they were taken from the extensive research done
by Oxford (1990). Each of those strategies serves a
special purpose and therefore, provides the teacher
with very helpful tools to improve their listening
comprehension skills. Let us now turn to a brief
description of them.

1. Reasoning deductively: this strategy deals
with phonetic aspects of the language such as
stress and intonation which help to determi-
ne if the speaker is producing new or given
information.

2. Language transfer: the focus of this strategy
is on the semantic aspect of the language
through instruction on both true and false
cognates.

3. Semantic groups: this strategy is also related
to semantics and it deals with the ability to
relate words that belong to the same semantic
family. It in turn helps to activate already lear-
ned vocabulary or acquire new one as well.

4. Key words: the aim of this strategy is to faci-
litate the learning of new vocabulary. This is
done by relating the new word in the L2 to a
word with a similar pronunciation in the L1,
and then creating a mental image in which
the two words interact somehow in a given
situation.
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5. Linguistic clues: this strategy facilitates
learning of vocabulary by using prefixes
or suffixes to understand word formation,
and also through the use of synonyms and
antonyms, the identification of the order of
adjectives, and inference of ideas.

6. Getting the idea quickly: by using this stra-
tegy, learners can reflect upon the processes
they go through when understanding general
ideas. Some of these processes are: focusing
on key words, identifying the kind of dis-
course, understanding ideas quickly without
comprehending the whole text, identifying
the speaker’s intention, etc.

7. Thought groups: this strategy is directly
related to grammar and it focuses on the
relationship that exists between different
types of clauses, in order to improve com-
prehension.

The learning strategy training provided tea-
chers with food for thought in terms of reflecting
upon new and very important tools they can offer
students in order to make their learning process
more effective, enjoyable, dynamic, and interesting.
Unfortunately, students do not always count on the
most useful tools to explode their learning process
to the fullest, so it is worthwhile to incorporate this
important concept in the language classroom.

* Podcasts
According to Fox (2008), Podcasts originated as
audio files that were uploaded to the internet and
that people downloaded onto a cell phone, mp3
player, or to a computer. They represent a valuable
pedagogical tool in the field of language teaching
due to the authentic source of exposure to the target
language they provide learners with, as opposed to
text-based activities.

Since the focus of the present study was to
provide teachers with some tools mediated by ICT,
podcasts posed a very interesting, authentic, and
handy resource to use in order to achieve the main
objective. The first step was for some of the resear-
chers to create their own podcasts about topics such
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as the Intercultural Competence. Thus, teachers had
the chance to listen to them and discuss about their
contents. The purpose of this activity was to provi-
de teachers with an example that could illustrate
the process to design a podcast so that they could
emulate it to create their own. Unfortunately, this
objective could not be fully achieved due to the fact
that only a minority of the participants in the study
actually did it. Nevertheless, teachers expressed
their satisfaction about being introduced to this
technological tool.

o Workshops and use of videos

As mentioned earlier, teachers were guided toward
the exploration of some of the learning strategies
proposed by Oxford (1990). They worked collabo-
ratively most of the time and with the orientation
of the teacher-researchers. The interaction that
emerged in the meetings was significant as it helped
teachers grasp the content of the sessions. Besides
working on learning strategies and after receiving
instruction on how to design podcasts, teachers were
shown some videos taken from YouTube. Based on
their comprehension of these visuals, they designed
lesson plans to use them as additional sources in
their English classes. Teachers who did not do this
task were given some tips on how to incorporate
the concept of Intercultural Competence in their
classes and help student develop their listening
skills as well.

The research question
Although the project examined different aspects of
the implementation of the methodological proposal
mediated by ICT and those aspects are reported
elsewhere (Vera, Olaya & Pérez, 2010), an area of
inquiry that was of particular interest to the re-
searchers was the perceptions teachers had of the
proposal and how they transposed the knowledge
acquired about ICT to their pedagogical practices.
Consequently, the following questions were for-
mulated:
o What are teachers’ perceptions of the me-
thodological proposal mediated by ICT in
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the development of their professional deve-
lopment?

« How do they transpose (if they do) the
knowledge acquired regarding the use and
application of ICT in English as a foreign lan-
guage learning?

The impact of this study lies on the fact that we
could evidence the difficulties teachers of public
institutions face when dealing with professional
development programs and the factors that may
facilitate their learning processes. Based on the
results, we propose a teacher professional develop-
ment program that integrates the use of cognitive
and metacognitive skills, the use of ICT and the
creation of communities of knowledge that share
new methodological ideas.

Theoretical framework

Teachers embracing ICTs: key factors
Research on teachers’ proneness to incorporate ICT
in their teaching repertoire has revealed that both
exemplary and non-exemplary practices depend on
a multiplicity of factors that relate to teachers” per-
ceptions, attitudes and beliefs about ICT (Wolcott,
2003 as cited by Adria and Rose 2004), the school
culture, education policies (Gray et al., 2007) and
the accessibility and involvement in ICT profes-
sional development courses (Schibeci et al., 2008).
With respect to attitudes, perceptions and beliefs, a
recurrent theme in the literature relates to teachers’
fears that they may be displaced and even replaced
by technology (Li, 2007). This fright has produced
what the literature calls the ‘over-sold, under-used
phenomenon’; that is to say, a great investment in
the purchase of computers that are not being used
by teachers (Cuban, 2001 as cited by Li, 2007).
Adria and Rose (2004) indicate that teachers also
feel unsecure about controlling teaching and lear-
ning practices when using technology and that even
tenure and promotion practices will be uncertain.
The authors indicate that educators who share this
perspective view ICT as a threat to their professional
identity and autonomy and therefore would become

28 m

reluctant to incorporate them in their classrooms.
Teachers’ consternation centers on the idea that they
will have “to abandon many conventional practices
and relationships and perhaps find new ways to
define themselves and what they do, and this is
difficult” (p. 55).

