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Abstract 
 

The present complex case study intends to explore how collaborative learning contributes to 

cultural growth in the training of teachers of Spanish as a foreign language at university. Data 

was gathered from Hungarian L1 teachers of Spanish enrolled in BA, MA and PhD Philology 

programmes as well as from designers of teacher training programmes. Participant 

observations, audio recordings of lessons, semi-structured interviews and the researcher’s 

journal were used as instruments for data collection; the participants’ e-mail messages and 

course syllabi were also part of the data sources. Interpretive content analyses were carried 

out on the data. The results suggest that collaboration influences cultural growth positively 

because it empowers future and practicing language teachers to enhance culture learning; it 

also provides participants with opportunities to expand their notions of culture and gain a 

deep understanding of the culture of the teaching profession. These contributions of 

collaborative learning refer not only to increasing awareness and sensitivity of different 

products, behaviours and values of cultures but they presuppose the application of abilities to 

read and understand cultures and of making the experience of culture visible and accessible to 

others.  
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1 Introduction  
 

Research on how teachers are trained has been informed by situated and social 

theories of learning (Lave & Wenger, 1991). From these perspectives, learning is no longer 

seen as a purely cognitive issue but also as a process that takes place in specific contexts and 

evolves through the interaction and contribution of participants. In other words, learning 

involves an engagement in social practices within communities in which meanings are 

constructed collaboratively (Lave & Wenger, 1991). This dissertation intends to explore and 

gain a deeper understanding of various aspects related to collaborative learning for cultural 

growth in the training of teachers of Spanish language in different university degree courses 

(BA, MA and PhD courses). The focus on the higher education context is guided by the 

commitment of universities to promote open-mindedness and openness to the world (White 

Paper on Intercultural Dialogue, 2008) as well as their great potential for playing an active 

role in devising and spreading new approaches in training already practicing and future 

foreign language (FL) teachers. 

Teacher training research mostly reports on proposals for improving institutional 

practices and describes instances of treating specific problems of professional trainings, 

typically from the view of language programme directors (Allen & Negueruela-Azarola, 

2010). Notwithstanding the significance of outsiders’ point of view, this begs for deeper 

scrutiny from the perspective of practicing teachers and teacher trainees. Therefore, the 

current complex case study follows an insider’s perspective, guided by the principles of 

qualitative research, with the purpose of giving an account of naturally occurring processes 
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and individual practices of collaboration among different participants in the training of 

Spanish language teachers at a university in Hungary. 

Literature on collaborative learning methods is very prominent and “specific about the 

techniques and procedures necessary for teachers […] to have positive learning outcomes in 

their classes” (Summers, Beretvas, Svinicki & Gorin, 2005, p. 168). However, a greater 

number of descriptive studies are still needed to shed light on the evolving collaborative 

interactions that take place in higher education contexts and on the processes facilitated by 

collaboration in the training of FL teachers. The present research seeks to increase 

understanding of the kind of collaborative structures appearing in different degree courses at 

university and their possible contributions to cultural growth as a response to the mentioned 

need. 

In addition, a close scrutiny of probable associations between collaborative learning 

and cultural growth is a way to recognise situated practices that FL teachers apply in the 

processes of preparing, learning and training to teach. As a result, this dissertation addresses 

the current call of taking into account not only teachers’ knowledge of subject matter and 

skills in teaching but also teachers’ prior knowledge and histories as well as personalised 

ways of learning (Borg, 2009) and professional development (Johnson, 2009). 

The possibility to investigate cultural growth pedagogies in pre-service and in-service 

teacher education may contribute to the necessity to train teachers as “intercultural speakers 

themselves before they will be required to facilitate the process of intercultural learning for 

their own future students” (Muller-Hartmann, 2006, p. 63). Indeed, the rationale for this 

research is essentially fuelled by the appeals to include in the content of FL teacher training 

not only the linguistic features of language but also the social and cultural position of 

languages in the world (Franson & Holliday, 2009).  
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Problematising the content of teacher training, originates in the concern that culture 

learning is often unconsciously associated with a certain set of long-established, and in some 

cases mandated, ideas that reinforce limited visions of culture. Hence, for the most part, 

essentialist views of culture are accepted and implemented with little or no critique of their 

implications for FL teacher education. This is why the current investigation is highly 

committed to a necessary critical consideration of cultural content in FL teacher training 

programmes and it is also engaged with the ever-increasing requirement addressed to teacher 

education to “include opportunities to investigate more fully the concept of culture as a 

dynamic, multifaceted, ideological and political construct” (Franson & Holliday, 2009, p. 44). 

Hence, this research aims to answer the following main research question:  

How does collaborative learning contribute to cultural growth in the training of 

teachers of Spanish as a foreign language at university? 

 

The dissertation starts with a theoretical background in chapter two. It gives 

definitions of key terms and presents culture as a construct, cultural growth as a form of 

competence development, collaborative learning in classroom settings as a social 

constructivist notion and teacher learning as a form of social participation in communities of 

practice. In the theoretical background chapter, literature, on cultural growth, cultural content, 

collaborative learning and models of teacher training, is reviewed with the purpose of setting 

up a framework to research collaborative learning for cultural growth in the training of 

teachers of Spanish as a FL.  

Keeping in mind that this investigation is a complex case study made up of five 

studies, in chapter three the main research question is presented along with four sub-questions 

that deal with perceived useful cultural content; collaborative interactions facilitating cultural 
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growth; elements of culture and the views of course designers of training programmes. In 

chapter four, the research methods used to carry out the five studies are introduced. This 

chapter contains explanations of research design, detailed portraits of the research participants 

and the setting as well as meticulous descriptions of data sources following the order of the 

research questions. Since the aim of this investigation is to explore and gain a deeper insight 

into how cultural growth occurs through collaborative learning in the framework of FL 

teacher training, the research methods and the procedures for data collection and data analysis 

reflect the perspective of the qualitative approach working with the participants’ experience 

and views through their words. At the end of this chapter ethical considerations are also 

provided.  

Chapter five outlines the results obtained from the analysis of the collected data. The 

chapter is divided into four sections corresponding to the four sub-questions orienting this 

complex case study. The fifth chapter is characterised by rather lengthy excerpts coming from 

the participants’ interviews and audio-taped classroom sessions. These quotations serve as 

substantial data that lead to the main findings related to individual thoughts and collaborative 

processes. 

In chapter six, a discussion of the main outcomes is proposed. The objective of this 

chapter is twofold. On the one hand it focuses on the actual results of the studies in context 

and on the other hand it interprets and analyses the contributions of collaborative learning to 

cultural growth in the training of teachers of Spanish as a FL. The results are summarised in a 

conclusion section, chapter seven, where some limitations and suggestions for further research 

are presented. Finally, in chapter eight, pedagogical implications for the teaching and learning 

of language and culture and FL teacher training are outlined.  
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2 Theoretical background  
 

This chapter is divided in two main sections. The first one aims at establishing a 

common understanding of the key terms used throughout the present dissertation. Therefore 

section 2.1 gives the definitions of pivotal concepts such as, culture, cultural growth, 

intercultural competence (IC), collaborative learning and communities of practice. Section 

2.2 presents a review of related literature based on previous research about cultural growth, 

cultural content in FL teacher training, collaborative learning in FL teacher education and 

models of teacher training.  

 

2.1 Definitions of key terms 
 

2.1.1 Culture  
 

Throughout history, different branches of knowledge have helped to elucidate the 

definition of culture. For instance, ethnology emphasises culture as a ‘gate keeper’ of age-old 

traditions belonging to specific populations living in and influenced by particular 

geographical locations. Researchers such as Kroeber and Kluckhohn (1954) defined culture as 

the distinctive way of life of a group of people and Goodenough (1957) affirmed that “a 

society’s culture consists of whatever one has to know or believe in order to operate in a manner 

acceptable to its members” (p. 167). This approach shows culture as static general laws of 
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behaviour aiming at holding groups together1 and providing ways of behaving, believing 

and evaluating facts in the world. Thus culture, from this viewpoint, is inherited and can be 

transmitted from generation to generation. 

Other formulations of culture, in anthropology for example, underline the unifying 

nature of culture that allows us to understand other variables of human beings. For some 

anthropologists “culture or civilisation [...] is that complex whole which includes knowledge, 

belief, art, morals, law, custom and any other capabilities and habits acquired by man as a 

member of society” (Tylor, 1871, cited in Damen, 1987, p. 73). Hence, this concept of culture 

emphasises the observable, the material and the shared; in short “the way of life of a people 

[…] the sum of their learned behaviour patterns, attitudes, and material things” (Hall, 1959, p. 

3). Culture can be learned (Mead, 1961) or acquired (Kroeber & Kluckhohn, 1954) over time 

and shared within a specific community in order to distinguish their members from other 

populations.  

Cultural ecologists have contributed to the description of culture, too. They pointed 

out that culture is linked to other factors that are not under direct genetic control and that 

individuals adapt or adjust according to the environment where they interact. As noted by Fox 

(1999) “culture is relative and changeable in space and time” (p. 90). Likewise, sociology 

does not view culture as the foundation of collective identities but as their product (Cuche, 

2002). In other words it is contact among different cultures that creates cultural affiliations, 

hence in the sociological tradition; culture is not a closed system of traditions to be preserved 

or inherited; but a social construction in constant renovation (Cuche, 2002).  

                                                             
1 Expressions printed in bold in this text aim to highlight the elements appearing in the working definition of the 
term culture proposed at the end of this section.  
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In contrast, psychological definitions of culture have paid more attention to individuals 

rather than communities because psychology understands culture as a way of being and 

behaving in the globe; as a singular world vision (Abdallah-Prétceille & Porcher, 1996) or a 

set of patterns employed by individuals to analyse, organise and understand reality 

(Gonzalez, 2003). As a result, psychology studies culture in the light of the individual’s 

style of cognition, perception and interpretation and so culture is regarded as a system of 

ideas, mental images or organisations that classify reality and is reflected in ways of thinking, 

feeling and behaving.  

Subsequent definitions put an emphasis on the relationship between culture and 

language. For example, the linguist Sapir (1956) defines language as “the symbolic guide to 

culture” (p. 70). In his symbiotic association, the notion of culture is situated as part of 

language and vice versa. Accordingly culture appears to guide speakers in their ways of 

thinking, seeing the world and communicating, thus from the linguistic point of view, since 

language is one of the main manifestations of culture, culture is conceived as a system of 

shared codes of symbolic meanings linked to communication. The system of symbols and 

meaning represents the shared assumptions that influence speakers in their ways of 

communicating.  

More recently the sub discipline of intercultural communication studies has interpreted 

culture as “a range of diverse practices and norms that are often contested, change over time 

and are enacted by individuals in personalised ways. […]. It consists of a network of 

material, social and subjective resources” (Barrett, Byram, Lázár, Mompoint-Gaillard, & 

Philippou, 2014, pp. 13-14). This definition puts the accent on internal heterogeneity of 

groups and on individual appropriation of cultural resources. In short, although cultural 
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resources are distributed across an entire group, members may have their own distinctive 

cultures and claim affiliation to and identify with many other cultures. 

After reviewing contributions from different fields, it is understood that eclectic 

descriptions of culture prevail rather than one simple definition. This is why in the present 

research a holistic approach to culture is adopted. It allows us to include different 

explanations of culture in order to acknowledge the inherent developing and diverse nature of 

culture itself. The working definition of culture used throughout this investigation is as 

follows: a relative and changeable set of patterns of behaviour, knowledge, practices and 

thinking that characterise and distinguish members of a particular group. These 

patterns are socially constructed, shared and employed by members in personalised and 

situated ways but they also change over time and are influenced by various external 

factors. This conceptualisation intends to assemble the anthropological, psychological, 

sociological and intercultural views of culture. Besides, it also attempts to involve the 

historical, temporary, heterogeneous and inclusive nature of culture. In other words, defining 

culture in this way means that culture encompasses a system of developing and 

interdependent elements that influence individuals’ actions and at the same time take into 

account individuals’ disposition to personalise cultural resources in and through social 

interaction.  

