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Abstract

There is a lack of research around the professmaatlopment of English (L2) teachers in
Colombia. As in other Latin American countries,lfeg education institutions have started
offering general English as a foreign language (E¢élurses as well as content courses
taught in English. In both types of course, EFLcteas are expected to integrate content and
English language learning with the aim of providiegrners with meaningful and authentic
learning opportunities. However, such teachersdtiee the challenge of not having
appropriate materials to deliver such courses.alitmeof this case study, which employed
mixed methods, is to describe the extent to whiakearsity EFL teachers from a Colombian
university developed professionally as they engagetbveloping materials for content and
language integrated learning (CLIL) courses. Thdytonsisted of two parts: (1) a CLIL
workshop attended by 16 participants, followed Byiigterviews with four of those
participants. Drawing on data from a survey, grdiggussions, and individual interviews,

the findings show that engaging the university E€dchers as materials developers boosted
their professional knowledge (linguistic, contamgd pedagogical knowledge), motivation,

identity, and agency as CLIL teachers and matdeaigners.
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knowledge; motivation



1. Introduction

When educational institutions decide to implemenéw context-responsive educational
approach as a consequence of curriculum renewdggsional development is vital to secure
the success and sustainability of this innovatieer time (Connolly, 2015; Markee, 2013). It
has been rightly argued that educational reforretsae teachers’ shoulders, together with
other actors such as coordinators or teachingtassss It has been stressed that educational
changes need to be co-constructed and negotiatedeaichers (Keskula, Loogma, Kolka, &

Sau-Ek, 2012).

For an educational system to mobilize innovatiba,literature provides solid
evidence in support of continuing professional diggwaent (CPD) to scaffold curriculum
innovation change (Diaz Maggioli, 2012; Ferrer Ar& Poole, 2018; Gurney & Liyanage,
2016). In this study, we understand CPD as anyesyaic form of situated professional
learning that helps teachers maintain, improvehange their professional knowledge and
skills. CPD is multi-faceted, lifelong, and influsad by prior personal and professional
experiences, motivations, and beliefs (Avidou-Ungan6; Hayes, 2019; Kubanyiova,
2019). CPD can be teacher-initiated or mandatedl, ascording to Timperley (2011), it can
take many forms (e.g., workshop). Whatever its {00RD seeks to broaden and improve
teachers’ professional knowledge and skills and teasustained reflective practice,
professional learning (Cirocki & Farrell, 2019; ag-Hammond, Hyler, & Gardner, 2017,
de Vries, Jansen, & van de Grift, 2013), and agéngy on motivation, autonomy, and

identity (Dikilitas & Mumford, 2019).

In this study a workshop (Section 3.1) for univgrseachers of English as a foreign

language (EFL) was facilitated by an external @si@nal as a form of mandated CPD at a
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private university in Barranquilla, Colombia. Theiwersity wished to improve the L2
teaching approach used to integrate subject-spexfitent and English language learning in
English-medium courses. The university had selectetent and language integrated
learning (CLIL) as a language teaching approaclalse of its dual focus on content and
language learning (Coyle, Hood, & Marsh, 2010). Qirae, the university noted that the
EFL teachers needed support in understanding Club&erpinnings, particularly in relation
to teaching materials, since it was believed thairder to respond fully to the courses’ and

learners’ aims, the materials had to be producethdyeachers.

The literature in English language education (&gq, 2018; Garton & Graves, 2014;
Tomlinson & Masuhara, 2018) offers robust discussion the interconnections between
language learning and (teacher) materials developrietwithstanding, it remains unclear
how supporting teachers in designing and implemgrthieir own materials for a specific
approach, in this case CLIL, can become a potantsmf continuing professional
development. In this regard, in a reviewSyfsteris contributions to language teacher
education research, Guo, Tao, and Gao (2019) suthgeesesearch is needed in the area of
CLIL and language teacher education, among otlears. response to this gap, we, the
authors of this study, believe that by taking adrotup approach to professional
development that is aided by external support he@cmay develop a firm grasp of CLIL as
they work to make CLIL principles transparent ieitteaching materials (Morton, 2019).
Therefore, the purpose of this case study is tongxathe ways in which teacher CLIL

material development can act as a meaningful CRiorbynity.

We now describe the architecture of this contrifutin the following section we
present the theoretical framework concentratin@€bi. and CLIL materials. Next, the

research framework is described. We then discues8rttings in the light of the theoretical



framework, and put forward implications and conatigdremarks which may resonate with
other contexts. We also believe that this articsy montribute to mitigating the

underrepresentation of South America in internaigournals.

2. Conceptual framework

Since its inception specifically for the Europeanidsh, CLIL has received international
attention given its integration of curriculum camtend additional language learning (Hemmi
& Banegas, forthcoming; Coyle et al., 2010; Mehistiarsh, & Frigols, 2008). In practice,
CLIL is usually represented as a continuum whiclvesdetween two ends: a focus on
content and a focus on language. At the content@bld. is conceptualized as an

educational or content-driven approach. At the legg end, it is seen as a language teaching

or language-driven approach (Cenoz, 2013; Ruizatel® & Cenoz, 2015).

As an educational or content-driven approach, Giritails the teaching of school
subjects (e.g., mathematics or science) throudtPawith different degrees of linguistic
support (e.g., Garzon Diaz, 2018; Mahan, Brevikj&egaard, 2018; Martinez Agudo,
2019), usually in the hands of subject teachers, wipossible, the support of a language
teacher. In contrast, as a language-driven appy@adh refers to the practice of using
curriculum content as a vehicle for enhancing sédanguage learning, usually English
(Banegas, 2013; Genesee & Hamayan, 2016; Port8) 2R&gardless of the model or its
positioning on the continuum, CLIL initiatives arentext-responsive as the content element

comes from the L1 curriculum, and the L2 elemetiLigt on learners’ prior knowledge.