Jamieson-Proctor, Burnett, Finger, & Watson
(2006) add that teachers’ predisposition to use ICT
to align and transform the curriculum also relates to
their degree of confidence. The authors emphasize
the role of gender differences and teachers” age. In
their study, older educators and females were less
confident to employ ICT than young teachers and
male educators. According to the authors, the fin-
dings have important implications due to the fact
that a high percentage of the teacher population
where the study was done is composed by females.

Becker (2000) highlights the importance of
considering teachers’ philosophies and their be-
liefs with respect to teaching and learning with
computers, and emphasizes the need to study if
students’ academic attainment can be attributed to
the use of computers by teachers. Similarly, Web
and Cox’s (2004) literature review suggests that
teachers’ values and beliefs about the impact of ICT
on learning play an important role in the adoption
of such technologies. This factor is also emphasized
by Adria and Rose (2004) who believe that when
teachers see conflicting views or slight evidence of
improvements in learning due to technology, they
tend to question the efficacy of such innovations.
In this train of thought, Robertson (2003) supports
the view that teachers should be encouraged to pose
critical questions regarding the role of technology as
they are usually uninformed and are denied oppor-
tunities to scrutinize “the motives, power, rewards,
and sanctions associated with the unscrupulous
marketing of information and communications
technology (ICT)” (p. 280). In her view, it is not
judicious to think that teachers oppose technology,
but that they develop a feeling of insufficiency when
they lack the support to face the challenges posed
by technological use in education.

Franklin’s research (2005) indicated that teacher
preparation and teachers’ philosophies influenced
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computer use by elementary teachers and their stu-
dents. The study pointed out that although recent
graduates apparently used computers, it could not
be interpreted as if they had developed computer
pedagogical content knowledge and skills. The
author stated that it is not sufficient for teachers to
know how to operate a computer, but to design and
implement learning opportunities maximized by
technology: “simply knowing how to use compu-
ters for one’s personal use is not synonymous with
knowing how to teach with technology” (p. 27).

Orienting teachers in the enhancement of their
practices by means of technology has been an
education policy enforced in many countries. In
fact, the World Conference of Higher Education
organized by UNESCO in 2009 (UNESCO, 2009)
recommended that nations strengthen the peda-
gogical knowledge of teachers with regard to ICT,
encourage research on this area and improve the
infrastructure required for the proper connectivity
in education settings.

England, for example, is one country that has
undergone a series of policies to transform learning
and teaching practices. Gray et al., (2007) reviewed
the governments strategies to help teachers employ
ICT since 1980 until the present and concluded
that despite efforts “there is a tension between
compulsion and choice; between the demand and
transformation of teaching and learning and the
exhortation to teachers to determine for themselves
when ICT can be best used to enhance their practi-
ce” (p.409). Two key aspects are also emphasized by
the authors. One suggests that time is a determinant
factor in the development of pedagogical skills to dig
into the myriad of possibilities technology offers.
Schibeci et al. (2008) also highlight that change re-
quires time and that the administrations of schools
must support teachers for longer periods of time
so that they develop enough confidence to master
technological skills, select appropriate software and
integrate ICT in the curriculum. The second factor
that Gray et al., (2007) emphasize is called ‘at need
support’ It refers to attempting to include training
opportunities that meet the particular needs and
learning styles of teachers.
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As Gray et al., (2007) and Robertson (2003) po-
int out; there is a tendency in the discourse about
teachers and ICT and particularly in teachers’ pro-
fessional development programs to position them as
deficient or resistant. However, the authors caution
the readers about the working and living conditions
of teachers. The overwhelming number of tasks tea-
chers have to confront at school may also be a factor
that could undermine the implementation of ICT
policies. Even considering teachers” willingness to
use ICT, there are “the unrealistic demands on time”
(Gray et al., 2008) which impede that teachers make
the necessary arrangements to have periods they can
use to prepare for the use of ICT. Roberts (1998 as
cited by Gray et al., 2007) had already stated that
“teachers will only try out what they are confident
they can cope with” (p. 305).

Another aspect discussed in the literature about
teachers and innovations, in this case the use of
ICT, refers to the lack of trust on initiatives that are
generally imposed from the outside and that usually
ignore teachers’ sense of self-agency. Teachers will
tend to transform those areas identified by them.

Perhaps what matters most is the individual
teacher’s ‘feel’ of how the changes which they are
making are meeting their own personal priorities
and needs; the technology becomes a tool in the
ongoing organic development of the teachers’
practice, rather than an instrument of imposed
transformation (Gray et al., 2007, p. 425).

Similarly, collaborative work among teachers,
peer-support and networking seem to influence the
willingness of teacher to engage in the use of ICT. If
the school culture fails to promote team work among
teachers, solo enterprises will tend to vanish. On
the contrary, contexts that involve teams of teachers
who work together on commonly agreed tasks are
more powerful in transforming education practices
(Tytler, Syinington, Malcolm, & Kirkwood, 2009).
This view is also shared by Schibeci et al., (2008)
who add that in order to prepare teachers to use
ICT, professional development programs require
a vision of the teacher as an adult learner, and that
these programs require extensive periods of time
shaded by collaboration and reflection. The authors
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propose a framework to help teachers gain confi-
dence and skills in the use of ICT. The framework
is composed of four basic stages and was adapted
on Kissane’s (2003) proposal for the use of graphic
calculators.

The first stage was called “Where is the ON
Button’ and referred to teachers learning ICT tech-
nical skills and getting familiar with hardware and
software. The data collected indicated that teachers
in this stage experienced anxiety and uncertainty
and feared that their students could be ahead of
them. The second stage was called ‘Black Mastery
Line’ and was centered on teachers and students and
developing tasks using ICT to meet the demands of
the current curriculum. Teachers felt less stressed
and more comfortable with students working ahead
of them. There were two interesting features in this
stage. One was that teachers began to make infor-
med uses of ICT as they assessed its contributions
and prepared more open-ended tasks and second,
that reflection processes took place, triggered spe-
cially by students’ use of Internet.