Another reason for following the proposed working definition of culture is the 

intention of moving away from essentialist conceptualisations of culture. For instance, culture 

merely based on national origins which in Holliday’s (2011) words represents separating 

“cultures as physical territories” (p. 4). In this essentialist vision of culture, national culture is 

used as the basic unit and therefore people stepping outside their designated cultural place are 

not recognised on their own right but framed as exceptions to the essentialist rule (Holliday, 
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2011). In addition, in cultural essentialism only the Western notion of nation is used. Hence, 

for essentialist approaches to culture, nations not only have the exclusive power of founding 

culture but also its definition is based on a single dominant social and political order 

mandated by Western centred perspective (Holliday, 2011).  

In FL learning and teaching, it is also the national issue that predominates when 

relating culture to specific communities. As a result, different groups, clustered by age, 

gender, ethnicity, professional or religious affiliations, are generally given less attention. No 

matter how important it is to help learners notice how cultural patterns can be identified as 

national, it is also essential to provide them with opportunities to observe further 

characteristics of sub-groups that may or may not be related to national patterns.  

As a response to the above mentioned problems, Holliday (2011) recommends to 

adopt a critical approach of culture that “recognises the influence of ideology and the 

marginalisation of non-Western cultural realities” (p. 3). In his prominent book, he promotes 

alternative, more creative and counter-cultures to challenge the Western image of national 

structures that though influential in our lives, cannot explain specific cultural behaviours of 

people.  

In addition, to national culture, cultural essentialism has also been characterised by 

views of cultural homogeneity. According to Kubota (2003) cultural essentialism is also 

observed when diversity within cultures is overlooked and when culture knowledge is looked 

in terms of a binary opposition between ‘correct versus incorrect’. She suggests that instead of 

demystifying inaccurate information, FL learning “should aim to explore the diverse and 

shifting nature of culture and raise critical consciousness about the political and ideological 

underpinnings of popular cultural images and interpretations” (pp. 73-74). 
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Another well-known essentialist view of culture in FL teaching assimilates culture to 

the study of literature (Wellmon, 2008). Although, literature has the potential to “provide 

students with access to the culture of the people whose language they are studying” (Lazar, 

1993, p. 16), the relationship between a culture and its literature is a complex one. This 

complexity has to do with the difficulty to assume that literary works represent reality or the 

totality of a society when in fact they are works of fiction that make non-exhaustive accounts 

of particular milieus or historical periods (Lazar, 1993) and are also framed by the author’s 

subjective perspective. 

Finally, the perspectives on culture described above demonstrate the multifaceted and 

multidimensional ways in which culture can be looked at. The working definition followed in 

the present investigation understands culture not only as “how things are and have been but 

how they could have been or how else they could be” (Kramsch, 1996, p. 3). The imaginative 

ingredient added to the notion of culture is a critical aspect for the understanding of the 

research undertaken here since it is acknowledged that a community’s culture, is both real and 

imagined and is constantly mediated, interpreted and recorded by language. Hence, as 

indicated by Kramsch (1996), language learning and teaching “plays a crucial role not only in 

the construction of culture, but in the emergence of cultural change” (p. 3).  

 

2.1.2 Cultural elements in foreign language teaching 

 

Various theorists and practitioners, based on complex and multidimensional views of 

culture, have tried to determine elements that fall under the umbrella of the concept of culture 

within the framework of language use and language teaching. Despite the fact that it is 
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important to decide what to teach about culture in FL teaching settings, it is rather difficult to 

present the totality of perspectives about cultural elements, especially when culture in its 

essence is multifaceted. This is why, in this section, only some illustrative approaches are 

outlined.  

The components of culture, according to Damen (1987), are “artefacts, material 

objects, beliefs, values, and host of features which are either part and parcel of cultural 

patterns or affected by cultural patterns” (p. 89). Her formulation of cultural components takes 

into account the complex phenomenon of culture and so this is why she affirms that the 

inventory of components of culture is copious. Nonetheless, Damen (1987) has tried to list 

various aspects in which human lifestyles may vary with the purpose of establishing 

components of culture. For instance, dress, systems of rewards and punishments, uses of time 

and space, fashions of eating, means of communication, family relationships, beliefs and 

values or societal systems such as: kinship, education, economy, government, association and 

health (Damen, 1987).  

Other authors, such as Holló (2008), have succeeded in providing a more 

comprehensive picture of elements of culture. She proposes three categories to classify 

elements of culture. These relate to civilisation; behaviour and speech patterns and skills of 

learning and verbal expression (see Table 1).  

Holló’s model of elements of culture does not only take into account the accumulation 

of background knowledge about cultural groups but also social and moral awareness as well 

as appropriation of certain conducts, abilities and ways of expression that may contribute to 

applying communication skills in order to facilitate the acceptance of non-native speakers 

(NNSs).  

Another widely-used framework for the instruction of elements of culture is Moran’s 

(2001) categories of culture. His division includes the 3Ps of culture: products, practices and 
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perspectives (Standards for foreign language learning in the 21st century, 1999) and he adds 

communities and persons. Products refer to the concrete aspects of culture, such as isolated 

objects, artefacts and institutions or other constructions like literature, architecture and music. 

Practices relate to the patterns of behaviour that people display, including language use and 

practices in social situations such as marriage ceremonies, meetings, introducing people etc. 

These practices typically reflect the rules, conventions and norms of the social group in which 

people interact. Perspectives are the often unconscious perceptions, attitudes, values and 

beliefs that govern people’s way of life, such as respect for elders, the need for modesty, and 

the importance of education.  

                                                                              CULTURE 
 
 
 
Civilisation 
 
 
History 
Geography 
Traditions 
Customs 
Institutions 
Economy 
Arts  
Sciences 
Literature 
Popular Culture  
Administrative and  
   other practicalities 
Social values 
Cultural connotations of vocab. 
Socio-linguistic context, etc. 
 
 

 
Behaviour & Speech Patterns 
            (Functions) 
 
Greeting, Leave taking 
Starting a conversation 
Inviting / Expressing opinions 
Agreeing, Disagreeing 
Interrupting 
Requesting, Refusing 
Socialising 
Advice, suggestions 
Visiting, Telephoning 
Complaining, Criticising 
Complimenting 
Body language 
Pragmatic features 
Mindsets, Attitudes 
Cultural dimensions, etc. 
 
 

 
Skills of Learning and  

Verbal Expression 
      
Learning and understanding: 
    Discourse structures & processes 
    Focusing on issues 
    Researching a topic 
    Relating to text and audience 
    Presenting messages  
Expression:  
    Developing & structuring ideas   
    Using & responding to arguments 
    Linking & connecting ideas 
    Cohesion & coherence 
    Logic, relevance 
    Mediation (translation, 
        interpretation, summary) 
    Performance, etc. 

 
Accumulation of  
      Background knowledge 
Social & moral awareness 
Tolerance 
Acceptance 
Open-mindedness 
Flexibility 
                
 
 

 
Appropriate conduct 
Ability to adapt 
Confidence 

 
Clarity of expression 

 
                            Better communication skills and better acceptance of a non-native speaker 

 
Table 1. Elements of culture based on Holló (2008) 
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The three categories (Products, practices and perspectives) may be examined from the 

point of view of communities or from the point of view of persons. Each social setting and its 

community provides a specific frame to carry out particular practices; it also develops distinct 

products associated with its activities and it defines norms, too. On the other hand, cultural 

elements are also enacted at the personal level therefore, while practices, products and 

perspectives are shared with others, each person uses culture in a singular manner and each 

person has his or her own version of culture based on his or her own background, experiences 

and personal identity. Hence, the notion of elements of culture calls, first and foremost, for the 

interplay of products, practices, perspectives, communities and persons. Table 2 summarises 

the five elements of culture proposed by Moran (2001).  

 

Elements of culture 
(Adapted from Moran, 2001) 

Elements  Examples  
 

 
Products 

Artefacts: food, documents, language, money, tools 
Places: buildings, cities, houses 
Institutions: family, law, economy, religion, education, politics 
Art forms: music, clothes, dancing, painting, movie, architecture  

 
Practices 

Operations: manipulation of cultural products 
Acts: ritualised communicative practices 
Scenarios: extended communicative practices 
Lives: a set of practices of living in a culture  

 
Perspectives 

They represent the perceptions, beliefs, values and attitudes that underlie the 
products and guide people’s behaviour in the practice of culture. They can be 
explicit but often they are implicit, outside conscious awareness 

 
Communities 

They include the specific social contexts (e.g., national cultures), circumstances 
(e.g., religious, socioeconomic), and groups (e.g., co-workers, families, social 
clubs) in which members carry out cultural practices 

 
Persons 

They refer to individual members who embody the culture and its communities 
in unique ways. Personal identity and life history play key roles in the 
development of a cultural person  

 
Table 2. A summary of the five elements of culture proposed by Moran (2001) 

 

In addition, Moran (2001) brings forward four language functions that are needed in 

culture learning: “language to participate in the culture, language to describe the culture, 
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language to interpret the culture, and language to respond to the culture” (p. 39). These four 

functions reflect the stages of the cultural experience: Participation, description, interpretation 

and response. In Moran’s (2001) terminology, each stage of the cycle is linked to the 

components of the cultural ‘knowings’ framework: knowing about, knowing how, knowing 

why and knowing oneself. Each component specifies the interactions in which the learners 

need to engage themselves in order to learn the target culture and the corresponding 

objectives that they are expected to achieve. All these four cultural ‘knowings’ interrelate 

with each other, but each sets up its own aims and requires distinct learning strategies. Table 3 

shows the cultural ‘knowings’ framework as proposed by Moran (2001).  

 

The cultural knowings framework 
(Adapted from Moran, 2001) 

Stage of cultural 
experience 

Cultural 
knowings 

The nature of language 
 

Participation  Knowing how The language used to participate in the cultural experience 
Description  Knowing about The language used to describe the cultural experience 
Interpretation  Knowing why The language used to identify, explain, and justify cultural 

perspectives and to compare and contrast these with perspectives 
from the individual’s own culture and other cultures 

Response  Knowing oneself The language individuals use to express their thoughts, feelings, 
questions, decisions, strategies, and plans regarding the cultural 
experience 

 
Table 3. Moran’s (2001) cultural knowings framework 

 

Culture has been commonly associated with social groups, too and therefore a second 

fundamental question that FL teachers need to deal with is which social group(s), if any, 

should be focused in FL teaching. As a response to this question, various researchers have 

started to suggest possible sources of cultural elements. Cortazzi and Jin (1999) propose three 

sources to be included in language textbooks: 1) target culture materials, 2) source culture 

materials, and 3) international culture materials. Target culture materials comprise the culture 

of a country where the target language is spoken as a first language (L1) such as English in 
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the United States or Spanish in Mexico. Source culture materials refer to the learners’ own 

culture as content. International culture materials are from various cultures not necessarily 

related to the cultures associated with the target language. For example Spanish language 

learners located in Hungary may study the ways of living of Turkish people in a Spanish class 

using Spanish language.  

Chao (2011) added two more categories to the sources of cultural elements 

recommended by Cortazzi and Jin’s (1999). She inserts intercultural interaction materials 

and universality across culture materials. The first one focuses on possible differences and 

similarities between the source and target culture and the second one refers to general cultural 

content that is not specific to any particular culture or country. Table 4 describes the 

categories of culture developed by Chao (2011). 

 

The main categories of culture 
(Adapted from Chao, 2011) 

Cultural categories Explanations  
 

Source culture  This refers to learners’ home culture  
Target culture This includes the culture of the countries where the target language is 

spoken in L1 
International culture This includes cultures of any country in the world  
Intercultural interaction This includes the comparison, reflection or awareness of the differences and 

similarities between the local/source and the target/international culture  
Universality across culture This includes general knowledge/content that is not specific to any 

particular culture or country (The content is mainly related to linguistic 
knowledge and practice without focusing on any particular culture) 

 
Table 4. The categories of culture developed by Chao (2011) 

 

Based on the aforementioned, it is clear that there is an extensive list of important 

elements of culture, which emphasises the vastness and complexity of culture as well as the 

unexplored resources offered to the instruction of culture in FL settings. However, this wide 

range of cultural elements also points out that it is hopeless to teach FL learners the totality of 

cultural categories and this is why, according to Holló and Lázár (2000), it is not sufficient to 
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teach cultural facts, rather a deliberate effort is required to develop certain competences, such 

as IC, that help students improve their abilities to learn, understand and adapt to new 

situations. This competence does not only relate to the enhancement of learners’ skills of 

observation, interpretation, empathy, acceptance, tolerance, adaptability and comparison 

(Holló & Lázár, 2000), but it also has the potential to enhance students’ personal and cultural 

growth. 