Despite some theoretical and practical controver@érez Cafiado, 2018), CLIL is

implemented as a curriculum innovation across dtluta levels (Ruiz de Zarobe & Lyster,



2018), given the following underpinnings and betsef(l) it is based on sociocultural and
cognitive theories of education (Banegas, 2020Q)it @ms at curriculum integration and
multilingual education (NikulaDafouz, Moore, & Smi2016), (3) it draws on second
language acquisition, functional linguistics, digige analysis, and sociolinguistic
perspectives (Llinares & Morton, 2017), (4) it priczes authenticity and meaning in tasks,
communication, and materials (Pinner, 2019), (pyaimotes awareness at the levels of
language, interculturality, and citizenship eduma{iPorto, 2018), and (6) it may enhance
learners’ motivation, thinking skills, and academé&formance with varying degrees of
attainment (Meyerhoffer & Dreesmann, 2019; Nav&ablo & Garcia Jiménez, 2018, but

see Fernandez-Sanjurfeernandez-Costales, & Arias Blanco, 2019).

While institutions around the world implement Clbecause of the benefits listed
above, the literature is also clear about the ehgks that the approach may pose. In the
context of our study, these challenges may inclbdeare not limited to, three areas: (1)
teachers’ professional development, (2) learne2spioficiency, and (3) teaching and
learning materials. In relation to professional@epment, it has been found (Morton, 2019;
Pappa, Moate, Ruohotie-Lyhty, & Etelapelto, 201&rg2 Cafado, 2016) that teachers need
to renegotiate their identity and professional klealge as they may be asked to teach
content they are not qualified to teach, teach swachent in a second language they are not
academically proficient in, and/or provide lingisssupport without specialized pedagogical
training in second language teaching. Concerniamkys’ L2 proficiency, Ball, Kelly, and
Clegg (2015) note that CLIL is not for all. The laoits assert that content complexity cannot
be downgraded because of learners’ low L2 profwyelf language proficiency becomes the
dominant criterion at the expense of content, studetivation may suffer as authenticity
and subject matter may adopt reductive forms dfueion which are not compatible with

L1 instruction.



We now concentrate on the third challenge, CLILenats, as it lies at the heart of
our research project. Since its origin, the lackmbropriate materials has been documented
as a drawback for the successful and sustainaldadjpf CLIL (Ball, 2018; Morton, 2013).
As a response to this gap, several authors havlepuard guidelines, checklists, and
comprehensive frameworks to provide a balancedoggprto concepts, procedures, and
language (Ball, 2018; Ball et al., 2015; Baneg@4,72 Coyle et al., 2010; Mehisto, 2012).
They all agree that materials should include mudtad support, authentic texts and tasks,
different genres, instances for developing sulgpeteific terminology and general language
to be able to carry out the tasks suggested, iatedgilanguage skills, and tasks sequenced
according to linguistic and cognitive demand. Aligh these guidelines are helpful and
accessible, there is a dearth of studies which seateachers’ development with CLIL
materials. Below, we review four studies which stammnections and gaps between CLIL

materials and professional development.

As part of a larger project, Moore and Lorenzo &Q&port on a study in Spain
through which CLIL content teachers were suppoirtetie process of designing their own
CLIL materials in teams with a focus on tasks. Thigative was in response to teachers’
frustration with a lack of commercially availabl&IC materials. The teacher teams included
primary and secondary school teachers of diffesabjects and with different L2s as vehicles
for content teaching. Data collected through infardialogues and materials drafts revealed
the challenges the teams faced: balancing cogratigdinguistic demands, determining
discourse functions, grading input, scaffoldingputt and sequencing activities in line with
learner needs. While the study provides insights mmaterials development and suggests a
taxonomy for organizing teaching sequences, it do¢€xamine how overcoming such

challenges can contribute to teachers’ professideatlopment.



A second study of interest was set in Italy. Inr@liaetti, Langellotti, and Ting’s
(2013) investigation, a group of content and lamggueachers worked together to succeed in
CLIL implementation for teaching science with métks designed by the Italian educational
authorities. The authors sought to understand hbik €an help content teachers who are
sub-fluent in L2 to move advanced-level contentvend. To this end, peer collaboration was
put in place for the design and implementatiorhef CLIL materials. The authors describe
and discuss the activities and highlight that @skpletion became the main source of
learning, with occasional instructional talk to ol learning. In their analysis, the authors
propose a focus on tasks to ensure a balance betwgeitive and linguistic demands and
the use of L1 as another tool to scaffold learn&though the study provides empirical
evidence of learners’ science understanding andovepnent in academic English, there is
no attention to how a focus on CLIL materials acea professional development
opportunity for the teachers involved. The artates stress that the science teachers did
develop professional autonomy despite their weakdrBmand, but this is presented

peripherally.

In an exploratory survey-based study of Europeah. @achers’ practices and
perceptions regarding the materials they used, Wq2013) found that the use of
commercial CLIL materials or textbooks written 8tudents whose L1 is English was less
common than adapting authentic sources or produbgigown materials. According to the
findings, the most recurrent reason for this washers’ concerns with the appropriateness of
language and content for learners, and its ap@tgmess for the prevailing educational and
cultural context. The author stresses the needdage teachers in materials design, as this

enables educators to calibrate learning matemahgiys that are contextually appropriate.



Finally, we review a content-analysis based stndfrgentina (Banegas, 2016) that
was the result of a workshop to support L2 teacherdementation of language-driven
CLIL. According to the content analysis of the msglans submitted by the teachers as part
of the coursework, the author detected a tendempyavide instruction through audiovisual
and written input, usually scaffolded with grapbrganizers. The materials invited learners
to work cooperatively; however, the materials ledithemselves to focusing on lower-order
thinking skills. The study did not examine teachersws on their practices or the effects

that the workshop may have had on their professaeaelopment.