The third stage was labeled ‘Routine Teacher and
Student Use’ which focuses on the use of techno-
logy in the student learning process. Few teachers
reached this stage and those who did developed
critical skills that enabled them to judge the appli-
cation of ICT to achieve the learning outcomes of
their students. Finally, stage four, which was named
‘What is in the Curriculum?’ aimed at curriculum
development and school transformation produced
by ICT implementation. It was expected that “tea-
ching would be characterised by individual teachers
using technology to develop and challenge existing
curriculum structures and school practices” (p. 320).
However, time was a limitation so that teachers
could reach this stage. In general, Schibeci et al,
(2008) conclude that it is of paramount importance
that teachers” professional development programs
should allow them to make personalized choices,
foster collaboration and reflection for extended
periods of time.

Reflection should be placed at the center of
any professional development program that in-
tends to incorporate ICT in the classroom. Phelps,
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Graham and Kerr (2004) make a strong case for a
metacognitive approach to teachers’ professional
development that accentuates the identification and
articulation of goals selected and prioritized by the
teachers themselves. Metacognitive understanding
helps “individuals come to terms with the nature
of technological change and their own abilities to
confront this change. Of implicit importance here
is a focus on effective learning strategies which em-
power learners to continue to learn computer skills
throughout life” (p. 51). Metacognition implies ‘self
appraisal’ which refers to individuals’ reflections
on their state and abilities which extend beyond
the content of their knowledge to the process they
follow and the timely and justifiable application
of knowledge and strategies (Paris & Winograd,
1990 as cited by Phelps, Graham & Kerr, 2004). It
also embraces ‘self-management’ or “the ability of
the individual to plan and implement appropriate
strategies and to monitor, adjust and ‘trouble shoot’
their performance” (Paris & Winograd, 1990, p. 18
as cited by Phelps, Graham and Kerr, 2004).

There is also an additional benefit of fostering
metacognition in ICT professional development
programs. Teachers have an opportunity to confront
their own, their colleagues and their students’ issues
of concern. According to the authors, this facilitates
the creation of networks and a culture of support
which creates an environment that favors the trans-
formations of schools. Majé and Marqués (2002)
affirm that teachers must work together in the use
of ICT and maintain an inquiring attitude to help
them seek for pedagogical alternatives to optimize
their everyday learning and teaching practices. Such
alternatives imply the active participation of stu-
dents to make the learning-teaching process more
dynamic. According to these authors, the following
are teachers’ functions when applying ICT:

« Design materials that involve ICT

 Guide and orient students in the use of ICT

« Employ ICT in virtual tutoring sessions with

students

o Use ICT to evaluate the learning processes of

students and foster self-evaluation using those
resources
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« Foster a positive attitude among students to
ICT use

It is worth noticing that the previously mentioned
functions require the teacher to have developed what
is known in the literature as pedagogical knowledge.
The next section briefly specifies the professional
knowledge teachers working with ICT should pos-
sess and refine.

Teachers’ Pedagogical Knowledge and ICT
Schulman’s (1987) seminal work on teachers’ pro-
fessional knowledge highlighted six categories:
content knowledge, general pedagogical knowled-
ge, pedagogical content knowledge, curriculum
knowledge, knowledge of the learner and knowledge
of educational goals and philosophy. The categories
are enriched by teachers’ insights and experiences,
which in turn, assign the knowledge base of teachers
a dynamic character (Pineda, 2002).

Pedagogical content knowledge is a distinctive
feature in Schulman’s model and one of paramount
importance in ICT application. It refers to the ways
teachers represent and communicate knowledge
so that students can comprehend it. It “underpins
a teacher’s ability for pedagogical reasoning and
action. The transformation of knowledge takes
place when teachers actively grasp, probe and com-
prehend ideas in order to shape and tailor them in
representations which are appropriate for learners”
(Loveless, 2007, p. 510). Such representations, in
the ICT field applied in education, imply high levels
of complexity as they demand sound pedagogical
reasoning from teachers (Webb and Cox, 2004).

Learning environments that include ICT offer
affordances that require from teachers reflecting
upon the what, how why of a content area as well
as the what, how and why of the technologies they
can use (Hudson, 2007). An affordance refers to
opportunities and limitations in ICT based learning
environments that involve interactions between
hardware, software, different resources and humans,
in this case teachers and students (Webb, 2005). In
synthesis, affordances refer to the characteristics
and uses of technology. McCrory (2004) clearly
illustrates what they are with the following example:
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tracking changes is a feature of a word processor
on a personal computer. Editing documents is a
use probably conceived of by designers of word
processors. Engaging in a writing process is an
affordance of a word processor for teachers and
students of writing: The technology provides a
means to draft, edit, and revise; to keep track of
the process; and to share documents (McCrory,
2004 pp. 451-452).

Webb (2005) states that the selection a sound
pedagogical practices require that teachers compre-
hend the links between different ICT affordances
and deep knowledge of subject matter content in of a
discipline. “Pedagogical reasoning leads to: teachers
producing lesson plans and schemes of work that
incorporate affordances for learning; and teachers’
behaviors during lessons that enable students to
benefit from these affordances” (p. 727). For the
foreign language teacher this means reflecting upon
opportunities and constraints offered by ICT and
devising representations of knowledge to facilitate
the learning of a language.

The general panorama of teachers’ ICT
professional development in Colombia

Caballero, Prada, Vera and Ramirez (2007) synthe-
sized the findings of several studies on ICT policies
and practices in education, at the international and
local levels. In connection to the tendencies of use
ICT by Colombian teachers, the authors point out
that there are efforts to promote the use of tech-
nology among teachers, and that those initiatives
are moving beyond the mere use of the tools. They
are fostering, in many cases, reflective and critical
processes regarding the pedagogical role of techno-
logy. However, they also highlight that according
to teachers, there are various aspects that influence
the development of significant experiences in the
classroom. It is not only necessary that schools
have sufficient access to technology and that the
school administration, parents and students support
teachers’ projects. It is also indispensable to center
teachers’ work with ICT on networks and teams that
respond to the particular needs of the contexts they
are immersed. The authors point out the lack to time
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for teachers to fully develop their ICT initiatives and
interdisciplinary work.