 

2.1.3 Cultural growth  
 

The word growth generally refers to developing mentally, physically or spiritually 

(Oxford Advanced Learner’s Online Dictionary, n.d.). More specifically growth means “a 

sense of developing one’s potential by growing and expanding as a person” (Pudrovska, 2010, 

p.261). Therefore it recognises the ability and disposition of individuals to transcend 

themselves, to acquire knowledge of the world, to self-improve, to grow and develop as a 

person (Melé, 2003; Stevic & Ward, 2008). Additionally, growth includes different aspects 

such as physical, logical, aesthetic, cultural or moral (Melé, 2003).  

The term cultural growth is used throughout this dissertation but is interchangeable 

with other terms including cultural competence development and improvement. The main 

reason for using cultural in conjunction with growth is because it allows us to cover the 

broadest sense of the term cultural development. Indeed, cultural competence has been 

considered a critical aspect for FL education due to the wide range of cultural elements 

associated to the learning of FLs. It is understood that language learning cannot be divorced 

from the study of culture (Seelye, 1993). As noted by many scholars, such as Holme (2003), 

language and culture are to be learned in dynamic interaction, with one being essential to the 
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full understanding of the other. Similarly, Damen (1987) affirms that “language learning 

implies and embraces culture learning” (p. 4). In other words, “a thorough understanding of 

the language can only be gained by understanding the cultural context which has produced it” 

(Byram, Morgan et al., 1994, p. 11) and vice versa “language is [...] a necessary [...] means of 

viewing culture” (Godwin-Jones, 2013, p. 8). 

In addition, taking into account the four stages of acculturation: Tourist – survivor – 

immigrant – citizen (Acton & Walker de Felix, 1986), it is acknowledged that FL learning 

should entail the development of learners’ cultural competence to go beyond functional and 

superficial understanding of culture. Otherwise speakers run the risk of remaining stuck at the 

acculturation threshold or in “a permanent immigrant state” (Acton & Walker de Felix, 1986, 

p. 21) in which speakers are not able to integrate into the target culture because they do not 

learn enough about the target culture or because their cultural competence is not associated 

with adequate language development.  

The issue of cultural growth is similarly essential to the training of FL teachers 

because they as FL speakers require “an overall framework that integrates the study of 

culture, the study of language, and consideration of the relationship between the two” (Allen, 

2004, p. 288). It means that FL teachers need to develop their cultural competence, as much 

as they are expected to have subject matter knowledge of the language they teach. 

Cultural competence has been mostly associated with cross-cultural competence. In 

Gudykunst and Kim’s (1984) words a cross-culturally competent person is someone who “has 

achieved an advanced level in the process of becoming intercultural and whose cognitive, 

affective, and behavioural characteristics are not limited but are open to growth beyond the 

psychological parameter of only one culture” (p. 230). Accordingly, it seems that both 

cultural and cross-cultural competences, as competences, do entail cognitive, affective and 
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behavioural aspects; but the goals of cultural growth cannot be framed only in terms of 

achievements in the process of becoming an intercultural speaker. In other words, cultural 

growth can be facilitated by the development of IC because it “enables people to interact and 

co-operate effectively and appropriately in situations where cultural “otherness” and 

“difference” are salient” (Barrett et al., 2014, p. 23). However, the idea of cultural growth is 

to develop through encounters across cultures, unrecognised cultures included, where the 

differences between populations or situations are not necessarily made salient. Rather cultural 

growth aims to recognise cultures in their own right.  

Undoubtedly, IC also “enables people to act as ‘mediators’ among people of different 

cultures, and to interpret and explain different perspectives” (Barrett et al., 2014, p. 23) by 

learning about a different culture but also by interpreting and relating it to his or her own 

cultural affiliations. Nevertheless, cultural growth allows speakers to act not only as 

‘mediators’ between different cultures but also to take alternative positions according to their 

particular development and opportunities. Consequently, further individual and collective 

aspects and achievements are also taken into account in cultural growth. For instance, Puren 

(2013) developed a complex model of cultural competence comprising various components 

that are related to one another by definition. Hence it is essential to build a collective culture 

for action within the classroom. This he labels the co-cultural component. It is also important 

to agree on attitudes and behaviours accepted by members of specific communities, which 

constitute the multi-cultural component. In addition, it is crucial to distance oneself from 

one’s own culture and to pay attention to different interpretations and misunderstandings 

between people from diverse origins. He uses the term intercultural component for this. 

Furthermore, it is also necessary to know about cultural aspects of other populations, that is, 

developing the meta-cultural component of cultural competence, and finally to share universal 
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values beyond the particular patterns of a common milieu referred to by Puren (2013) as the 

cross-cultural component. In this complex model, the co-cultural, multi-cultural, intercultural, 

meta-cultural and cross-cultural components are part of the whole overarching notion of 

cultural competence.  

For the purposes of the current research, the term cultural growth is used to refer 

both to personal growth and cultural competence development2. It does not take the form 

of a specific content in a syllabus; rather it is considered as an integral whole of personal, 

cultural and cognitive factors which can be developed through education and/or experience. 

This conceptualisation is explained by an interest in combining the two constructs (personal 

growth and cultural competence) to consider the individual in his or her wholeness and his or 

her singular achievements. In other words cultural growth is not merely an increase in the 

knowledge of the cultural aspects of languages, it is not neither limited to being able to 

understand and explain differing aspects of different cultures or to mediate among 

cultures with different origins, practices and perspectives. Most importantly, cultural 

growth entails a noticeable, complex and individual expansion of understandings, 

attitudes and skills in reading other cultures where previous and actual knowledge 

about cultures are applied. This process of cultural growth needs to be visible to others 

through personalised actions that are not restricted to othering, framing and/or interconnecting 

differences between populations with different cultural affiliations. Rather, actions pertaining 

to cultural growth should aim to recognise the complex, overlapping, shifting and variable 

nature of cultural realities with the purpose not only to interact, communicate, cooperate and 

                                                             
2 The sentences printed in bold in this section intend to emphasise the working definition of cultural growth 
followed in this dissertation.  
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mediate among cultures or among situations of cultural conflict, but first and foremost to give 

sense to the positions of others in their own right.  

 

2.1.4 The components of intercultural competence 

The above working definition of cultural growth displays the wide variety of elements 

and aspects of culture that are involved in cultural growth. Therefore, in the interest of more 

definitional precision, the components of IC are presented below, as an example of one type 

of competence that could contribute to cultural growth.  

The model of IC was originally developed by Byram (1997); he proposed five 

components that are required to be acquitted with intercultural communicative competence 

(ICC): (1) knowledge of the self and other, (2) attitudes of openness and curiosity, (3) skills of 

interpreting and relation, (4) skills of discovery and interaction and (5) critical cultural 

awareness or political education (see Appendix A for a detailed description of each 

component). Byram’s (1997) model has been widely used in the field and it also has been 

recently expanded. For instance Barrett et al. (2014) offer a comprehensive framework to 

understand IC. In Barrett et al.’s (2014) model, Byram’s (1997) five components are merged 

into four components: attitudes, knowledge and understanding; skills and actions (see Table 

5).  

As in Byram’s (1997) model, the components singly or together with others, enable 

people 

to understand and respect people with different cultural affiliations […]; to respond 

appropriately, effectively and respectfully when interacting and communicating […]; 

to establish positive and constructive relationships […]; to understand oneself and 
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one’s own multiple cultural affiliations through encounters with cultural difference 

(Barrett et al., 2014, pp. 16-17).  

 

The components of intercultural competence 
(Compiled on the basis of Barrett et al., 2014) 

Attitudes Knowledge and 
understanding 

Skills Actions 

 Valuing cultural 
diversity and 
pluralism of 
views and 
practices. 

 Respecting 
people who have 
different cultural 
affiliations. 

 Being open to, 
curious about 
and willing to 
learn from and 
about people. 

 Being willing to 
empathise with 
people. 

 Being willing to 
question what is 
usually taken for 
granted as 
‘normal’ 
according to 
one’s previously 
acquired 
knowledge and 
experience. 

 Being willing to 
tolerate 
ambiguity and 
uncertainty. 

 Being willing to 
seek out 
opportunities to 
engage and co-
operate with 
individuals. 

 

 Understanding the 
internal diversity and 
heterogeneity of all 
cultural groups. 

 Awareness and 
understanding of 
one’s own and other 
people’s 
assumptions, 
preconceptions, 
stereotypes, 
prejudices, and overt 
and covert 
discrimination. 

 Understanding the 
influence of one’s 
own language and 
cultural affiliations 
on one’s experience 
of the world and of 
other people. 

 Communicative 
awareness 
(expression of ideas 
and verbal and non-
verbal 
communicative 
conventions). 

 Knowledge of the 
beliefs, values, 
practices, discourses 
and products used by 
people who have 
particular cultural 
orientations. 

 Understanding of 
processes of cultural, 
societal and 
individual 
interaction, and of 
the socially 
constructed nature of 
knowledge. 

 Multiperspectivity – the ability 
to decentre from one’s own 
perspective and to take other 
people’s perspectives into 
consideration in addition to 
one’s own. 

 Skills in discovering 
information about other 
cultural affiliations and 
perspectives. 

 Skills in interpreting other 
cultural practices, beliefs and 
values and relating them to 
one’s own. 

 Empathy – the ability to 
understand and respond to 
other people’s thoughts, 
beliefs, values and feelings. 

 Cognitive flexibility – the 
ability to change and adapt 
one’s way of thinking 
according to the situation or 
context. 

 Skills in critically evaluating 
and making judgments about 
cultural beliefs, values, 
practices, discourses and 
products, including those 
associated with one’s own 
cultural affiliations, and being 
able to explain one’s views. 

 Skills in adapting one’s 
behaviour to new cultural 
environments. 

 Linguistic, sociolinguistic and 
discourse skills, including 
skills in managing breakdowns 
in communication. 

 Plurilingual skills to meet the 
communicative demands of an 
intercultural encounter. 

 The ability to act as a mediator 
in intercultural exchanges, 
including skills in translating, 
interpreting and explaining. 

 Seeking 
opportunities to 
engage with 
people who have 
different cultural 
orientations and 
perspectives from 
one’s own; 

 Interacting and 
communicating 
appropriately, 
effectively and 
respectfully. 

 Co-operating with 
individuals who 
have different 
cultural 
orientations. 

 Challenging 
attitudes and 
behaviours which 
contravene human 
rights, and taking 
action to defend 
and protect the 
dignity and human 
rights of people. 

 Intervening and 
expressing 
opposition when 
there are 
expressions of 
prejudice or 
discrimination. 

 Challenging 
cultural 
stereotypes and 
prejudices. 

 Encouraging 
positive attitudes 
towards the 
contributions to 
society made by 
individuals. 

 Mediating in 
situations of 
cultural conflict. 

 
Table 5. The components of intercultural competence compiled on the basis of Barrett et al. (2014) 
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Yet, it is important to highlight that in Barrett et al.’s (2014) model of IC, possessing 

the first three components (attitudes, knowledge and skills) are necessary but not sufficient to 

be recognised as an intercultural competent individual. In fact, it is plausible that people learn 

a lot about other cultures and declare having skills and positive attitudes towards people 

belonging to a different population. However, the same people may disregard putting into 

practice the previously claimed knowledge, skills and attitudes. Consequently, in order “to be 

credited with IC: it is also necessary for the components to be deployed and put into practice 

through action during intercultural encounters” (emphasis in the original. Barrett et al., 2014, 

p. 21).  

 

2.1.5 Collaborative learning vs. cooperative learning  
 

In existing literature collaborative learning has been mostly used interchangeably with 

cooperative learning (Bosworth & Hamilton, 1994; Davidson, 1994; Goodsell, Maher, Tinto, 

1992; Johnson, Johnson & Smith, 1991; Smith & MacGregor, 1992). In fact, both learning 

approaches share many features; for instance, they favour active engagement, small-group 

learning and they aim to develop thinking capabilities. This is why generally speaking; they 

have been considered related forms. 