While the articles reviewed above illustrate a doittup approach to CLIL materials
in a variety of settings, they do not provide irptieaccounts of how teachers can benefit
professionally by engaging in materials designtipalarly in language-driven CLIL in
higher education. Against this backdrop, we setlo@ifollowing research question: In what
ways does teachers’ participation in CLIL mater@dselopment contribute to their

professional development in higher education ca?se

3. Methodology

The investigation is framed as a case study (CdWanjon, & Morrison, 2011; Duff, 2020)
given the focus on a small number of EFL teach#tending in-house CPD at their
university. The study consisted of two parts. Rartcluded the CLIL workshop mentioned
above. Part 2 comprised the EFL teachers desigmdgmplementing CLIL materials for
their courses. Part 2 also included interviews lmcl the participating teachers reflected on

the experience of developing and implementing tbein CLIL materials.



Below we provide information about the researchiexin ethical considerations, the

participating teachers, and the research instrusreard procedures.

3.1. Context and workshop

This paper reports on data collected from the lgoreanguage Department at a private
university in Barranquilla, Colombia. Specificalthe materials designed and the tutors who
designed them teach in CLIL courses in two diffeelAL programs: (1) the English
Language Program (ELP), a general EFL programishain-credit bearing and fulfils the
foreign language graduation requirement for stugleartd (2) the English for International
Relations English (IRE) program, a CLIL-based papgifor students majoring in
International Relations where the English courseseedit-bearing and part of the students’

plan of study.

The ELP program focuses on developing general Emgfirough eight courses. The
last level of the program is a CLIL-based coursmif®d on intercultural communication that
combines the development of both communicativeiatgicultural competences as well as
helping students reach the B2 level according@ddbmmon European Framework of

Reference (CEFR).

The IRE program is a CLIL and project-based leaymirogram. In total, there are
eight levels in the program with the final four éds having a CLIL emphasis. Each of these
levels includes one semester-long project whemestis work on developing
communicative, professional, and intercultural cetepces. The content covered relates to
the following overarching topics such as cultuR cbmmunication, current issues in IR, and

career skills (i.e., writing a CV, carrying out iaterview).



These courses had been offered for five yearsedirte this study was carried out,
and rather than using commercial textbooks, theseomaterials had been designed in-house
by the program teachers. Over time, the progranndooators realized that certain aspects of
the materials needed to be strengthened and updatedeachers in this study received these
previously-designed materials and were tasked adthing to, deleting from, and modifying
them in a way that made them more appropriate®®LIL teaching-learning context and

methodology.

The three-day workshop aimed at offering teachensmalerstanding of CLIL
principles in relation to materials developmente TWorkshop outcome was intended to
provide teachers with frameworks that would endiden to adapt and create their CLIL
materials. Prior to the workshop, the teachers \asked to read Banegas (2015, 2016) and
Coyle et al. (2010) to identify CLIL features amtommendations for CLIL materials. In the
workshop, the teachers were provided with PowetPipported input on CLIL features,
rationale, and models (Ball et al., 2015; Coylalgt2010; Genesee & Hamayan, 2016). In
addition, they received input on principles for Clohaterials (Ball, 2018, Banegas, 2017). It
should be highlighted that input was offered aftegaging the teachers in individual, paired,
or group work that elicited their beliefs, priordmledge, and experience with CLIL and
materials development. They discussed ways in wiiaterials could be designed for
effective language instruction. Finally, the teashenalyzed their own as well as colleagues’
CLIL materials in the light of the input provideahd set out a plan to develop new materials

for their courses.

3.2. Ethical considerations
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The participants gave written consent to parti@ter they were briefed on the purpose of
the study and research procedures. They were dsthateconfidentiality and anonymity
would be preserved, and that taking part in thdystwould have no impact on their job. They
also had the right to withdraw from the study at ame. They were given the opportunity to
provide feedback on the manuscript, particularlydata analysis (member checking).

Pseudonyms have been used in this paper to nanpatiapants.

3.3. Participants

Of the 16 university EFL teachers who attendedibekshop, seven completed a
guestionnaire administered in Part 1, but only f@@ble 1) agreed to become involved in
Part 2 of this study. While this is a small samfiles a representation of the challenges of
asking teachers to participate in studies which adypressure to their increasing workload

and tight schedules.

The participants have experience in EFL teachirtg either a Master’s in the field or
relevant teaching experience. In addition, theetheachers in the IRE program have also
carried out academic studies related to InternatiBelations. Likewise, they are level
coordinators, meaning they are responsible foritggcurriculum updating, assessment
creation, and logistical-administrative tasks. @itiee coordination responsibilities, the
participants in this study were full-time teacherth a minimum of three years of experience
in the EFL field. It should be clarified that out&¥ teachers of English in both programs, 49
are native speakers of Spanish (Spanish beingamendnt language in Colombia), whereas
18 are native speakers of English. In both progr&ofombian and international teachers

serve as coordinators, and coincidentally, thedioators of the CLIL levels at that time
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happened to be international. Thus, participant®wet chosen based on their language

background, rather on their role as materials desgy

Table 1. Participants’ backgrounds

Name

Nationality

Degree

Program

Years Total years of
teaching in teaching
program experience

Peter

Chris

Mike

Rose

British

Irish

British

American

BA French and
Spanish Studies

MA TESOL and
Applied
Linguistics

BA History and
Sociology

MEd Applied
Linguistics

BA in
International
Relations and
Spanish

MSc Latin
American
Development

BA in English

MA in
International
Affairs

MA in ESL and
Multicultural
Education

ELP

IRE

IRE

IRE

2.5 10
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While at first glance, the teachers may seem teesgmt only an international perspective,
none of the participants had any previous expegi@h¢eaching CLIL and began using this
approach in Colombia. In this sense, these teaemebedy the Colombian vision of CLIL,

which is in line with the concept of CLIL as a cownium.