The emphasis on teachers’ appropriation of tech-
nological tools so that they can enrich their peda-
gogical practices is one of the pillars of the current
policies of the national government of Colombia.
Teachers’ professional development program for the
use of ICT proposed by the Ministry of Education
(MEN, 2008) center around two main phases. One
focuses on helping teachers become aware of their
use, facing fears, acknowledging resistance and
discovering obstacles so that they eventually include
them in their practices. The other phase seeks a more
professional appropriation of ICT so that teachers
can transform curricular practices. The proposal of
the MEN also emphasizes the crucial role that team
work and networks could play in facilitating the
appropriation of ICT among teachers. In a similar
vein, Jaramillo, Ordofiez, Castellanos and Castafieda
(2005) had already pointed out that a significant use
of ICT in education contexts depend on institutional
conditions that stimulate interdisciplinary work. But
one important factor seems to play a determinant
in the pedagogical use of ICT: teachers’ beliefs and
perceptions. Padilla and Paez (2008) still emphasize
on the need to explore teachers’ views in our context
and on sensitizing them as a preliminary stage to
transformation.

The work that is presented here focused on that
particular need. It is the visions of teachers regar-
ding ICT but shaded by a professional development
program that intended to foster their use in EFL
classroom settings.

The methodological route

The characteristics and purposes of this study match
the principles of qualitative research applied to case
study, with participatory observation, given the ex-
ploratory nature of the study. This type of research
and design were selected based on what Merriam,
(1988) affirms about what case study is: “description
and exhaustive and holistic analysis of an individual,
a phenomenon or a social unit,” (p. 9), considering
that our purpose is to study the development of lis-
tening comprehension skills through the use of ICT.
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Following Robert Yin (as cited in Arzaluz, 2005),
in the selection of case study as the method for a re-
search study, the researcher must ask about why and
how the events happen and not try to control any
variable. That is to say, there must not be any kind
of experiment. This is a method that allows direct
observation and data collection in natural contexts.
Stake (1994) distinguishes three case study types:
Intrinsic, instrumental, and collective. The first one
obeys to a simple interest because the researcher
wants a better understanding of a particular case or
situation; the second is caused by scientific interest
because of the researcher’s desire to provide insight
into an issue or refinement of theory. Finally, the
third type, collective case study, analyzes a number
of case studies to extend the results to other situa-
tions. This research study relied on collective case
study considering the researchers can study a num-
ber of cases in order to inquire into a phenomenon,
population, or general condition.

Setting

This research study was carried out with sixteen
English language teachers of various public schools
of Bogota: Instituto Pedagdgico Nacional (I.P.N.),
L.E.D. (Institucion Educativa Distrital), Simén Rodri-
guez, I.LE.D. Morisco, I.E.D. Francisco de Paula San-
tander, .E.D. Alemania Solidaria, I.LE.D. Almirante
Padilla, and L.E.D. Saludcoop Norte. We decided
to take public schools of Bogota as our population
considering the need public school teachers have
for professional development, especially in relation
to the knowledge and use of ICT to improve their
students’ learning processes and to improve teacher
performance, regarding the challenges posed to
educators in a world moved by technology.

At the beginning of the research study, we deci-
ded to select the schools based on three criteria: they
should have good connectivity, they should have
Pentium III computers or higher, and they should
also have a Language Resource Center (LRC).
Although more than twenty schools were invited
to participate in the Teacher Development Program
designed by the research team, only seven schools
accepted, even though their principals were told
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about the benefits their institutions, their teachers,
and of course, their students would receive from
the program. At the end of the selection, only two
of the schools selected had a LRC, and three had
good connectivity.

We also selected those schools from different
social backgrounds and from different zones of
Bogota: North, South, East, and West. Some schools,
such as the Instituto Pedagogico Nacional have
students from varied social backgrounds as demons-
trated by the demographic information collected in
the school that uses the system used nationwide to
classify social status.

Although all the public schools of Bogota are
ruled by the Secretary of Education regarding the
standards for the development of foreign language
competencies, there is no uniformity in relationship
to the number of hours per week schools must use
to study English. It ranges from one or two per week
in elementary schools and in secondary from two to
five. Only two schools have an emphasis on English,
although with just a few hours: Simén Rodriguez
school includes some extra hours in ninth grade to
prepare students for the standardized ICFES test,
and students at Saludcoop Norte take five hours of
English a week.

In the next section, dedicated to the participants,
we will try to make a very brief description of the
characterization of the teachers who volunteered
to participate in this Teacher Development Project.

Participants

The subjects for this research study were 16 English
language teachers of various public schools from
different social backgrounds of Bogota. At the be-
ginning, 23 teachers accepted to participate in the
project, but due to their heavy teaching and acade-
mic workload, the administrative work they had to
comply with at their institutions and (due to) their
personal situations, only sixteen of them remained
and finished the program. Let us examine some of
the features that characterized our sample:

All the participants were English language tea-
chers, that is to say, they had a bachelor’s in English
language teaching. Two of them held a master’s
degree in Applied Linguistics to the teaching of
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English, and six were pursuing a post-graduate
program in areas related to language teaching: ICT
applied to education, foreign language teaching,
education and e-learning, applied linguistics to En-
glish teaching, and English didactics with emphasis
on autonomous environments.