Some authors have followed the integrative stance which considers collaborative and 

cooperative learning as complementary educational practices (Brody, 2009). On the one hand, 

it is suggested that collaborative learning includes cooperation (Chan, Burtis & Bereiter, 

1997). On the other hand, it is said that cooperation is one specific type of the more general 

collaborative learning activities (Summers et. al, 2005). Other views maintain that 
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collaborative and cooperative learning are at opposite ends of the same continuum, from the 

least structured interdependence to the most structured interdependence (Rockwood, 1995). 

However, collaborative and cooperative learning do differ widely in philosophy and 

approach (Davidson, Major & Michelsen, 2014). First of all, the analysis of the definitions of 

the terms collaboration and cooperation in isolation provides an extended understanding of 

both learning approaches. Panitz (1999) explains that  

Collaboration is a philosophy of interaction and personal lifestyle where individuals 

are responsible for their actions […] and respect the abilities and contributions of their 

peers; cooperation is a structure of interaction designed to facilitate the 

accomplishment of a specific end, product or goal through people working together in 

groups (p. 3).  

In this conceptualisation, collaboration appears to be a way of dealing with people and 

cooperative learning a structured classroom interaction. The definition also highlights 

individual responsibility for collaborative learning and individual accountability for 

cooperative learning. Indeed, according to Kagan (1990) “the structural approach to 

cooperative learning is based on the creation, analysis and systematic application of 

structures, […] or ways of organising social interaction in the classroom” (p. 12). This 

suggests that collaborative learning groups are mostly self-managed and employ student 

choice of group members (Davidson & Major, 2014), whereas cooperative groups habitually 

imply guidance from the instructor who often uses group methods or structured procedures 

such as intentional grouping, assigned group roles or random assignment in order to obtain 

higher achievement and greater productivity as well as more caring, supportive and 

committed relationships among students (Smith, 1996). 
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In addition, studies conducted at the higher education level (Johnson, Johnson, & 

Smith, 1991) indicate that in college faculty cooperative learning has to do with the 

instructional use of small groups or the structure of learning situations cooperatively so that 

the students work together to achieve shared goals. This is why “cooperative learning has 

taken on the connotation of a set of highly structured, psychologically and sociologically 

based techniques [...] [while] collaborative learning has taken the connotation of social 

constructivism which holds that learning is acculturation into knowledge communities3” 

(Oxford, 1997, p. 444).  

Various researchers have examined the involvement of instructors with the purpose of 

distinguishing the boundaries between collaborative and cooperative learning. For instance, 

Matthews, Cooper, Davidson and Hawkes (1995) assert that cooperative learning employs 

more active teacher facilitation than collaborative learning. Panitz (1999) also affirms that in 

cooperative models the teacher monitors the class, even though the students work in groups to 

accomplish a goal. On the other hand, collaborative groups assume almost total responsibility 

for answering the question and develop a very strong ownership for the process. The 

students identify the sources of information and determine the kind of solution that is 

necessary to answer the question.  

Accordingly, it is understood that for cooperative learning to occur, the instructor must 

structure learning groups (Johnson, Johnson, & Smith, 1991). He or she could plan activities 

that range from formal to informal level of cooperative learning groups, such as Jigsaw 

(Aronson, Blaney, Stephin, Sikes, & Snapp, 1978), Think-Pair-Share (Lyman, 1987) and 

Group-Investigation (Sharan & Sharan, 1990). In collaborative learning the instructor shares 
                                                             
3 Expressions printed in bold in this section represent key elements of the concept of collaborative learning 
followed in this dissertation.  
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authority and empowers the small groups to answer open-ended, complex tasks (Matthews et. 

al., 1995). The students choose their groups by themselves and decide resources and processes 

to provide an answer to the problem.  

The conceptual approach to cooperative learning also provides theoretical frameworks 

with general principles that indicate that both approaches have different philosophical pillars 

and thus different ways of structuring lessons. Kagan (1997) uses the acronym PIES to 

describe the four basic principles of cooperative learning: (1) Positive interdependence, (2) 

Individual accountability, (3) Equal participation and (4) Simultaneous interaction. Johnson, 

Johnson and Holubec (1994) add three more essential elements to Kagan’s principles 1 and 2; 

they propose group processing, social skills and face-to-face interaction as critical elements of 

cooperative learning. In the case of collaboration the attributes of group interaction or group 

processing are less structured and less bounded. However, it is understood that collaborative 

structures may be successful because they incorporate three essential elements of the learning 

experience: (1) spaces of appearance, (2) active engagement and (3) ownership (Maltese, 

1991). The first element refers to the need of every individual to construct a public persona, to 

appear before one’s peers, in simple words to have a public image. The second element makes 

reference to the engagement and the interaction with the material or to the involvement with 

the subject matter through the notion of doing as a component of learning. And the third 

element relates to ownership or the acknowledgment of materials, works and products as part 

of the individual’s domain (Maltese, 1991). In addition to the above elements, collaborative 

learning in classroom settings often meets the following conditions for course planning and 

design: (a) supportive context (b) individualised instructional planning and feedback, (c) 

student involvement, (d) projects in authentic settings and (e) encouragement of reflection and 

developmental change (Wilhem, 1997). 
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A final difference between collaborative and cooperative learning is the kind of goals 

to achieve. In cooperative structures working together or interdependence is fostered through 

a combination of goals, tasks, resources, roles, and rewards. In collaborative learning the 

focus is on getting students to take substantive responsibility for working together, working 

with each other (but not necessarily interdependently), sharing both tools and activities 

(Webb & Palincsar, 1996), toward the same goal, namely, discovering, understanding, or 

producing knowledge (Davidson & Major, 2014). (See Table 6 for a summary of the 

differences). 

 

Differences between collaborative and cooperative learning  
(Compiled on the basis of  

Davidson & Major, 2014; Kagan, 1997; Maltese, 1991; Oxford, 1997;Panitz, 1999) 
 

 Collaborative learning Cooperative learning 
 

Definitions A philosophy of interaction and personal 
lifestyle where individuals are responsible 
for their actions 
Acculturation into knowledge communities 

A designed structure of social interaction in the 
classroom 
A set of highly structured, psychologically and 
sociologically based techniques 

Principles  Spaces of appearance, active engagement 
and ownership. 

Positive interdependence, individual 
accountability, equal participation and 
simultaneous interaction 

Goal Getting students to take substantive 
responsibility for learning  
Working with each other to discover, to 
understand and to produce knowledge 

Working together interdependently toward the 
same end or product to obtain higher 
achievement and greater productivity. 
 

Means Goals and shared tools and activities  
 

Combination of goals, tasks, resources, roles, 
and rewards 

Learning 
groups 

Groups are mostly self-managed, students 
choose group members  
Ownership for the process 
Individual responsibility  
Work together but not necessarily 
interdependently  

Intentional grouping, assigned group roles or 
random assignment  
Caring, supportive and committed relationships 
among students 
Individual accountability  

The 
instructor’s 
involvement 

Groups assume almost total responsibility  Active teacher facilitation  
Assessment and monitoring 

Groups develop a very strong ownership for 
the process 

The instructor plans the processes 
 

Interaction 
skills  

Taught indirectly, informally and implicitly Teacher teaches group interaction skills or 
group reflection/processing in a direct way 

 
Table 6. A summary of the differences between collaborative and cooperative learning  
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In short, and based on the aforementioned, “cooperative learning is not a form of 

collaborative learning (and vice versa)” (Davidson& Major, 2014, p. 32). As a result, for the 

purposes of the present investigation, only the term collaborative learning is employed. The 

main reason for selecting collaborative rather than cooperative is because the definitions of 

collaborative learning in the literature most often describe the importance not only of students 

working together in groups, but also of the group working together with the teacher in an 

effort to develop knowledge, thus sharing power in the classroom and shifting the 

responsibility for learning away from the teacher and to the students.  

Throughout this dissertation, collaborative learning refers to a large variety of in-

class and out-of-class educational approaches and personal lifestyles aiming at getting 

students to take responsibility and ownership for the processes of learning as well as 

getting students to work actively with each other in knowledge communities. According 

to this definition, collaborative learning holds the main goal of producing knowledge through 

a joint intellectual effort by students, or students and teachers together. Thus, “collaborative 

learning occurs when students and faculty work together to create knowledge […] It is a 

pedagogy that has at its centre the assumption that people make meaning together and that the 

process enriches and enlarges them” (Matthews, 1996, p. 101).  

 

2.1.6 Features and elements of collaborative learning  
 

Although there is wide variability in collaborative activities, the features of 

collaborative learning refer to educational situations in which students are working in groups 

of two or more, mutually searching for understanding and knowledge building. Collaboration 

mostly centres on students’ participation and concentrates on their abilities to explore the 
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issue at hand. Thus it requires that teachers share their authority and power among actions that 

happen in the classroom in order to enable students to learn by participating in a social 

community composed by multi-competent classroom peers.  

Given the fact that collaboration has been related to social constructionist views of 

knowledge (Bruffee, 1994), the first key feature of collaborative learning is the consideration 

of knowledge and learning as social constructs. They occur “among persons rather than 

between a person and things” (Bruffee, 1994, p. 40). Accordingly, the ability of students to 

"do" theory in the classroom is recognised, because the socially constructed character of 

knowledge and learning engages students in ongoing disciplinary conversations (Rinehart 

1999) between student and instructor and among student groups and instructors.  

The second feature of collaborative learning is that learning depends on rich contexts 

(Smith & MacGregor, 1992). It means that collaboration has the potential to immerse students 

in complex and challenging tasks or questions. Instead of beginning with fixed facts and 

ideas, students are given problems to which they are required to plan actions and set up ideas 

in order to provide pertinent answers or solutions. As a result, learners are given power to 

decide in classroom processes and at the same time are involved in a classroom community. 

Hence, they become immediate practitioners rather than simple distant observers of questions 

(Smith & MacGregor, 1992).  

Additionally, various leading proponents of collaboration have proposed further 

features of collaborative learning that may help understand this learning approach. For 

example, Brubacher, Payne and Rickett (1990) propose four key characteristics of 

collaborative learning. First, collaboration makes use of intrinsic rewards, such as the joy of 

making a discovery, rather than external motivators like grades. Second, in collaborative 

learning activities, community building is non-explicit; it unfolds indirectly and informally 
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through working together. Third, collaborative groups promote accidentally the improvement 

in the status of those in need. Fourth, collaboration encourages the respect for different 

perspectives through open exploratory discussions. 

Three further essential elements of collaborative structures are also incorporated by 

Maltese (1991): Spaces of appearance, active engagement and ownership. The first element 

refers to the need of every individual to construct a public persona, to appear before one’s 

peers, in simple words to have a public image. The second element makes reference to the 

engagement and the interaction with the material or to the involvement with the subject matter 

through the notion of doing as a component of learning. And the third element relates to 

ownership or the acknowledgment of materials, works and products as part of the individual’s 

domain. 

The above mentioned features and elements are critical to the current dissertation 

because they help to recognise the complex notion of collaborative learning. Moreover, based 

on the aforementioned, it is understood that the principles of both FL teacher training 

programmes and of collaborative learning, in somewhat similar manner, hold that, as part of 

their learning process, trainees need to acculturate into knowledge communities (Oxford, 

1997) where they are introduced to experience specific practices and patterns belonging their 

community of practice (CoP).  

 

2.1.7 Learning in communities of practice  
 

The theory of situated learning is based on the social nature of learning. It was 

proposed by Lave and Wenger (1991). According to the authors, individuals are situated in 

social and cultural contexts where their relations with other people give birth to learning, 
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thinking and knowing. In other words, according to Lave and Wenger’s (1991) situated 

learning theory, meaning, cognition and learning are constructed in activity and are essentially 

social. This means that from this perspective learning is not located outside individuals, but in 

the relationship between the person and the world, which for human beings is a social person 

in a social world. In this relation, the social and the individual constitute each other (Lave & 

Wenger, 1991). 