3.4. Data collection and analysis

Framed as a case study, a mixed-methods approaawr{B2014) was utilized for data
collection. In Part 1, the workshop delivery, date collected using an ecological
perspective (Edwards & Burns, 2016), i.e., in thural micro-context under investigation

(the workshop) and through workshop tasks. In¢hee, three tasks acted as instruments:

1. A group discussion about the benefits and challeg€LIL, in which Dario
Banegas took notes of the discussion and tookretof the teachers’ drafted ideas
that surfaced in interaction.

2. A group discussion of the teachers’ views on tlagemials they were working with.
The teachers had to list (a) what they would ltik&gep, and (b) what they would like
to change. Photos of the lists were taken. DarieeBas took notes as the discussion
unfolded. Group discussions were utilized as tlaygenerate a wider range of
responses (Cohen et al., 2011; Gibbs, 2017).

3. A post-workshop online survey distributed by ent@aithe participating teachers to
collect further individual insights (Cohen et &011). The survey, previously piloted
with EFL teachers based in another university, sbed of ten closed-ended items to

be rated using a five-point Likert scale (Appent)x
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In Part 2, data came from two further instruments:

4. Teacher-made materials employed as teaching dstifAs an example of
documentary research (Cohen et al., 2011), theg wszd to illustrate the themes
identified in the interview analysis (Section 4).

5. One individual one-hour semi-structured interviemried out in English with each of
the four participants described in Table 1. Conegias conversations (Cohen et al.,
2011), the interviews were held with each teachdr the presence of any two of the
authors. The interviews revolved around the panaicts’ experience of creating CLIL
materials (including the challenges they faced)amations of their decisions, and
their reflections on changes made) and the efieanhy) this creation had on their
professional development. While we acknowledge tti@ipresence of two authors

may have been intimidating, the participants ditlextibit anxiety or discomfort.

Whereas descriptive statistics (Cohen et al., 20&te used to analyze the survey results
given the limited number of responses (N=7), candaalysis (Selvi, 2020) was used to
analyze the teacher-made materials. Attention wasngo the following features: (1) type of
sources of input, (2) types of task proceduresfaads on content and/or language, (3)
opportunities for language awareness or learniiigradanguage, and (4) use of multimodal
resources to scaffold content and language learfimgreasons of space, some samples of
the participating teachers’ materials are usedippart their reflections. On the other hand,
the interviews were orthographically transcribed anbjected to thematic analysis
procedures (Clarke & Braun, 2016). Each authoryaeal all the transcriptions individually

to identify codes and unifying categories. Then,met to discuss them and reach consensus
about the categories and unifying themes. Withgaredd codebook, we re-analyzed the data

that would allow us to answer the research question
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4. Findings

In this section, data are presented following e parts in which the research project was

organized.

4.1. Teachers’ prior knowledge and experiences

Drawing on the data gathered from instruments 12amge sought to understand: (1)
teachers’ conceptions of content and language ih,GR) the benefits and challenges of
CLIL implementation in their context, and (3) the&lf-evaluation of their teaching

materials. As described above, 16 teachers atteth@edorkshops and provided insights.

Concerning conceptions of content and languageL.ih,Ghe teachers equated
content to that covered in the CLIL programs, vaénticular emphasis on concepts and the
development of professional skills and generalieay strategies. Conversely, language was
equated to a wider range of responses, as shoamngar (N=9), subject-specific
terminology (N=7), language functions (N=4), langeakills (N=4), collocations (N=3),
writing processes (N=2), and pragmatic competeNeR). The teachers reinforced the
instrumental notion of language learning since Bhglvas ‘a vehicle for learning subject-
matter in the course’ (Mike). In relation to CLIlebefits, the teachers stressed authenticity
(N=8), motivation (N=6), and professional developin@=4). Conversely, the following
challenges surfaced: lack of materials (N=9), leeshlimited proficiency (N=5), and teacher
preparation (N=3). Lastly, they expressed a désireaintain the authenticity of topics and
input sources in the course materials in addittoogportunities for developing learning
strategies. Notwithstanding, they indicated théfeing changes were necessary: reducing
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the number of activities and input, being more dele, offering more balance between
content and language learning, and offering molancad opportunities for developing

speaking, reading, writing, and listening.

The online survey (Appendix 1) was distributed hyad to the 16 teachers who had
attended the workshop. Despite the limited respo(ide7), the teachers agreed that CLIL
may enhance motivation. They also agreed that dpireg their own CLIL materials was an
opportunity for professional development, but thegponses highlighted that such materials
should embed systematic and strong opportunitiedgweeloping language skills and for

learning grammar and vocabulary through awarereassg activities.

In line with the findings gathered through the graliscussion, the survey shows that
CLIL was associated with learner motivation and,tbdaspite certain reservations, teaching
new content was not a challenge for the teachérs slirvey also reveals that teachers had an
interest in developing professionally by designingir own materials, although they worried
that this would be time-consuming. From our un@erding, professional development would
aid them in including more language awarenessngactivities and activities with a

stronger grammar focus.

4.2. Implementing and reflecting on change: thearessample materials

When analyzing the data from the four teacherslé€rapwho agreed to be included in Part
2, we found a series of challenges that the teaatiscussed in relation to their materials
design process. Upon further analysis, these cigdewere identified as catalysts for the
professional development highlighted by teachenerdfore, to provide a detailed view of

their professional development and the reasonstietithe following themes are discussed
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below: (1) challenges of creating teacher-develapatkrials, (2) enhanced teacher

motivation, (3) enhanced teacher identity, andyféwth in professional knowledge.