Besides those studies, ten participants had taken
shorter formal programs called specializations in
programs such as Virtual Learning Design, Peda-
gogy, Teaching of Spanish as a Foreign Language,
University Education, and Language Teaching for
Basic Education. Additionally, thirteen teachers
indicated that they had taken formal teacher deve-
lopment courses called in our country PFPD (Pro-
gramas de Formacion para Docentes) and diplomados
(less formal courses that last less than 120 hours)
sponsored by the local Secretary of Education and
offered by different institutions that have academic
recognition in the field of education. We believe
these studies provided the participants with tools
to improve and to reflect on their performance as
language teachers.

In relationship to their cultural background, we
can say that just two teachers, out of the sixteen
participants, had traveled to an English speaking
country (The United States), according to the in-
formation they gave us, to improve their command
of the English language.

Considering the number of courses the teachers
had to teach the year this research project was
carried out, the information is very varied: one
teacher was in charge of three courses, another had
four, five teachers had five courses each; two had
six courses, one had seven, two had eight and one
had nine courses. Other teachers did not give any
information related to this issue. Besides being as-
signed regular courses to teach, some of them had to
coordinate a project or the English teacher team or
collaborate with other academic and administrative
groups of teachers at their institutions. This and the
regular meetings they were supposed to attend at
their institutions were reasons, among others, for
teachers not to be able to participate in the teacher
development program as diligently as the research
team wanted them to.
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Instruments for data collection

To carry out this research study, we used four instru-
ments for data collection: logs or academic diaries,
an interview, a survey and artifacts designed by the
participants as activities to develop listening skills.
According to Robin Fogarty (1994), logs are diaries
that focus on the students’ work in the classroom
and not on other aspects of their personal lives,
contrary to what happens with journals.

Logs are useful instruments to collect qualitative
data due to the fact that they allow participants to
synthesize their thoughts, to keep a record of their
experiences in order to relate them to their learning
processes; to reflect, not only on the achievement
of a specific goal, but also to exercise their higher
thinking skills. Consequently, they also foster meta-
cognitive processes, given the fact that the students
can keep a record of their thinking processes and
their decision making.

Interviews are considered to be direct dialogues
with the participants. As data collection instruments,
interviews are useful to get information related to
research, to teaching, and to obtain feedback on a
specific issue. We selected interviews as a second
instrument, because we wanted to obtain specific
information, and according to what Patton (1990,
as cited in Merriam 1998) says about interviews,
we wanted to find out what is “in and on someone
else’s mind” (p. 71).

Surveys are used to examine what people think
about a specific topic at a particular time. We used a
survey that consisted of questions that dug into their
perceptions of the proposal. Finally, the activities de-
signed by the participants were analyzed as evidence
to determine the aspects of the teacher development
program that had been applied by them in these di-
dactic materials. Since only a few teachers designed
their podcasts, which was one of the main goals of
this project, we decided to analyze the lesson plans
and the activities that they wrote to show how they
would improve their students’ Intercultural Com-
petence and their listening skills. The analysis of
these materials is considered as document analysis.
According to Marshall and Rossman (1999), written
and oral documents as communication means, (bo-
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oks, novels, e-mails, etc.) are unobtrusive methods
for data collection that show values and beliefs of
people in specific contexts.

The data contained in each one of the instru-
ments were read several times. Recurrent themes
were identified, grouped and reorganized into major
categories that responded to the research questions.
The use of the various instruments allowed for me-
thodological triangulation in order to validate the
analysis. The following section presents the main
findings.

Findings

The first category responds to the perception of
teachers regarding the methodological proposal for
their professional development. They emphasized on
the role of ICT and their significance. Each category
is illustrated with samples taken from the different
instruments. The labels for each instrument appear
in parenthesis. There is also a translation, done by
the researchers, of teachers’ voices.

Becoming aware of the usefulness of ICT

All the teachers that composed the sample of this
project recognized that using ICT in the classro-
om was necessary due to several reasons, among
which, the usefulness in real contexts to learn the
language and make learning more meaningful were
emphasized:

“Ponen al estudiante en el contexto de su realidad o
en el que se necesita trabajar en clase.” (S. GG)*

ICTs put the student in his real context or in a
context appropriate to work in class.’

“Porque permiten que el estudiante consulte diversa
informacion, al igual que los docentes, ademds el
proceso de ensefianza-aprendizaje se hace mds
significativo.” (S. MFM)

4 Thelettersinthe parentheses correspond to the initials of the names
of the teachers who participated in the study. “S” corresponds to
Survey and “I” corresponds to Interview.

5 The data used to illustrate this article have been translated by the
writers of this article.
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They allow the student and the teacher to Access
to a variety of information and additionally, the
teaching and learning processes become more
meaningful.

The teachers also mentioned that the proposal
allowed them to observe the multiple possibilities
ICT have to interact and communicate with others,
besides improving students’ knowledge of the lan-
guage.

“Abre posibilidades de comunicacion, interaccion,

comprensién y permiten avanzar en procesos cog-
nitivos y comunicativos en L. E” (S. GG)

They provide opportunities to communicate,
interact, understand, and allow progressing in
cognitive processes and communication in the
foreign language.

“Son herramientas muy actuales, muy interesantes
y llamativas para los estudiantes y para el docente;

es un elemento muy efectivo para el aprendizaje.
(S.IF)

They are updated, interesting and attractive tools
for students and for the teacher. It is an effective
learning tool.

Teachers recognized that ICT are valuable
because they present possibilities for designing a
variety of alternative activities which make learning
more didactic and dynamic and that this variety in
turn catches students’ attention and increases their
motivation.

“Muy utiles ya que le agregan algo de dinamismo
e innovacion” (S. PR).

They are very useful due to the fact that they add
dynamism and innovation.

“no sélo el libro de texto, no sélo puede ser el foro,
la guia, sino que podemos generar en ellos otro tipo
de actividades que también los motive a aprender
en realidad lo que es el inglés” (1. AG).

not only the textbook, not only the forum, the
guide, but the fact that we can generate in students
another type of activities that will motivate them
to learn what English in fact is.
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The proposal made teachers aware of ICT as a
vehicle for providing authentic material for the stu-
dent to have contact with real language. They also
highlighted other benefits such as the usefulness
for designing materials, particularly in connection
to improving thinking skills, and in fostering auto-
nomy, a feeling of self-confidence in students.