For the purposes of the present dissertation, “the inherently socially negotiated 

character of meaning and the interested concerned character of the thought and actions of 

persons-in-activity” (Lave & Wenger, 1991, p. 50) allow us to understand learning as an 

engagement or participation in CoPs. A CoP is viewed as a social learning system, and as 

such it lets people engage in professional activities in various manners. For instance, 

individuals may engage directly in activities, conversations, reflections or any other form of 

personal participation in social life. Individuals may even produce physical and conceptual 

artefacts such as, words, tools, concepts, methods or documents. Therefore, meaningful 

learning in social contexts requires both participation and reification or production (or 

‘making into an object’) to be in interplay (Wenger, 1998). 

Over time, the interplay between participation and production creates a social history 

of learning since participants define what matters and what the enterprise of the community is. 

Besides, members are also able, and allowed, to engage productively with others in the 

community and they can use appropriately the repertoire of resources that the community has 

accumulated through its history of learning (Wenger, 1998). A history of learning has the 

potential to become an informal and dynamic social structure among the participants, and this 

is what a CoP is about. It should include goals, shared values and standards of conduct 

negotiated in advance between community members and shaped by broader power relations 
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(Singh & Richards, 2009). Thus CoPs consist of identifiable thoughts, words, actions, 

practices that participants (re)produce, sustain and reshape over time (Hedgocock, 2009).  

In fact, practices of CoPs are productions created over time by those who engage in 

active and dynamic negotiation of meaning; in this sense, practices can be considered the 

property of a given community. Although there are deep seated structural factors that 

influence the production of practices, like external impositions and demands, individuals 

produce singular practices that respond to those constraints in very particular fashions. 

Therefore, practices cannot be reduced to the simple implementation of external designs; 

rather they are products of active negotiation of meaning (Wenger, 1998). 

Three main features characterise CoPs: first, they entail mutual engagement in doing 

things together, in relating and acting as a community and in working for its maintenance. 

Second, CoPs involve a joint activity; that is, members share local interpretations within a 

negotiated endeavour they know, understand and for which they take responsibility. Third, 

CoPs imply a shared repertoire, which means that over time the joint pursuit of an activity 

creates some resources, styles, tools, discourses or stories that the members of the CoPs share 

as a common repertoire (Wenger, 1998). 

Interestingly, CoPs have the potential to “give newcomers access to competence” 

(Wenger, 1998, p. 214) through practice. In a CoP, learning unfolds collectively, resulting in 

practices that reflect both the pursuit of personal enterprise and social relations (Wenger, 

1998). According to Lave and Wenger (1991) “newcomers acquire the skill to perform by 

actually engaging in the practice in attenuated ways and by [...] mastering the knowledge and 

skills critical for that particular CoP” (p. 29). In other words, action and cognition are 

combined when learners engage in CoPs.  
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In addition, participation in CoPs has been also related to membership and identity 

crafting. In fact, as individuals participate in specific social practices they are likely to 

construct identities or become a certain person. According to Lave and Wenger (1991) 

individuals may develop identities of mastery as they change in how they participate in a CoP 

through the various social relations and roles they experience. In turn, pre-established 

practices of a community may be challenged by new experiences acquired by members in 

other communities. Hence members can bring new elements or personal contributions to the 

existing practices of the community.  

Although the CoP perspective was first developed in nonschool settings where explicit 

teaching was not involved, the notion of CoPs has been increasingly adopted in L2 classroom 

research (Canagarajah, 2003, Flowerdew, 2000, Morita, 2004, Toohey, 1996, 1998). 

Similarly, throughout this investigation, the idea of CoPs refers to FL teacher training 

classrooms. It is acknowledged that educational settings are not simply places where teachers 

teach but “communities of people entrenched in social systems” (Graves, 2009, p. 118). 

Besides, FL teacher training courses are not only guided by specific syllabus and arguments 

produced by tutors and teacher trainees; they are also complex sites “in which unfolding 

events and processes shape the way participants think, feel and act” (Singh & Richards, 2009, 

p. 202). In other words, participants of FL teacher training engage in socially mediated 

interactions within CoPs both, to learn a subject matter through participation and to prepare 

themselves to become FL teachers, as well. 
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2.2 Review of related literature and research 
 

This section of the dissertation summarises studies about cultural growth and cultural 

content in FL teacher training, as well as collaborative learning in FL education, and models 

of teacher training with the purpose of making an account of research carried out in the field 

and reporting the insights gained from their particular contexts.  

 

2.2.1 Previous studies on cultural growth in foreign language teacher training  
 

The concept of ‘FL teacher’ has been defined “not only as the impresario of certain 

linguistic performance, but as the catalyst for an ever-widening critical cultural competence” 

(Kramsch, 1996, p. 8). This is why teacher trainees have been simultaneously regarded as 

knowledge acquirers and competent language learners and users. However, some FL 

departments continue to keep apart knowledge acquisition and language acquisition (Byrnes, 

2001). This typical division into a ‘language’ and a ‘content’ portion of FL departments 

(Byrnes, 2001) does not take into account the widely accepted symbiotic relationship between 

knowledge or culture and language (Byram, Morgan et al., 1994; Byrnes, 2001; Schulz 2007; 

Seelye, 1993). This is why, most undergraduate curricula of language studies comprises 

exclusively applied linguistics and teaching methodologies to train students to be proficient 

teachers of second language acquisition (Francomano, 2012). And even if graduate students 

are given ample opportunities to become competent FL teachers as they progress through their 

doctoral programmes; they primarily learn how to teach literature (Francomano, 2012, 

Serrano, 2002), they focus on fixed cultural entities and identities and do not learn how to 

focus on the emerging third place of the language learners themselves (Kramsch, 1996).  



34 

 

As a result, cultural growth in FL teacher training is reduced to expanding literary 

canons rather than linguistic/cultural competence (Wellmon, 2008). Besides, critical thinking 

(Francomano, 2012) and cultural competence development are seldom included as formal 

components of FL teacher training programmes. For instance, a study exploring teachers of 

German’s perceptions regarding their preparation in the area of culture teaching reveal that 

most culture instruction at the undergraduate as well as the graduate level has been devoted to 

the study of literature, and cultural/intellectual history in terms of literature, philosophy, 

history, the arts and architecture in civilisation courses (Schulz & Ganz, 2010).  

In the Hungarian context, following the Humboldtian tradition, just like teaching 

competence, cultural competence is also mostly developed by courses dealing with literature, 

history and civilisation (Kontra, 2016). Undeniably, literature provides several advantages for 

cultural growth in FL teacher training. To mention a few, there is the ability of literature to act 

as a mirror of the culture and lifestyle of people who speak the language (Sánchez-Lobato, 

1996) as well as the availability of literature for introducing a creative world composed of its 

own reality and cultural spheres (Gadjusek, 1988). In one sense, literature may enable FL 

teachers to approximate various mentalities that can be considered approaches to cultures. 

Thus, literature has the potential to encourage teacher trainees to use the target language to 

understand and interpret the content and the aesthetic structures of the texts; and at the same 

time literary productions immerse future teacher in a foreign culture. This is the reason why 

literary texts both stimulate communication and linguistic performance and increase interest 

in cultural worlds linked to the target language and the experience of readers (Sitman & 

Lerner, 1999). 

In the same vein, further research addressing the question of using world literature to 

promote culture learning in FL studies (Landt, 2006; Nault, 2006; Qureshi, 2006; Schultz, 
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2002; Sitman & Lerner, 1999) report valuable findings that deserve attention. For instance, in 

their empirical research about the teaching of English in American mainstream schools, Landt 

(2006) and Qureshi (2006), show that literature is used for broadening the visions of the self 

and the world. However, the cultural component of undergraduate literature courses is 

“conventionally explored ad hoc and anecdotally with the purpose of understanding a specific 

work” (Schulz & Ganz, 2010, p. 189). Additionally, it is noted by Alvstad and Castro (2009), 

in their study of university instructors of Spanish as a FL, that the use of literature in FL 

classrooms tends to concentrate on cultural knowledge and on the historical perspectives of 

the text; reproducing the view of texts and culture as static elements.  

Therefore, even if literature has been considered a useful source to teach culture 

(Lazar, 1993, Valdes, 1986), one cannot assert that studying literary works as cultural 

products would help teacher trainees to explore and understand the wide range of cultural 

phenomena required for developing cultural competence. Besides, literature – as it is 

traditionally taught – appears not to be sufficient to embrace the complex notion of culture 

that leads to effective FL teaching and cultural understanding (Schulz & Ganz, 2010).  

Moreover, the materials, if any, used in teacher education rarely promote cultural 

growth. Course supports are mostly guided by textbooks or designed on the basis of the 

instructors’ personal experience. This means that cultural growth in FL teacher training is 

mainly self-taught and acquired through experience. This point is illustrated by previous 

research pointing out that during undergraduate course work no preparation for culture 

teaching is given to teacher trainees (Schulz & Ganz, 2010). Consequently, it seems that not 

enough attention is paid to cultural growth in FL teacher training programmes.  

Additionally, current approaches on cultural growth in FL teacher training disregard 

the trainees’ own culture. According to Sercu, Mendez and Castro’s (2004) study on the 
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perceptions of Spanish EFL secondary school teachers; “low importance is given to help 

students reflect on their own cultural identity and on how it relates to foreign cultures” (p. 99). 

For the authors getting to know oneself and one’s own culture is as important as the 

attainment of linguistic objectives. Sercu et al.’s (2004) conclusions point out that being 

aware of our own cultural affiliations is a prerequisite to the understanding and appreciation 

of otherness and the acquisition of knowledge and skills about the target culture.  

On the other hand there are some scholars who think that cultural growth is getting 

some more attention in the curriculum of language studies (Abdallah-Pretceille, 1995; 

Andrews & Pohl, 2016; Kramsch, 1996; Kubota, 2003; McAllister & Irvine, 2000; Scarino, 

2010, 2014; Schulz, Lalande II, Dykstra-Pruim, Zimmer-Loew & James, 2005; Tang, 2006). 

The recent experience reported by Andrews and Pohl (2016), involving 20 English teachers 

from Eastern Central Europe who participated in the Sharing One Language training, reveals 

the importance of language and culture courses in FL teacher education. The authors explain 

how, at a time when the European Union is in critical state, they managed to develop their 

Authentic British Language and Culture course by working with sensitive issues and real 

world events. Their conclusions emphasise how alternative instructional approaches of culture 

teaching may contribute to communicating real concerns, beliefs and emotions of FL teachers.  

In addition, other proposals, though not very recent, appear as viable ways to develop 

cultural competence. For instance Valette (1986) suggests four cultural goals for language 

teaching: (1) developing a greater awareness of and a broader knowledge about the target 

culture, (2) acquiring a command of the etiquette of the target culture, (3) understanding the 

differences between the target culture and the students’ culture, and (4) understanding the 

values of the target culture. Another example, may be Brown’s (2007) guidelines on cultural 

issues for classroom teachers that focuses on students’ L1 and cultural matters such as, 
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behaviour patterns, expectations, ways of thinking; as well as attitudes toward their own and 

the second language (L2) culture, cultural connotations and diversity.  

In particular, teachers of Spanish as a FL have been trained following a wide range of 

methods and approaches to promote cultural growth. These include the use of authentic 

materials such as newspapers (Cruz & Sitman, 2000), internet (Cabot, 2003), songs (López-

Toscano, 2013) folklore (Martín, 2013) and films (Guitart, 2014). Other approaches for 

culture learning incorporate sociocultural topics (Martínez, 2014), Latin-American culture 

(Bravo-Garcia, 2015), riddles, proverbs and tongue twisters (Rodríguez, 2015), drama 

(Hidalgo, 2012, Oltra, 2015) as well as interactions through telecollaboration (Saura, 2013). 

These examples illustrate that Spanish teacher training programmes focus not only on teacher 

lectures but also on the comparison method, the discovery of culture through inquiry projects, 

interactions and technology. 