Throughout the interviews, the four teachers hgjtitkd elements that pushed them
into finding solutions, thereby encouraging proiesal development. The most commonly
recurring challenges cited were identifying suigabburces of input, bearing in mind the
local context and specific needs of the studemis esasuring that there was an adequate

balance between content and language:

[Finding readings can be] difficult because a loth@ courses ... you want it to be
very much focused on the local which creates its ohallenges. Recently, I've been
kind of translating things and using those in tbharse because realistically, it doesn’t
take very long to translate an article if you thiti& useful. Maybe trying to find
listenings, trying to find more different forms wifaterials, audiovisual materials is

obviously more complex. (Chris, Extract 1)

Even so, finding content with a more local contaidwed the teachers to create material that
they felt was meaningful and engaging for studdntghis way, the challenge of emphasizing
‘the local’ (Figure 1) stimulated teachers’ abd#ito adapting to students’ needs. As one

teacher stated:

Now the materials are more engaging and authearit they focus on real problems.

They are more updated on what's going on in Colambi used the projects for the
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level to decide on what materials were needed) arduded the language based on

what students needed for the projects. (Rose, &xX2)a

Figure 1. Reading activity related to the killing of sociabders in Colombia

Context Read the article from the Atlantic and respond to the following questions:
m What is the article referring to?
m What is the most surprising thing you take from the article?
m What word would you choose to summarize your reaction to the article?
m What new words or phrases did you come across in the article?

Killing With Impunity, Every Three Days
May 30, 2018

Video by Tom Laffay, Emily Wright, and Daniel Bustos

“We made this film because no one, particularly the US media, seemed to care,” Tom Laffay told The Atlantic.
Laffay, a filmmaker and journalist based in Bogot4, is referring to the parlous situation in Colombia, where
social leaders and community organizers are routinely assassinated with impunity. “The rate is now at one
killing every three days,” Laffay said.

“What is unusual isn’t the assassinations per se, as we’ve long been normalized to violence here,” said Daniel
Bustos, who co-directed the documentary Theyre Killing Us, premiering on The Atlantic today, with Laffay

and Emily Wright. “Rather, it was the systematic pattern of victims that emerged: all men and women that had
been fighting for the rights of their communities.”

The murders are the fallout of a peace accord signed in September 2016 between the Colombian government
and the Revolutionary Armed Forces of Colombia (FARC). The hope was that the deal would bring about the
end of a violent 60-year civil war that killed a quarter-of-a-million Colombians and internally displaced more
than six million. During the conflict, FARC, a Marxist rebel group, fought the longest-running armed
insurgency in the Western Hemisphere. It controlled 170,000 acres of coca in the country, which

produced 50% of the world’s cocaine, yielding a profit of $600 million annually.

The four participants also felt that the previoustenial was strongly focused on

content. Hence, a priority in the design process wwanclude more language features,

especially related to grammar, vocabulary, andritegration of the four language skills

(reading, speaking, listening, and writing), in@rdb build a stronger balance between

content and language. Expressing this, one teaeher
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For sure, one of the challenges was to balancenbahd language because
the overriding goal of this course is not just leag about grammar points
and specific language points, but it is also toeligy the way that they are and
the way that they see the world... [In the previoaerial, language] was very
formulaic ... rather than just presenting vocabulara table, I tried to include
it in the comprehension questions ... incorporatiagjast reading and then
speaking, but then trying to incorporate some efdther skills within the
article so that it was an integrated lesson. (P&bdract 3; see Figures 2 and

3)
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Figure 2. Excerpt from course material before the workshop

Stereotypes and Generalizations

Vocabulary: Match the word to its definition

T generalization a.s0, as a result

2..___ stereotype b. general statement based on fact

3..__ othering c. treatment to show that someone is not "one of us”

4. . __ originate d. traits, descriptions

5..__ ethnocentric e. a generalization, often judgmental, based on incomplete
evidence

6.. thus f. the belief in the inherent superiority of one’s own culture

7..__ characteristics g. to come from

When does a generalization become a stereotype? What are the differences between generalizations and
stereotypes? Do they have different origins? Different functions? Different effects?

Generalizations:
All statements of fact or truth require generalization. A generalization is a statement based on a finite set of
observations and experiences and yet which claims to hold true for the larger set, even for those cases that
have not been seen or experienced. All generalizations, then, can be said to be theoretical. They offer a
theory about how things are in general. Thus the statement "All trees have leaves” is a useful generalization,
though no one person has ever been able to validate it by inspecting every tree on earth or every tree that
has ever existed, and no one knows what trees will be like in the future. And of course most trees do not
have leaves at various times of the year, and some trees are evergreens with needles instead of leaves. The
generalization originates in a rational effort to categorize, not in an irrational effort to judge or to other.
Othering means treating individuals and groups in a manner to show that they are “not one of us.”
The function of the generalization is to allow people to work better with trees, not to harm trees.

Stereotypes:

A stereotype is a particular kind of generalization, a subset of generalization. Stereotypes, according to
sociologist Joel Charon, can be distinguished by several points:
1. stereotypes pass judgment
2. sterectvpes leave little or ne room for exceptions

20




Figure 3. Excerpt from course material after the workshop

Stereotypes and Generalizations

Before you begin, consider these statements:
1. Chinese people are so quiet.
2. All Koreans eat dog meat.
3. People from Africa are poorly educated.
Mow complete the vocabulary section and fill the gaps with the correct term from the table.

Vocabulary: Match the word to its definition

1. _  peneralization a. 50, a5 a result

2.._  sterectype b. general statement based on fact

3.._  othering C. treatment to show that someone is not “one of us"

4. originate d. traits, descriptions

5. .__ ethnocentric e. a generalization, often judgmental, based on incomplete
evidence

6.._ thus f. the belief in the inherent superiority of one’s own culture

7. characteristics £ to come from

When doess 3 generalization become 3 stereotype? What are the differences between generzlizations and
stereotypes? Do they have different arigins? Different funcrions? Different effects?

Generalizations:
All statements of fact or truth require . A generalization iz a statement bazed on = finite set of
observations and experiences and yet which claims to hold true for the larger set, even for those cases that
hawve not been s=en or experienced. All generslizations, then, can be ==id to be theoretical. They offer a
theory about how things are in generzl » the statement "All trees have leaves" is & ussful
generalization, though no one person has ever been able to validate it by inspecting every tree on earth or
avery tree that has ever existed, and no ons knows what trees will be like in the future. And of course most
trees do mot have lesves st various times of the year, and some trees are evergreens with needles instead of
leaves. The generalization criginates in a rational effort to categorize, not in an irrational effort to judgze or

to other. means tresting individuals and groups in a manner to show that they are “not one of us.”