“Motivan mucho a los estudiantes, permiten desa-

»

rrollo cognitivo, son una fuente auténtica de L.E.
(S. GG).

They motivate the students, allow cognitive
development and are an authentic source of the
foreign language.

“Muy utiles porque facilitan procesos de elaboracion
de material y orientan para el desarrollo de varias
actividades” (S. XG).

Useful because they facilitate the material design
process and guide the development of diverse
activities.

“Muy dtiles porque promueven el aprendizaje au-
ténomo en los estudiantes. Ademds los estudiantes
manifiestan que hay menos inhibicién” (S. CM).

(ICT) are very useful since they foster autono-
mous learning in the students. Besides, the stu-
dents say to be less inhibited.

“Promueven el desarrollo del pensamiento, ayu-
dan a desarrollar nuevas formas de lectura, como
pensamiento estratégico, son muy motivadoras e
innovadoras” (S. JB)-

They foster thinking development skills, promote
new ways to develop reading, as strategic thinking;
they are motivating and innovative.

Challenges to transpose knowledge of ICT into
the EFL classroom

Although teachers were aware of the importance of
using ICT in the learning and teaching processes,
based on our observations and based on the data
gathered, we could state that many of them knew
how to use ICT for personal purposes, but not in
their daily work as teachers. Actually, many of them
considered themselves good at their ability to use
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ICT. Nevertheless, they admitted in the surveys that
they hardly used these tools in their classroom to
improve the students’ learning process.

The team of researchers expected teachers to
apply the knowledge they had acquired on their
pedagogical practices, but in fact this goal was not
achieved, except for one case. Our observations
confirmed what Franklin (2005) stated when he
indicated that using computers does not mean de-
veloping computer pedagogical content knowledge
and skills.

Teachers expressed that the use of ICT in the
language learning process was linked to the lack of
support from their own institutions and from the
government. As we stated at the beginning, many
countries, including Colombia, have worked hard
on orienting their teachers in the enhancement of
their practices by means of technology. However,
there is still a lot to be done in this regard in Colom-
bia, as teachers perceived that they did not receive
methodological support in the use of ICT.

“Eluso de las TIC require un entrenamiento previo
para saber manejar dichas herramientas, pues
al principio, es un poco estresante no conocer las
herramientas y sus utilidades” (I. MG).

The use of ICT require previous training to be
able to handle those tools, as at the beginning not
knowing the Tools and their use is a little stressful.

“Ademds falta mds capacitacion tecnoldgica para
los profesores” (S. CM).

Besides, we lack more technological training.

Some teachers added that not only technological
support is required, but frequent opportunities to
keep themselves updated.

“No hay suficiente apoyo para actualizacion do-
cente” (S. LG).

There is not enough support for professional
development.

Some of the teachers mentioned the fact that
there was not enough or appropriate support in
terms of infrastructure and equipment. In fact,
some teachers considered that the technological
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infrastructure of their institutions did not meet the
teachers and students’ needs. This is something sur-
prising, considering that the Ministry of Education
launched the Programa Nacional de uso de medios
y nuevas tecnologias (Media and ICT National Pro-
gram), that included as one of its main objectives to
endow institutions with computers and connectivity
(MEN-Ministry of Education, Portal Colombia
Aprende, 2002).

“Faltan equipos y capacitacion a los docentes. Aun-
que en la institucion hay una sala con conectividad
ésta es reservada para el drea de informdtica” (S.
MP).

There is not enough equipment and teacher trai-
ning. Although there is one room with connecti-
vity, it is for the informatics class.

“Hacen falta espacios mds adecuados y novedosos
en la institucion” (S. LG).

We lack more appropriate and new spaces.

“Aunque se percibe cierta conciencia entre los ad-
ministrativos de la importancia de las mismas, no
se destinan recursos” (S. MP).

Although the administration is aware of their
(ICTs) importance, economical resources are not
assigned to get them.

According to the last example, we can observe
that it is clear for the government, for the institutions
themselves and for the teachers that integrating ICT
to the educational processes is a priority. However,
they do not assign enough economical resources to
achieve this goal.

Even though public institutions are aware of
the fact that they should support teachers to use
ICT in their classes, that money should be assigned
to the acquisition of equipment and connectivity,
etc.; that they should offer possibilities for teacher
development, they do not take it as an institutional
responsibility and leave it as a teacher responsibility.

“En el colegio no se ha asumido como una respon-
sabilidad institucional, sino como una responsabi-
lidad personal” (S. MS).
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The school has not assumed it as an institutional
responsibility, but as a personal responsibility of
the teacher.

The lack of support could be related to the fact
that teachers are not provided with sufficient time
to attend professional development courses, and
that sometimes they confront working conditions
that do not favor their professional development.
This shares similarities with the analysis presented
by Grey et al. (2007) and Robertson (2003). When
teachers were asked if they had attended formal or
informal courses connected to ICT, they said:

“Por la cantidad de cursos, los horarios se cruzan
y hay algunos que no pueden asistir con la misma
frecuencia que otros” (S. GG).

Due to the quantity of courses, schedules conflict
and there are (teachers) who cannot attend with
same frequency as others do.

When they were asked if they had had the pos-
sibility to create and upload their podcasts for the
listening activities, some of them responded that due
to time constraints, they had not done it.

“(No pude hacer el podcast) Porque tengo activida-
des adicionales a las académicas, de responsabili-
dad que me ocupan buena parte del tiempo” (S. IF).

(Idid not do the podcast) because I have other ac-
tivities besides the academic ones; activities I have
to respond for, that take a great deal of my time.

“En este momento, o durante todo el afio, no fue po-
sible por factores ajenos a mi drea de conocimiento,
mds como de tipo administrativo al interior de la
institucion” (S. GG).