By the same token, recent empirical studies have started to advocate the need for 

improving teacher preparation and developing in-service opportunities for practicing teachers 

with regards to the preparation in the area of culture. For instance, McVee’s (2004) study has 

already initiated the process of helping teachers to consider aspects of culture through 

narratives. In this study, practicing teachers attending a masters literacy course in a US 

context, shared personal narratives exploring issues of culture in a book club discussion. The 

findings suggest that through educational experiences pre-service and in-service teachers 

explore and document their trajectory of cultural growth and learning. In addition, teachers 

are offered the space to include the reflective component that is commonly missing in 

language studies since “too many opportunities for cross-cultural reflection are brushed aside 

in the name of communicative practice” (Kramsch, 1993b, p. 357). 
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Other studies have also proposed cross-reference to other disciplinary subjects to 

respond to the necessity to contemplate culture in a somewhat different perspective in FL 

teacher training. Dema and Moeller’s (2012) theoretical study summarises research articles 

illustrating the integration of digital media in instructional practices for cultural understanding 

and it also reviews empirical research that examines methods of teaching culture using 

technology. The authors conclude that digital resources are powerful tools that language 

teachers may use to re-evaluate and improve existing techniques to bring the target culture 

into the classroom. Dema and Moeller (2012) also underline that FL teacher training should 

be based on an inquiry-based paradigm that place learners in the role of inquirers who 

investigate and discover their own and others’ culture. 

In addition, Tang’s (2006) empirical study emphasises the importance of developing 

language teachers’ cultural competence by extending their preparation into disciplinary fields 

such as history, philosophy, anthropology and psychology. Therefore, as concluded in her 

research, language teachers need to study culture from the point of view of behaviours and 

perspectives applying an interdisciplinary approach; that is obtaining “cultural knowledge 

from various academic channels” (Tang, 2006, p. 93). 

In the same vein, the American Association of Teachers of French (AATF) has also 

attempted to develop guidelines for teaching and evaluating cultural competence. Their guide 

book edited by Singerman (1996), aims to identify the core knowledge, capacity for empathy, 

and ability to observe and analyse what make ups cultural competence in French. So goals 

and cultural tasks to be mastered by students are defined in a clear and systematic way. It 

includes various aspects of culture such as cognitive, affective and behavioural and also 

divides cultural acquisition into four different stages, namely elementary, basic intercultural 

skills, social competence and socio-professional capability. 
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Certainly, the above-mentioned undertakings provide alternative lights in which to see 

cultural growth in teacher training. They also evidence improvements in FL teacher education 

with regards to the preparation of trainees in the area of culture. However, a closer analysis of 

the preceding initiatives lets appear a focus on acquiring information about cultural products 

(newspapers, songs, and films) and practices (Latin-American Spanish varieties and 

politeness) that reduce cultural growth to knowledge building. Although, this approach of 

culture learning does provide some basis for cultural growth; proper training on cultural 

competence development also needs to be included in Spanish teacher training programmes. 

Indeed, educators are still looking for effective techniques and approaches that allow language 

teachers […] to teach culture […] to promote authentic communication” (Dema & Moeller, 

2012, p. 78) because competent users of Spanish as a FL still claim that managing cultural 

skills is critical when interacting with Spanish native speakers (NS) (Martínez, 2014). As a 

response to the aforementioned shortcomings, this research intends to focus on cultural 

growth of teachers of Spanish as a FL as a way to include a wider range of attitudes, skills, 

knowledge, understanding and actions related to culture in teacher training. Likewise, this 

dissertation intends to explore various aspects of collaborative learning for cultural growth in 

Spanish teacher training with the purpose of addressing important questions such as what type 

of cultural content contributes to cultural growth of future FL teachers or how to involve and 

develop cultural growth in FL teacher training programmes. 

 

2.2.2 Cultural content in foreign language teacher training  
 

The cultural component of FLs has been advocated as an integral part of the 

curriculum in teacher education (Tang, 2006). However, the instruction of cultural content in 
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FL teacher training is limited by the traditional struggle between two views of culture: the 

first one supports universality and the second one promotes the maintenance of cultural 

particularity (Kramsch, 1996). This traditional dichotomy does not help to advance in the 

challenge of conventional boundaries of cultural content in FL teacher training; rather, it 

prompts consumerism of particularity by itself and does not regard “the particular as a 

platform for dialogue and a common struggle to realign differences” (Kramsch, 1996, p. 8). 

Moreover, the procedures to select “content for FL teaching has not changed much in 

terms of what country tends to be the source of most of the cultural elements” (Serrano, 2002, 

p. 123). For instance England, France, Germany and Spain continue to be the countries 

represented in cultural content selected for English, French, German and Spanish courses. As 

a result, cultural content presented in FL teacher training programmes perpetuates essentialist 

views of culture as national culture and do not take into consideration diversity among 

populations.  

Another problematic point of cultural content in FL teacher training is the tendency to 

follow exclusively textbook writers’ perspective. An analysis of different FL textbooks, 

carried out by Sobkowiak (2015), reveals that culture is mostly presented in a fragmented, 

simplistic and unconnected way. Besides, topics related to culture often refer to entertainment, 

tourist attractions, food, and literature (Godwin-Jones, 2013; Lázár, 2003). Such a tourist-

inspired perspective of cultural content has been proposed by textbook editors and followed 

by practicing teachers on the basis of “that such popular topics are more appealing to the 

target audience and can stimulate more interest in them than abstract ones inviting students to 

analyse diverse beliefs and attitudes” (Sobkowiak, 2015, p. 804) about the target culture. 

Consequently, cultural content continues to be selected by textbook authors or by individual 

teachers in a somewhat haphazard scheme (Schulz, 2007) and culture learning concentrates in 
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providing cultural information (McKay, 2002) and describing facts (Skopinskaja, 2003) 

related to distant cultural populations. 

It is also acknowledged that culture in FL settings is “no longer confined to the 

paradigm of the target culture, but to a variety of cultural content in the world” (Nguyen, 

2013, p. 1). As a response to this new trend, cultural content as well as the notion of culture 

has been divided into parts. Among the theoretical frames that are commonly used in FL 

teaching and learning, there is the ‘big C’ and ‘small c’ division of cultural content (Phillips 

& Terry, 1999). The former refers to people’s history, social institutions, works of arts, music 

and literature and the latter makes reference to the customs, traditions and practices that 

people carry out as part of their everyday lives. ‘Big C culture’ is often referred to as 

achievement culture, while ‘small c’ culture is called behaviour culture (Tomalin & 

Stempleski, 1993).  

Another, widely used framework to classify cultural content is the 3Ps (Products, 

Practices and Perspectives) proposed in the Standards for foreign language learning in the 21st 

century (1999). According to this model, the tangible (e.g., a piece of literature or a cathedral) 

and intangible (e.g., a system of education or an oral tale) creations of a particular culture can 

be catalogued as products. The patterns of social interactions (e.g., ordering, dating), 

behaviours (e.g., gestures or shopping behaviours) the use of products (e.g., meal times or 

table manners) as well as the knowledge of “what to do when and where” (p.50) within a 

particular culture can be named practices. The meanings, attitudes, values, beliefs and ideas 

that represent the culture’s view of the world (e.g., the importance of family or the value of 

ownership) and underlie the cultural practices and products of a society can be labelled 

perspectives. 
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The big C’ and ‘small c’ and the 3Ps models succeed in breaking culture into fixed 

parts. Although segmentation of culture may represent a solution to the controversy of the 

meanings of culture (Tang, 2006); cultural competence development should not be 

disregarded in the training of future FL teachers. To fill this gap, the current research intends 

to identify cultural content perceived as useful by pre-service teachers of Spanish in order to 

propose more informed strategies and practices that help re-framing the cultural component of 

teacher training programmes. 

Nevertheless, it is worth noting that leading proponents of critical teaching of culture 

have recommended the inclusion of various aspects of culture. Kubota’s (2003) prominent 

work on the teaching of Japanese culture, proposes the framework of the four Ds (Descriptive, 

Diversity, Dynamic and Discursive). This model intends to describe rather than prescribe 

culture, it also prompts diversity with the objective of addressing concepts such as diaspora 

and hybridity and it emphasises the dynamic nature of cultures. It introduces as well the 

“notion that our knowledge about culture is invented by discourses” (Kubota, 2003, p. 75) and 

therefore it is important to understand the plurality of meanings connected to broader power 

relations and politics (discursive).  

In addition, Andrews and Pohl’s (2016) experience also demonstrates the 

multidimensional way in which people and cultural phenomena may be looked at in FL 

teacher trainings. In their Language and Culture course, the authors make the choice of using 

the social context in which language and education are situate and they manage to deal with 

cultural issues by building personal relationships, by exploring each others’ cultures and by 

looking for living connections between the cultures of course participants.  

To sum up, former research on the study of cultural growth and cultural content in FL 

teacher training courses show that cultural content has been dissected into several components 
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and that cultural competence development is seldom overtly stated in the curriculum of FL 

teacher training programmes at university. The thematic focus of cultural content and the 

shortcomings regarding teacher trainees’ cultural growth motivates the current research to be 

able to identify a wider array of elements of culture emerging in the training of teachers of 

Spanish that allows us to extend existing practices through the connection with collaborative 

learning in different university degree courses.  

 

2.2.3 Collaborative learning in foreign language education 
 

Much of previous research dealing with classroom procedures for collaborative 

learning was first developed at the school level focusing on younger learners. However, 

current applications of collaborative strategies are situated in higher educational contexts 

(Bosworth, 1994; Cabrera, Crissmann, Bernal, Nora, Terenzini, & Pascarella, 2002; Marcum, 

1994; Ramsden, 2003; Summers et al., 2005). In university contexts collaborative learning 

has been mostly used in humanities and social sciences, whereas, cooperative learning has 

been employed mainly in sciences and professional programmes (Davidson & Major, 2014). 

A number of authors employ collaborative learning as an umbrella term covering 

many types of active/interactive learning (Cuseo, 1992; Smith & MacGregor, 1992). Such a 

broad territory of techniques is mainly explained by two main reasons. Firstly by the wide 

variability in the amount of in-class or out-of-class time devoted to group work. In fact, 

collaborative activities may alternate classroom discussions with short lectures, entire class 

periods or work in teams that may last a whole term or a year. The second reason explaining 

the wide range of practices concerning collaboration is the enormous variability in the goals 

of collaborative activities. In some collaborative structures, students may collaborate to create 
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a clearly delineated product; others would rather participate spontaneously in an exercise of 

responding to each other's work or engaging in analysis and meaning making (Goodsell et al., 

1992). Even though, collaboration encompasses many educational approaches and a broad 

spectrum of techniques, its main feature is the “joint intellectual effort” (Goodsell et al., 1992, 

p. 10).  

Interestingly, collaborative learning has been often developed in FL education in 

conjunction with areas such as language across the curriculum, psycholinguistics, learning 

through talking, negotiating the curriculum, etc. “These perspectives tend to focus on creating 

an environment that best helps an individual to develop mentally, emotionally, and socially 

through being an active participant, personally committed to learning within the context of a 

supportive learning community” (Davidson & Major, 2014, p. 20). In a somewhat similar 

manner, collaborative learning attempts to provide the conditions for students to work jointly 

on the same task to negotiate shared meanings that may challenge the subjective 

understandings of the participants or go beyond what they already know individually 

(Kumpulainen & Kaartinen, 2003). In that sense collaboration may be also analysed as a 

process that gradually enables students to develop a supportive community of peers. 

Although not all communities of collaborative peers will create productive learning 

opportunities; there is some evidence that collaborative learning in higher educational settings 

produces positive results. For example, Cabrera et al.’s (2002) large-scale investigation, 

involving 2005 second year college students enrolled at 23 institutions, reports positive 

effects of collaborative learning on college students’ outcomes and openness to diversity. 

Tinto, Goodsell, and Russo (1993) using mix-methods research approach analysed the 

experiences of first-year students in American universities to establish if collaborative 

learning programmes make a difference. The authors find encouraging effects of collaborative 
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learning on student engagement with the broader social communities of the college and the 

academic life of their institution. According to the authors, social and academic needs are met 

through students’ participation in learning communities and through the involvement of their 

personal experiences. In the same vein, Summers et al., (2005) using pre-test and post-tests 

surveys with undergraduate students of a south-western university find that the use of 

collaborative methods in undergraduate classrooms is positive related to students’ feelings of 

classroom community.  

It is out of the scope of the current research to present the whole range of possibilities 

related to collaborative techniques and strategies. This is why; two main structures for 

collaborative learning in FL teacher education are presented. They are considered to be 

significant for the research undertaken here. Therefore, collaborative reasoning (CR) and 

telecollaboration are explained in detail below. 