The function of the generalization is to allow people to work better with trees, not to harm trees.
Stereotypes:

A is @ particular kind of generalization, = subset of generalization. According to sociologist Joel

Charon, they can be distinguished by several points:
1. stereotypes pass judgment.

Overall, the decision-making process involved mding appropriate input, relating it to the
context, and balancing its content and languagepakd challenges for these teachers and

led them to develop professionally as they workedddress those challenges.

A consistent theme that we identified was thatrifasced teacher motivation. The
four teachers agreed that, while it was time-consgndeveloping their own CLIL materials
had been motivating as they could exercise agemd\carriculum transformations through

them. For example:
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| really enjoyed creating the materials. It's rediag when you create something
from scratch or when you adapt something alreadyepisting. It gave me the
opportunity to tailor the course and to introdubartges that | think are necessary and

meaningful. (Peter, Extract 4)

In addition, the teachers expressed that the atititgrelement (authentic topics and
sources of input) included in the materials andatlvareness that the teaching and learning
processes were organized and guided by teacher-maigeials, energized them. On this

aspect, Rose expressed:

| just loved changing the materials or creating m&ws. | did that in a rush though,
but it was enjoyable, particularly because thed®pind resources were authentic,

focused on real problems and input. (Rose, Ex&asee Figure 4)
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Figure 4. Excerpt from Rose’s materials

Read the text “Colombia” from When Cultures Collide by Richard Lewis (2006), p. 556-561.
As you read, compare the information to what you have written down in the chart, and
mark any information you consider erroneous or biased.

When you have finished reading, discuss the following questions with your classmates:
* What was the erroneous or biased information you found?

* What was the true information you found?

* Was there more erroneous or true information?

* How did reading this information make you feel? Why?

*  Why do you think the author included erroneous information?

*  Where do you think it came from?

Now, in your group, propose changes to the text to make it more reliable and less erroneous.
Remember, the text is not written for Colombians, but rather for people who may come to visit, do
business, or have political meetings in the country. Be prepared to present the changes to the class

and justify your proposal.

Thinking about your culture guide: based on what we have read and discussed so far,

what information do you think a person would need to understand the culture(s) of your

chosen country? What perceptions of your country do you currently have?

Important information Current Perceptions

Nonetheless, one teacher who celebrated the miotinadieffect of designing materials raised

concerns about collaboration:
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| enjoyed designing new materials and redesignihgtwhad already developed, but
| wish it were more collaborative. Like, we may dewore time to share our ideas

with colleagues and receive input and feedback fiteem. (Chris, Extract 6)

Enhanced teacher motivation was understood andierped in conjunction with teacher
identity, as both interacted and influenced eablerotThrough this experience, teachers
expanded their horizons and developed a new igetitit of CLIL teachers who can create
their own CLIL materials. This expanded and enhdndentity proved to be transformative

for all the teachers interviewed. For example, Msked:

| feel that I'm not just an EFL teacher. | can b@ldL teacher and | have the freedom
and autonomy now to add to and change the coueselh, and this is because we
engaged in developing materials. I've realizedn dasign materials. | think that |
feel stronger now because | have now become m@aged in understanding
pedagogical processes and the experience givesareeimdepth knowledge of

language education. (Mike, Extract 7)

Mike’s perceived relationship between identity amafessional knowledge allows us to
introduce the last theme: professional knowleddps Theme merges categories related to
several aspects of what may constitute versioksi@ivledge or knowledge-generation

(Freeman et al., 2019).
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One of the effects of designing materials was imeneents in the teachers’
disciplinary knowledge, i.e., their knowledge ablaunguage. For example, one teacher

commented:

As | had to work on language awareness and diseplussarted to read more about
linguistics, particularly about pragmatics and Jmdary, areas such as collocations

and word lists. (Rose, Extract 8, see Figure 5)

Figure 5. Excerpt from Rose’s materials on language awareness

Building Vocabulary: Complete the chart with the different word forms of our vocabulary terms
from the Hofstede reading plus some of the concepts from the dimensions. Some of the chart is
completed for you.

hierarchical * assertive * equality * individualism * collectivism * orthodox * thrift * indulgence
* restraint * masculinity * femininity * uncertainty

Noun Verb Adjective
hierarchy X
assertiveness
equal
individualism X
collectivist
X
thrift
indulge
restrain
masculine
X
uncertainty

Another effect was on the teachers’ pedagogicaikenge related to teaching

methodologies and approaches. All the teachersateti that they had read not only about
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CLIL principles, but also about other approachehsas project-based learning or task-based

learning. On this aspect, a teacher said:

As | started including projects and other actigtie the material, | read on project-
based learning to have a clearer picture and goedan what the outcome of the

tasks should be. (Rose, Extract 9)

Teachers also expressed that engagement in matgestlopment contributed to
them becoming aware of their own theories aboutieg and learning, i.e., their
knowledge-in-person, based on their personal aof@gsional experiences in context. Put
differently, materials development triggered systémteacher reflection and reflective

practices, as the extract below shows:

By developing my own materials, | reflected morewhwvhat | believe works and
what I've seen working in my lessons. | reflectedtioe tensions between what
experts say and what | see with my students ircldgsroom. Somehow in my
materials | have been able to reconcile these vialuag them as complementary.