In this moment, or along the year, it was not
possible (to upload the podcast) due to factors
unrelated to my area of knowledge; it was a sort
of administrative things inside the institution.

Sometimes teachers not only had to keep up with
institutional tasks or responsibilities, but they also
had to comply with schedules to fulfill the requi-
rements of their courses. In other words, they felt
that they could not integrate other resources to their
courses because they might not be able to comply
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with the syllabus or the content of the school year.
This might be a belief or a perception that might
interfere with the inclusion of ICTs in the learning
process, which parallels what Wolcott stated (2003
as cited by Adria & Rose, 2004). The next examples
evidence the fact that teachers thought that if they
had to use technology in their classes, they might
not be able to control teaching and learning practices
(Adria & Rose, 2004).

“La verdad, por cuestiones de tiempo no nos mo-
vemos mucho del plan de estudios y nos centramos
en los que los libros proponen” (S.LG).

The truth is that we do not move from the study
plan and we center on what textbooks propose.

Degree of teachers’ confidence in the use of ICT
One of the key factors to keep in mind when
analyzing teachers’ attitudes towards the use of
ICT has to do with their lack of confidence at
implementing this type of technology in their clas-
srooms and the limitations they possess in their
communicative competence of the language. Some
teachers were reluctant to use ICT due to their fear
of the unknown. Older ones in particular did not
participate as actively in the work sessions as the
younger counterparts did. This was evident in their
hesitant attitude to work individually. Instead, they
relied on their colleagues’ ability to use the software.
Apparently these teachers did not want to look ig-
norant in front of their peers. Second, and closely
related to the first issue, was teachers” weaknesses
in their command of the English language. It was
noticeable that teachers, whose competence in the
language was not very high, tended to work with a
partner and depended on the answers that he/she
chose as they were doing the strategy training with
the software. Thus, for the purpose of this analysis,
it was not possible to include evidence coming
directly from the teachers’ testimonies, but solely
the result of the close observations that the team of
researchers were able to do during the sessions held
at each school.
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Teachers’ metacognitive processes enhanced by
the proposal

A very valuable outcome originated by the present
proposal was the opportunity for teachers to get
involved in metacognitive processes that empowe-
red them to always reflect upon all the things that
happened in the classroom, as they performed their
role as teachers. This process took place in three
different ways. First, there was metacognition about
the inner processes that one goes through when
doing listening comprehension. Thus, teachers va-
lued that they could understand these processes to
implement different tools to improve the teaching
of this specific skill.

El aporte de las estrategias, creo que es permitir
entender cudles son los procesos que se llevan a
cabo, principalmente en el drea de la habilidad de
escucha. Consideramos que este tipo de habilidades
son favorables porque nos permiten aprender a
ensefiar esas estrategias, a ver cudles son los pasos
metodologicos que sigue una clase de inglés enfo-
cando hacia la escucha, y principalmente creo que
nos ha permitido entender esas estructuras que no
se tienen en cuenta; muchas veces la metodologia
de inglés se enfoca mds hacia los aspectos grama-
ticales, o a los aspectos de otras habilidades como
la escritura, la misma habla, pero no se enfoca
mucho en la escucha, que creo que es el principal
item que tenemos en el aprendizaje de la lengua
extranjera (E. CM).

I believe the contribution of strategies is to allow
us to understand which processes take place,
mainly in the area of listening skills. We believe
that this kind of skills are favorable because they
allow us to learn those strategies, to see which me-
thodological steps are followed in an English class
focused on listening, and it has mainly allowed
us to understand those structures that are not
taken into account. Many times the methodology
of English focuses more on grammar topics or
issues related to the other skills such as writing,
or speaking itself; but it doesn’t focus on listening,
which I believe is the main item that we have in
the learning of a foreign language.

Second, the exposure to the software about stra-
tegies brought about metacognition related to the
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teaching practice itself. Participants had the chance
to reflect upon their own didactics to teach English,
the different tools they were implementing in the
teaching of more advanced aspects of English, and in
general, how they were doing their job, so they could
improve it during the process. In connection to this
aspect, Phelps, Graham, and Kerr (2004) mention
a “metacognitive approach to teachers’ professional
development” that relates to goals that teachers
identify, articulate, and prioritize. According to the
authors, this metacognitive approach helps them un-
derstand the essence of these technological changes
and their own preparation to face them.

“Obliga a repensar la didactica del docente y a que
nos actualicemos con la atraccién de la imagen-
texto escrito. Incrementar el nivel de vocabulario”
(L1, MA).

It makes us reconsider the teacher’s didactics and
be up-dated with the appeal that images bring to
the written text. Also to increase vocabulary.

“ha motivado mi trabajo como docente” (L1,
MGGQG).

it has motivated my job as a teacher.

“Aprender posibilidades diddcticas que obligan a
relacionar y a pensar en inglés” (L1, MA).

Learning of didactic possibilities that make us
relate things and think in English.

“Me ha parecido una experiencia muy enrique-
cedora que ha permitido como entrar a revisar la
diddctica del inglés” (E, MA).

It has been a very enriching experience for me
that has allowed me to begin reconsidering the
didactics of English.

This was a very significant outcome of the project
due to the fact that the proposal motivated teachers
to start re-considering their teaching habits, the
extent to which they were motivating their students
to learn, providing them with tools and orienting
them to become better and more effective learners.
It was also an opportunity for teachers to examine
if their methodologies were innovating the way
languages are traditionally taught in our country. In
other words, the project allowed them to analyze the
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extent to which they were making a change of para-
digms in order to enhance their students’ learning
process to help them become more autonomous.
The third kind of metacognition process con-
nects to what was done in order to improve teachers’
knowledge of the language. We observed teachers
putting themselves in the role of learners of a spe-
cific aspect of the English language. They asked
questions, practiced their English as they interacted
with their colleagues, learned new vocabulary, and
analyzed other aspects of the English language that
they had not probably reflected upon in the past.