CR has been developed based on the assumption that collaboration with peers is an 

essential prerequisite for one’s cognitive development (Johnson, Johnson & Smith, 1991). By 

promoting student talk, CR helps students appreciate the importance of peers in their 

individual achievement (Bosworth, 1994; Bruffee, 1993; Johnson et al., 1991). In fact, a 

community of peers may be recognised as a valid source of knowledge that facilitates the 

improvement of students’ abilities to think analytically (Evans, Forney, & Guido-DiBrito, 

1998).  

Furthermore, CR aims at promoting intellectual and personal engagement following a 

peer-led, small group discussion approach. According to Clark, Anderson, Kuo, Kim, 

Archodidou & Nguyen-Jahiel’s (2003) framework, based on excerpts of 12 American 

classrooms in rural, urban and suburban settings, in CR students read and study a text that let 

emerge multiple points of views. Through open participation, students support their positions, 
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listen, evaluate and respond to one another’s arguments. In short the students manage their 

own discussions and develop thoughtful opinions.  

Previous educational research (Dong, Anderson, Kim & Li, 2008), involving adult 

students from China and Korea, points out that CR requires self-management, free 

participation and critical thinking. In addition Van Boxtel’s (2004) study analysing aspects of 

peer interaction within the domain of physics, indicates that students participating in CR 

principally engage in talking about the concepts to be learned by producing elaborate 

contributions. Van Boxtel’s (2004) research participants get involved in a continuous co-

construction of understanding and meaning through productive use of tools. Similarly, in a 

more recent investigation Zhang, Anderson and Nguyen-Jahiel (2013) examine discussions of 

75 Spanish-speaking fifth graders in American classrooms with the purpose of knowing if CR 

accelerates their English language development. The comparison of the CR group and the 

control group reveals that the CR group performed significantly better in measures of 

listening, reading and storytelling tasks.  

The perspectives on CR described above let think that this collaborative strategy has 

the potential to provide positive results at the university level. The investigation undertaken 

here tries to examine the possible contributions of CR for cultural growth of participants of 

teacher training courses at the PhD level  

The second collaborative structure guiding this investigation is telecollaboration. It is 

defined as “the use of online communication tools to bring together language learners in 

different countries for the development of collaborative project work and intercultural 

exchange” (O'Dowd & Ritter, 2006, p. 1). In current educational contexts, the use of 

telecollaboration for FL and culture learning is more and more common. However, it is 

important to point out that telecollaboration in FL education entails a large number of 
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possibilities of online exchanges. For instance, exchange with NSs of the target language, 

communication between virtual partners from different locations or even participation in fan 

groups, work in closed platforms like Moodle or exchange in private environments such as e-

Twinning or e-PALS. Besides, other popular tools like blogs, forums, Skype telephony or e-

mails are also available and used.  

E-mailing has been used to collaborate and so it appears to be a suitable tool to 

develop various skills. For instance, Kern (2006), in his theoretical paper, highlights that 

learners’ reading and writing skills can be developed because students have ample 

opportunities to focus on form and content. Charron’s (2007) interview study of fourth-grade 

students and teachers about their perceptions of an internet pen pal programme, underlines 

that telecollaboration using web-mailing provides students with opportunities to set a purpose 

for their writing and learn about another culture. More recently O’Dowd (2015) describes, in 

a research based study summarising the views of a large group of experts and experienced 

practitioners, that “the accounts which students receive from their partners […] tend to be of a 

subjective and personalised nature” (p. 196); and so he understands that telecollaboration 

provides a different kind of knowledge that is opposed to objective factual information. 

Similarly, Yang and Chen (2014), in their one-year action research study about collaborative 

intercultural projects using web-based tools, indicate that knowledge about cultures can be 

developed through telecollaborative peer interaction because students not only develop 

cultural awareness of the cultures of their correspondents but also about their home culture. 

Moreover, cultural understanding in telecollaborative projects has been also related to 

the experience of using technology learning tools and intercultural communication (Yang & 

Chen, 2014). This is why previous research emphasises the development of IC as a 

fundamental outcome of this collaborative strategy (Gomez, 2010; Greenfield, 2003; Itakura, 
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2004; Lázár, 2015; Liaw, 1998, 2006; Liaw & Johnson, 2001; O’Dowd, 2003; Schenker, 

2012; Yang & Chen, 2014). In particular, Lázár’s (2015) research in a web collaboration 

project between four classes of English as a FL (EFL) situated in four different countries 

shows observable development in the learners’ IC during the five months of the web 

collaboration project. Her conclusions reveal the usefulness of international telecollaboration 

both in terms of culture learning and IC development.  

Additionally, telecollaborative e-mail exchanges that facilitate the development of 

aspects of IC are supposed to exhibit three main characteristics (O’Dowd, 2003). To start 

with, e-mail exchange should provide opportunities for students to express their feelings and 

views to a receptive audience. Second, it should encourage critical reflection on the students’ 

own culture. Third, telecollaboration of this kind should engage students in a dialogic 

interaction that leads to an increased awareness of the home and target cultures (O’Dowd, 

2003).  

Former research has also suggested that students gain from the pleasant opportunity of 

culture learning through telecollaborative e-mailing (Liaw, 1998) or from discovering and 

reflecting on cultural behaviours, beliefs and concepts that enhance their understanding of 

their own culture and foreign cultures (Lázár, 2015, Liaw, 2006). Some scholars even assert 

that students learn from the critical incidents that emerge in the process of cross-cultural 

growth (O'Dowd & Ritter, 2006; Ware & Kramsch, 2005). 

The literature reviewed above illustrates that collaborative learning is commonly 

applied in FL studies. Nonetheless, collaboration, as generally used, is almost restricted to the 

group of students participating in the classroom and overlooks other actors and interactions 

that are likely to be implicated in collaborative settings. The inclusion of further collaborative 

partners requires thorough attention. The present dissertation intends to explore how 
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collaboration facilitates cultural growth of teachers of Spanish as a FL based on collaborative 

interactions that comprise teachers, learners and outsiders.  

Moreover, given the fact that collaboration has been widely associated with 

Information and Communication Technologies (ICTs) and that they may adopt various faces; 

it is crucial to continue exploring alternative instances and processes in which 

telecollaborative learning may be applied. This research attempts to examine various aspects 

of collaboration for cultural growth in order to study unexplored resources of 

telecollaboration in FL teacher training.  

 

2.2.4 Models of teacher training  
 

There are radically different ways in which teacher training programmes present or 

deliver knowledge to their trainees. Models of teacher training may vary according to 

different conceptions of knowledge, professional practice and the intellectual, social and 

organisational context in which those models are applied. In this sense, the present section 

provides a framework for considering various models related to teacher training that help 

situating the practices of the teachers participating in this research.   

First of all, the craft model (Wallace, 1991) or apprentice-expert model is based on the 

principles of apprenticeship of observation (Lortie, 1975). It consists of a process of passing 

information and expertise from an expert to a novice. The craft model focuses on practical 

aspects of teaching since trainees are supposed to work closely with expert teachers with the 

purpose of acquiring a set of knowledge and skills. Thus, knowledge is acquired as a result of 

observation, instruction (transfer) and practice (imitation). In other words observing the 

expert’s class leads to developing teaching skills through imitating teaching routines.  
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The craft model has been criticised for giving a static view of the teaching profession 

and for concentrating power on the expert teacher as well as disregarding trainees’ 

background, previous knowledge and experiences. However, in FL teacher training, this 

model may promote productive collaborative discussions among practicing and novice 

teachers as well as some opportunities for awareness-raising about the importance of contexts 

of observation. Therefore being trained through the craft model, may help teacher trainees to 

develop awareness of settings in which certain instructional practices are implemented and 

they are likely to participate in the construction of a professional learning community (PLC).  

The second model studied in this section is the applied science (Wallace, 1991) or the 

rationalist model. It is based on the assumption that teaching actions or solutions to problems 

of classrooms are better answered if trainees acknowledge the results of empirical science. In 

contrast with the craft model, the applied science model does not take in to account the 

context of practice of teacher trainees and simply gives beginners ready-made theories 

proposed by experts in the field. However, the applied science model suffers of similar 

weaknesses as the craft model, namely, it is again a model heavily rooted in transmission, in 

this case from language researchers to teacher trainees. Nonetheless, as a widespread model, it 

may provide novice teachers with opportunities to adopt a theoretical orientation to teaching 

that may help them to understand the principles upon which specific instructional techniques 

are based (Widdowson, 1984). Furthermore, the applied science model could contribute, to 

some extent, to expand the place of theoretical knowledge in teacher training since studies of 

theories usually precede the teaching practice and do not sufficiently inform daily teaching 

work.  

The third model of teacher training is the reflective model. It draws on Schön’s (1983) 

types of professional knowledge: received and experiential knowledge. Received knowledge 
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relates to facts and theories connected to research experts and experiential knowledge refers to 

feelings, experiences and previous knowledge associated with prospective teachers. The 

reflective model, as its name suggests, consists of a process of reflection aiming at solving 

problems encountered in the praxis. According to this model, reflection may be of three kinds: 

reflection in action which refers to reflection done during language lessons; reflection on 

action referring to retrospective analyses of the lessons being taught and reflection for action 

which comprises thinking about future teaching actions.  

The reflective model appears to apply an integrative approach to training because the 

fact of placing reflection at the core supposes an interesting balance between theoretical 

principles and practical teaching. Hence, this model may contribute to deriving expertise from 

experience; this could enable teachers not to be simple consumers of research but potential 

researchers on their own right (Widdowson, 1984). Furthermore, the reflective model opens 

space for working in inquiry and professional communities that engage teacher trainees in “a 

joint construction of knowledge through conversation [and reflection] and other forms of 

collaborative analysis and interpretation” (Cochran-Smith & Lytle, 1999, p. 294). Indeed, the 

reflective model has been studied extensively. For example, Perrenoud (2005) emphasises the 

abilities of teachers to reflect about and on the action. De Cock, Paquay and Wibault (2006) 

also support the idea that teachers are not simple performers of theoretical patterns rather 

reflection is at the core of their profession. Likewise, Houpert (2005) and Altet (2010) 

propose to alternate practice, theory, analysis and practice in order to overtake the trouble-free 

empirical observation stage.   

In particular, the training of teachers of Spanish in Hungary has been mostly guided by 

a combination of the craft and applied science models. During the first years of BA degree 

courses, the applied science model is mostly employed since prospective teachers are 
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introduced to a wide range of general teaching theories and instructional approaches that are 

supposed to serve as their baseline for disciplinary FL teaching. As teacher trainees progress 

in their BA programmes, they are trained through the craft model because they have the 

opportunity to observe the classes of practicing teachers and do peer-teaching in a somewhat 

imitation scheme. In current Hungarian FL teacher training programmes it is rather difficult to 

find an explicit and overt endeavour to train future and practicing teachers through the 

principles of the reflective model. Indeed, few opportunities are provided to prospective 

teachers to reflect individually or jointly about their teaching practice; such a reflection is 

mostly encouraged for final MA thesis and is seldom developed in classes. 

Based on the preceding models of teacher training, it is understood that, though 

extensive, empirical research on the topic of models of training needs to be continued in order 

to provide a solid framework to further forms of training that examine FL teacher training 

programmes from the multiple perspectives of cultural growth and collaborative learning, too.  
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3 Research questions  
 

Following the directions set by the studies described above, this dissertation aims to 

gain an understanding of the complex processes of collaborative learning for cultural growth 

in the specific framework of various Spanish teacher training programmes at a university in 

Hungary. The main research question guiding the study is as follows: 

How does collaborative learning contribute to cultural growth in the training of  

teachers of Spanish as a foreign language at university? 

In order to answer the main research question, the following sub-questions have been 

created: 

1. What cultural content do pre-service teachers of Spanish as a foreign language  

perceive as useful for cultural understanding? 

2. What types of collaborative interactions facilitate cultural growth in the training of  

teachers of Spanish as a foreign language in different university degree courses?  

3. What elements of culture emerge through collaborative learning in the training of  

teachers of Spanish as a foreign language in different university degree courses?  

4. How do the designers of training programmes for teachers of Spanish as a foreign  

language see the role of collaborative learning for cultural growth in different  

university degree courses? 