(Chris, Extract 10)

Additionally, as materials creators, they underdttiwe rationale behind ensuring a clearer

and more coherent selection and organization oféerial. Thus, they developed a better
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understanding of the importance of sequencing iiesvto enhance student learning. This

was expressed by one teacher, who said:

Everything is very evident why it's being done ..faels logical ... It feels like the
things that are there are there for a specificaasnd they’re there to help students
get to where we expect them to get. The balanaedaet content and language is a

never-ending battle, trying to get it right. (Chixtract 11)

With CLIL teachers, there is additional knowledgmegration: knowledge of non-
language content. Developing their own materiadsthe four teachers to become more
knowledgeable about the topics they were expectedver. The following quote illustrates

this:

Looking for suitable videos or articles gave medhance to deepen my knowledge
about different topics connected to IR [InternagibRelations]. | also became more
critical of definitions and other faces of contegdrning. (Mike, Extract 12; see

Figure 6)
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Figure 6. Mike’s material

2. Do you think there will be any hostility between the two mothers?

Exercise 5. Listen to a conversation of two mothers and take notes on what each one says regarding each of the
areas in the table: the suicide bombing incident, peace in Israel and Palestine, and the Occupation.

Link to part one: https://www.youtube.com/watch?v=A-j2SPNhRcM

Link to part two: https://www.youtube.com/watch?v=RXj/r-1W1ao

Two Mothers: Israeli and Palestinian

Opinion of the Levy Family Opinion of the Al-Akhras Family

The Suicide Bombing Incident

Peace in Israel and Palestine

The Occupation

The findings provide evidence that by engaging Eddchers in developing course materials,
they experienced professional development in a vadge of areas. Below, we discuss our

research question, integrating the literature re\aad the data.

5. Discussion

This small-scale case study sought to explore venethiversity language teachers’

engagement in CLIL materials development could rdoute to their professional
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development. Through the experience of materialeldpment, the teachers developed
CLIL materials which were not only context-respaesbut also learner-centered, since the
topics, sources of input, and tasks were calibratedrding to the program the learners were

taking and their level of English language profinag.

The findings revealed two major themes connectembiinuing professional
development (Darling-Hammond et al., 2017): (1)reyedevelopment and (2) professional

knowledge.

The first theme, agency development, can be reedvieom the teachers’ self-
reported enhanced motivation and autonomy in CL#tenals development. Despite
challenges associated with finding a balance betweatent and language learning and
workload pressure, as already reported in thealibee (Moore & Lorenzo, 2015), the
teachers found the experience motivating becawsedbuld design CLIL materials that were
engaging, authentic (Pinner, 2019), and contexgenesive (Grandinetti et al., 2013, Morton,
2013, 2019). By exerting their autonomy to selecirses and develop their own materials,
the teachers simultaneously developed their matindad design and implement their own
materials as they realized that there were no miagbitutional constraints in the way of this.
As Pinner (2019) suggests, agency and motivationereate a synergistic environment that
continues to maintain teachers’ interest and psidesl development because the overall

experience is authentic and rewarding.

Like the participants in Dikilitsand Mumford (2019), the teachers in this study
developed their agency as they became aware ofddeabilities for enacting autonomy
informed by their own professionalism. The themagéncy development can also be
extended to identity development, since the teathealization that they had the motivation,

autonomy, and agency to engage in CLIL materialeld@ment enabled them to see
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themselves as materials developers for CLIL. Ireothords, they moved from being EFL
teachers using third-party materials to becomindi Geachers using their own context-
responsive and learner-centered CLIL materialswidrg on Morton’s (2019) view of
teacher-made CLIL materials, the teachers tram&tidrom being CLIL materials consumers

to identifying themselves as CLIL materials prodsce

In this regard, this study shows that a lack ofrappate CLIL materials (Ball, 2018;
Mehisto, 2012) can be mitigated by teachers adgutirproducing their own materials.
While our study confirms Morton’s (2013) assertaiyout secondary teachers’ opportunities
to enact agency as CLIL materials developers, iodirfgs show that similar results can be
obtained when university teachers develop prinaiplermed CLIL materials (Coyle et al.,

2010; Moore & Lorenzo, 2015; Nikula et al., 2016) higher education learners and courses.

The second theme, professional knowledge, canvigedi into (a) disciplinary
knowledge (knowledge of and about English), (b)teohknowledge (knowledge of non-
language content), and (c) pedagogical knowledge tb teach through CLIL) (Freeman et
al., 2019). The findings show that by engaging atemals development, the teachers
reported a growth in content knowledge about thgliglm language as a meaning-making
system. Likewise, the findings evidenced that kmewledge was, in part, motivated by
working to solve the challenges that emerged aseehers engaged in the materials
creation process. For language teachers, robugtl&dge about the language is fundamental
in the construction of their professional identityd professionalism, and therefore we
associate this perceived growth in disciplinarywlealge with teachers’ enhanced
motivation and autonomy as they developed theifeggional resources to enact agency.
According to the teachers’ experiences, the expardsi their disciplinary knowledge grew

out of their reflective thinking and learning (Cito & Farrell, 2019) about the processes of
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materials development as support for learning. Téflective thinking, as we discuss below,
not only entailed pedagogical decisions, but alstafimguistic reflection. The teachers
developed a strong sense of language awarendssyasalized how different linguistic
concepts could support them in their understandfignguage and language learning. This
aspect of professional growth indicates that syateEnfanguage awareness-raising activities
in CLIL do not only benefit learners (Porto, 20Rjiz de Zarobe, 2015) but also teachers as

they design them.

Together with knowledge about the language, thehexa reported growth in their
non-language or content knowledge. Teachers begpaware of their content knowledge
development may have contributed to their enhannémanaotivation, autonomy, and,
consequently, agency (Dikilga& Mumford, 2019; Kubanyiova, 2019). It is also iorpant to
note that for language and content teachers inezt@s developing a CLIL teacher identity,
having knowledge about the language as well astdheilcontent is central, as it makes the

difference between language or content teacher€afdteachers.