“ahora a partir de esto, me he estado fijando mucho
en la parte de la entonacion, ;si? Pienso que es una
cosa que, yo no habia sido consciente que yo si lo
aplicaba, entonces, veo que mucho de eso lo he
manejado, pero ahora soy mds consciente, a través
de esa aplicacion” (E. EP).

now, based on this, I have paid more attention
to intonation, right? I think this is something I
wasn't conscious about, that is, if I applied it. So,
I see that I have used a lot of that but I am more
conscious now through this application.

Another important aspect worth mentioning was
that teachers increased their awareness of the com-
plex processes students go through when developing
their listening skills. Teachers’ own work with lear-
ning strategies awakened their interest in guiding
the students to use the strategies effectively.

“Si logramos que los estudiantes sean conscientes
de sus procesos en el desarrollo de la habilidad de
escucha, su aprendizaje serd mds efectivo” (L1,
preg. 2, MV).

If we can help students be conscious of their pro-
cesses in the development of their listening skills,
their learning will be more effective.

Based on these findings, we can conclude that
teachers valued this proposal as an opportunity to
improve their professional development.

“Es una propuesta muy interesante y que apoya
bastante el trabajo de preparacién para nosotros
como maestros. Ademds permite explorar cosas
cercanas a los estudiantes y con las cuales se apro-
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vecha mucho para el desarrollo del aprendizaje”
(EFE preg. 3, docente 5).

Its a very interesting proposal that supports our
class planning job, as teachers. Besides, it allows
us to explore things that are related to students,
which can be taken advantage of for the develo-
pment of learning.

In general, participants considered this proposal
avaluable tool they could use to innovate their daily
teaching practices and at the same time, enhance
their students’ learning in a more effective way.

Conclusions

According to the data collected in the surveys, half
of the teachers indicated that they had taken formal
or informal courses in the use of ICT. However, they
reported not using these computer mediated resour-
ces in their pedagogical processes. This might be due
to several factors like educational policies (Gray et
al., 2007) and the accessibility and involvement in
ICT professional development courses (Schibeci et
al., 2008).

Many of the teachers who participated in this
study did not search for courses that really met their
needs, but preferred courses proposed by govern-
ment entities such as the Ministry of Education or
the Secretary of Education. Others took courses that
were included in the curriculum of undergraduate
teaching programs, master’s programs or speciali-
zation courses, but apparently, these courses did not
respond to the their needs or those of their students.
It would be advisable that teachers themselves re-
commended the themes they would like to study,
the type of courses, the needs to be met, the areas
of interest, etc., according to their own contexts and
particular needs. Teachers™ professional develop-
ment courses should be self-initiated rather than
imposed or directed by external agents.

Some of the concerns included in this article
about teachers’ professional development are sha-
red by other researchers all over the world. One of
them is that there should be more support from
the government to provide language teachers with
professional development programs that include
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courses that improve both teachers’ communicative
competence in the foreign language and training on
the use of ICT. Moreover, these programs need to
be on going for reasonable periods of time, so tea-
chers can go beyond the “Where is the ON Button”
stage (Schibeci et al., 2008) and actually transpose
the knowledge they acquire to their daily teaching
practice. It was noticeable in this project that when
teachers were provided with enough opportunities
to reflect upon their own learning process, they
were more prone to start reflecting on their teaching
practices.

Recommendations

It is relevant to mention that the Ministry of Edu-
cation has designed and launched the National Pro-
gram of Bilingualism (http://www.colombiaaprende.
edu.co/html/productos/1685/article-158720.
html), which facilitates the process of identifying
teachers’ needs for professional development, the
creation of training courses that directly address
those needs, and in general, a close monitoring
system of the English teaching/learning processes
that take place in our country. However, it has not
considered supplying schools with appropriate and
enough resources, so that both teachers and public
education institutions can aid in the achievement
of the proposed goals for the National Program of
Bilingualism.

Recommendations for the Ministry of Education
are:

« Besides purchasing equipment, schools should
be provided with the suitable connectivity to
use tools that are mediated by the Internet.

o Itis necessary to provide teachers with a wide
variety of professional development courses
that enable them to incorporate the use of ICTs
in their daily teaching practice. Apparently
teachers use those tools for their personal pur-
poses, but they do not know how to implement
them in their foreign language classroom. In
short, in order to strengthen the pedagogical
knowledge of ICT

o Teachers should be provided with longer cour-
ses so they can actually acquire the pedagogical
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knowledge for the implementation of ICT in
the classroom

o After completing the professional development
courses on ICT and foreign language, there
should be a follow-up period to support the
teacher in the use of these technological tools
in the classroom.

o In order to open up spaces for professional
development, it is important that both the
Ministry of Education and the Secretary of
Education balance teachers’ work so they do
not feel they are not doing their work the way
they should.

« Both the Ministry of Education and the Secre-
tary of Education should offer professional de-
velopment courses which deal with topics that
are of high interest to teachers and that respond
to their needs and their students’ needs. These
institutions should empower teachers so as to
enable them to propose the topics they want
and need to develop.

Recommendations for the schools are:

« To provide teachers with the time they need
to attend professional development programs
and reduce their workload so they can devote
enough time to internalize the new informa-
tion they receive, and explore possibilities for
application in the classroom.

« To provide teachers with the tools and con-
nectivity for the implementation of ICT, not
only for classroom use but also to take part in
research projects, communities of knowledge,
etc.

Recommendations for teachers of English and Fo-
reign Languages are:

o Teachers should be open to explore the new
pedagogical routes that ICT provide in order
to improve students’ learning opportunities.
Technology offers an array of applications that
can facilitate the teaching-learning processes
and it is by becoming familiar with it that
teachers can make informed decisions about
its application. Technology, per se, will not

FOLIOS n.° 33



replace teachers as they are essential to guide
students’ processes.

o Teachers must be conscious of the need to
not only teach the language per se, but to help
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