Finally, the growth of teachers’ pedagogical knalge surfaced through a number of
decisions. By pedagogical knowledge, we mean knigdeabout how to teach, in this study

within a CLIL approach. Pedagogical decisions mayssociated with three foci:

e A focus on taskstéskused here to mean any learning activity in geneféig
teachers increased the number of tasks to maxitmé&zeources of input included.
They incorporated tasks that helped learners dpwaatent and language
learning, unlike the materials they had employex\/jmus to the workshop.
Through such tasks they sought to cater for a bathapproach to learning

content and language (Coyle et al., 2010; Mort®132, an issue they had
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identified prior to the workshop and which contidue be a source of concern as

they developed and implemented their new materials.

A focus on organization: The teachers could exenaisre control over
coherence, sequencing, and overall materials azgaon. Because they were in
charge of materials development, they were abéerange the tasks from less to
more demanding in terms of their linguistic, comtemd cognitive load. In
addition, because they could translate CLIL pritegspnto materials, they strived
for content and language integration, although wétying degrees of success

(Nikula et al., 2016).

A focus on input: The teachers selected their ssuof input considering
linguistic demand and learners’ English languagdigiency. They also selected
them according to possibilities for pedagogicalleiation (Ball, 2018). Teachers
made further use of graphic organizers, visual sttppnd videos to introduce

new content.

As suggested in the literature (Ball, 2018; Banegg@46, 2017; Grandinetti et al., 2013),

these foci confirm that when teachers center thigéntion on tasks, CLIL materials

development becomes meaningful, coherent, andreéasiemplete as learning objectives

and outcomes become the guiding principles. Bydmguon tasks, teachers incorporate a

wider range of sources of input contextualizedaf@pecific class and topic, thus achieving

context-sensitive CLIL provision.

The teachers’ pedagogical decisions reveal thahwliney engage in professional

learning (Cirocki & Farrell, 2019) through reflemti-on-practice (i.e., the teachers reflecting
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on their materials after implementing them) (ScH#83) and reading professional literature
(i.e., the CLIL literature shared in the workshappan enabling environment, their
opportunities for developing their own teaching eniails become a catalyst for continuing
professional development. In this study, professignowth based on reflection and reading
relevant literature led to both research-informed experience-informed CLIL materials
development. Put differently, teachers’ first-hguadgiticipation in CLIL materials
development contributed to their continuing proiesal development because they could
establish informed and synergistic links betweémased practice and theoretical
underpinnings. Through these links the teachergibomed to supporting educational
changes (Keskula et al., 2012) at an institutitexad| because these were negotiated,

materials-wise, with them.

6. Conclusion and implications

This case study showed that enabling universitguage teachers to develop and implement
their own CLIL materials created space for motivatiidentity, and an increase in
professional knowledge derived from designing anglémenting the CLIL materials.
Notwithstanding, two limitations should be acknoalded. First, we only collected data from
a small number of teachers, and we did not inctbde learners in the study. Therefore,
benefits in terms of motivation, authenticity, asmhtext-responsiveness may be either
corroborated or challenged by the learners. Sedbedstudy did not include systematic
classroom observation, and therefore the teachkaisns of growth in professional

development are based on self-reporting and mégemmalysis.

We believe this study carries CPD implicationsdontext-responsive CLIL

implementation. Regardless of educational levsljtutions that are interested in adopting a
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CLIL model may want to prioritize teachers’ profiessml development and understanding of
CLIL features in relation to the local context, mculum, and the resources they will need. In
this regard, supporting teachers’ identity and agexs materials developers can provide
them with opportunities for understanding and shg@LIL according to learners’ needs by
concentrating on CLIL teaching and learning matsria so doing, teachers may develop a
firm grasp of CLIL, drawing on their own situatexperiences within the dynamics of their
institutional contexts. Also, they may move fronopting and adapting CLIL models found
in the literature (usually developed within a Eweap context) to creating indigenous CLIL

models and deploying strategies that respect ctrdkgarticularities and affordances.

Although they may be time-consuming and problematierms of workload, similar
institutional initiatives could contain a stronggement of mentorship so that language
teachers can be systematically supported in theegses of CLIL materials adaptation and
creation. If this cannot be provided, CPD oppotiasicould promote independent as well as
collective initiatives. In the case reported irsthaper, teachers were trusted to work
independently and supported should they wish teivedeedback from a peer or an expert.
In addition, the teachers were encouraged to intedanodifications and reflect on their
practices without the need to report to the coacsedinators. In this sense, a nascent
professional community of teachers as materialeld@ers was initiated without strict
guidelines or procedures. Hence, CPD activitiesdacher-made CLIL materials could

include an experienced mentor or favor intra- anh@r-institutional peer-peer support.

In terms of research implications, future studiesl@ also include non-native
teachers of English as materials designers for @ollrses. Such studies may show whether
differences in English language proficiency andkigaound may have an impact on CLIL

materials development and use. Finally, a studydche established to examine the criteria
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and processes for materials (re)adaptation andlékeration before and after

implementation, involving a large group of partens over a long period of time.
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Appendix 1. Survey results

Item

1 The integration of
content and language
may enhance motivation.

2 Teaching content |
don’t know is stressful
sometimes.

3 | need to include more
language-based
activities.

4 The feedback | provide
students tends to focus
more on meaning than
accuracy.

5 Language awareness
could be more
systematically included
in my teaching.

6 Further practice on
grammar and vocabulary
should be included in my
lessons.

Totally
agree

Agree

Disagree

Totally Not
disagree applicable to

me

0 0

0 1

1 0

1 1

0 0

0 0
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7 Developing our own
materials is a great
opportunity for
professional
development.

8 Developing our own
materials could be time
consuming.

9 It's not my job to
produce all my teaching
materials.

10 | could have fewer
texts and maximize the
language potential
instead.
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Highlights

e EFL teachers working within a CLIL approach in Colombia can experience professional
development through materials development.

¢ Through developing CLIL materials, the teachers enhanced motivation, agency, and
identity.

¢ Engaging teachers in materials development lead to increased linguistic, pedagogical
and content knowledge.