Through these research questions, the present investigation spans from probing the 

perceptions of pre-service and in-service teachers of Spanish as a FL through mapping the 

practices and effects of various types of collaborative interactions that facilitate cultural 

growth in different university teacher training courses of Spanish as a FL to discussing the 
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role of these elements in FL teacher education. By taking into account all these perspectives it 

is hoped that a thorough understanding can be gained of the very complex process of 

collaborative learning and cultural growth in FL learning and teacher training. 

The research questions are examined in the context of Hungarian teacher training with 

the purpose of not only to operationalising the main research question but also with the aim of 

investigating multiple perspectives of the very complex issue of collaborative learning for 

cultural growth in a well-defined context. Besides, studying a set environment, like a 

Hungarian FL teacher training programme, contributes to gaining a deeper understanding of 

processes within European approaches to the teaching of Spanish as a FL. Therefore, 

examining a Hungarian context may yield results that can be transferred to similar contexts in 

other European countries, too. 
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4 Research Methods   
 

4.1 Research design 
 

The current research is a complex case study guided by the spirit of open inquiry 

which allows the focus of research to emerge during data collection and analysis (Friedman, 

2012). The purpose of the investigation is to explore and gain an understanding of various 

aspects of collaborative learning for cultural growth in the training of teachers of Spanish as a 

FL; therefore a holistic and multiple perspectives approach is adopted with the objective of 

enriching description from the participants’ points of view (Friedman, 2012). 

The dissertation is made up of five small-scale projects. The contexts of the sub-

projects are as follows:  

Study 1: An interview study with nine Hungarian L1 pre-service teachers of Spanish 

enrolled in BA and MA Spanish Philology programmes at a university in Budapest. The 

purpose of this study is to identify cultural content that is perceived as useful by teacher 

trainees of Spanish as a FL. The data collection took place in winter 2015 with the help of 

semi-structured interviews. This study aims to answer research question 1. 

Study 2: An exploratory study involving three Hungarian L1 pre-service teachers of 

Spanish. They were enrolled in the 3rd year of their BA Spanish Philology programme at a 

university in Budapest and exchanged e-mails with Spanish L1 speakers located in Colombia. 

The aim of this study is to understand the processes of telecollaboration for cultural growth 

among Hungarian L1 pre-service teachers of Spanish and Spanish L1 speakers. I was the tutor 

of the research participants when data was gathered. The data was collected over 
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approximately 5 months, from September 2015 to January 2016. The research participants’ e-

mail messages, semi-structured interviews and the researcher’s journal were used as 

instruments for data collection. This study informs research questions 2 and 3. 

Study 3: A case study involving three in-service teachers of Spanish attending a World 

Literature course belonging to the Modern Latin-American literature PhD programme at a 

university in Budapest. I took the role of a participant observer in order to examine, from an 

insider’s perspective, issues related to cultural content emerging in the course. Besides, the 

study was intended to offer an in depth analysis of the purposes and instances in which 

collaborative learning was incorporated in classroom instructional practices. Data was 

collected during the autumn term of the academic year 2015-2016 using participant 

observations, audio recordings, researcher’s journal and semi-structured interviews as 

instruments for data collection. This project contributes to answering research questions 2 and 

3. 

Study 4: A case study analysing the tutor’s roles in a World Literature course 

belonging to the Modern Latin-American literature PhD programme at a university in 

Budapest. The main purpose of the study was to understand the tutor’s roles in collaborative 

classroom processes in a PhD context from the perspective of the course participants. The 

study was conducted during the autumn term of 2015-2016 and I took a participant-researcher 

role. The instruments of study 3 were used to collect qualitative data; these include participant 

observations, audio recordings of lessons, semi-structured interviews and the tutor’s 

‘pedagogical roadmap’, i.e., course syllabus. This study intends to answer research questions 

2 and 3. 

Study 5: An interview study with three Hungarian tutors who design training 

programmes for teachers of Spanish as a FL at a university in Budapest. The purpose of this 
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study was to identify how they see the role of collaborative learning for cultural growth in 

different university degree courses. The data was gathered during the spring term of the 

academic year 2016-2017 with the help of semi-structured interviews. The findings of these 

interviews contribute to answering research question 4. 

 

4.2 Setting and participants  
 

The research project was carried out at a university in Budapest within the Spanish 

Philology Department. The research participants corresponded to various categories of 

teachers typically present in training programmes. For clarification purposes, what follows is 

a definition and a description of each type of teacher participating in this investigation. 

Pseudonyms are used to preserve the participants’ anonymity. All the communication in the 

research was carried out in Spanish as this was the shared common language between the 

participants and the researcher. The data was then translated into English for the purpose of 

the dissertation and other publications. 

 

4.2.1 Pre-service teachers  
 

The category pre-service teachers refers to teacher-trainees who are still enrolled in 

teacher preparation programmes and /or are completing their teaching practice. In this 

research they are 3rd and 4th year students of BA or MA Spanish philology programmes. 

Throughout this dissertation, the term pre-service teacher will be used interchangeably with 

teacher-trainee. Table 7 presents the detailed information of the nine research participants 

belonging to this category.  
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 Pre-
service 
teacher 

Gender Age Spoken 
Languages  

Years 
learning 
Spanish 

Previous 
training in 

Spanish  

Stated 
level of 
Spanish 

Multicultural 
experience  

B
A

 S
tu

de
nt

s Beáta  Female  23 English, 
German, 

Spanish and 
Hungarian  

8  No training 
before 

university 
courses  

C2  2 weeks in Spain 
to improve 

language skills  

Szonja Female 25 Spanish and 
Hungarian  

10  Spanish as a FL 
in high school  

B1 2 weeks in Spain 
(school trip and 

tourism) 
Erzsébet Female 21 English, 

Spanish, 
Russian, 
Finnish, 

Catalan and 
Hungarian 

8 No training 
before 

university 
courses 

C1  Professional 
contacts in 

Spanish 

Emőke Female 21 English, 
Spanish and 
Hungarian 

7 No training 
before 

university 
courses 

C1 1 Erasmus 
semester in 

Granada  

András Male 24 English, 
Slovenian, 

Spanish and 
Hungarian 

9  
 

Bilingual high 
school 

C1 
 

6-months work 
experience in 

Canary Islands   

M
A

 S
tu

de
nt

s   Tibor Male 24 English, 
Spanish, and 
Hungarian 

7 Spanish as a FL 
in high school 

C1 school trips and 
tourism 

Nóra Female 23 English, 
Spanish and 
Hungarian 

9  No training 
before 

university 
courses  

C1  1 Erasmus 
semester in 

Madrid  

Rózsa Female 24 English, 
Spanish and 
Hungarian 

9.5  Spanish in a 
bilingual school 

C1 1 Erasmus 
semester in 

Madrid 
Gábor Male 24 English, 

Spanish, 
French, 

Catalan and 
Hungarian 

10 Bilingual 
section at high 

school 

C1 1 Erasmus 
semester in 
Argentina  

 
Table 7. Detailed information of the pre-service teachers of Spanish of study 1 

 

 

4.2.2 In-service teachers  
 

In this research, the category in-service teachers refers to those teachers who have 

already finished their pre-service teacher training and have begun their first years as novice 
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teachers of Spanish as a FL. In addition, in-service teachers in this research are also enrolled 

in PhD programmes and teach Spanish as a FL to BA students at university. Table 8 

summarises the main characteristics of the teachers belonging to this category.   

I participated in the study as a participant-researcher with the purpose of gaining an 

insider’s view of the issues being studied; this is why I appear under my real name. 

 

 Réka Margit Juliana 

Gender Female Female Female 
Age 27 36 35 
Nationality Hungarian and Argentinean Hungarian and Bulgarian Colombian and French 
Spoken 
Languages  

5 4 3 

Educational 
background 

BA and MA in Spanish 
Philology and Cultural 

Studies 

BA in Economics, MA in 
International Business 

and Spanish, 
MA in Spanish Philology 

BA in Modern Languages, 
MA in Modern Languages 
applied to Communication 

Teaching 
experience 

8 years  7 years  13 years 

Setting of current 
teaching post 

Language school and 
university  

University University  

Previous training 
in language 
teaching and 
methodology  

BA courses on psychology 
and pedagogy  

MA courses on pedagogy 
and methodology 

BA courses on education, 
psychology, English, French  

& Spanish teaching 
methodology and SLA 

Multicultural 
experience 

Exchange programme and 
bilingual family  

Bilingual family Exchange programme, 
expatriation, bilingual family 

 
Table 8. Detailed information about the in-service teachers of studies 3 and 4 

 

 

4.2.3 Tutors 
 

The category tutor relates to experienced teachers of Spanish who have already earned 

their PhD degrees, have 15 or more years of teaching and teacher training experience, and are 

– in different ways – responsible for Spanish teacher training at the university under scrutiny. 

Table 9 presents the main information of the teachers belonging to this category.  
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 Dr. Szabó Dr. Varga Dr. Horváth 
Gender Female Female Male 
Age range  45-50 40-45 40-45 
Nationality Hungarian  Hungarian Hungarian 
Languages spoken 4 3 4 
Highest qualification  PhD in Spanish Literature  PhD in Spanish Literature  PhD Romanic Linguistic 
Teaching experience 20 years 20 years  15 years  

 
Table 9. Detailed information about the tutors participating in study 5  

 
 

4.3 Overview of data sources and data analysis 

Table 10 provides an at-a-glance summary of the research questions, data sources and 

methods of data analysis. 

Main research question: 
 

How does collaborative learning contribute to cultural growth in the training of teachers of Spanish as a foreign 
language at university? 

 
Research questions Data sources Methods of analysis 

1. What cultural content do pre-service 
teachers of Spanish as a foreign 
language perceive as useful for 
cultural understanding? 

Semi-structured interviews with pre-
service teachers (Study 1) 
 

Interpretive content 
analysis 
Member checking 
Peer reviewing 

1. What types of collaborative 
interactions facilitate cultural growth 
in the training of teachers of Spanish 
as a foreign language in different 
university degree courses?  

Semi-structured interviews with pre-
service and in-service teachers as 
well as tutors 

Member checking 
Interpretive content 
analysis 

Audio recordings of the lessons  
 

Interpretive content 
analysis 
Peer reviewing 

Pre-service teachers’ e-mail messages 
The researcher’s journal 
Unstructured observations recorded 
in field notes 
The tutor’s pedagogical roadmap  
(Course syllabus) 
(Studies 2, 3 and 4) 

Interpretive content 
analysis 
 

2. What elements of culture emerge 
through collaborative learning in the 
training of teachers of Spanish as a 
foreign language in different 
university degree courses?  

 

Semi-structured interviews with pre-
service and in-service teachers 
 

Member checking 
Interpretive content 
analysis 

Unstructured observations recorded 
in field notes 
Pre-service teachers’ e-mail messages 
(Studies 2, 3 and 4) 

Interpretive content 
analysis 
 

3. How do the designers of training 
programmes for teachers of Spanish 
as a foreign language see the role of 
collaborative learning for cultural 
growth in different university degree 
courses? 

Semi-structured interviews with the 
tutors (Study 5) 

Interpretive content 
analysis 
 

 
Table 10. Overview of data sources and analysis 
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4.4 Description of data sources and data analysis 
 

As the overview of the data sources and data analysis shows, this research is made up of 

several sub-projects, the section below describes the methods of data collection and analysis 

applied. The description follows the order of the research questions. 

 

4.4.1 Research question 1: What cultural content do pre-service teachers of Spanish as a 

foreign language perceive as useful for cultural understanding? 

 

In order to answer the first research question, an interview study was conducted with 

nine pre-service teachers of Spanish as a FL. The research participants were competent users 

of Spanish enrolled in BA and MA studies at a university in Budapest. Data was gathered 

with the help of audio-taped semi-structured interviews. The design of the interview questions 

started from a pool of questions based on the existing literature about cultural content in FL 

education. The interview guide was piloted with an experienced researcher during a 

debriefing session in English (Davis, 1992), and was then translated into Spanish (see 

Appendix B for the final version of the interview guide). The interview took on the features of 

a purposeful conversation that let the researcher and the participants deviate from the 

guidelines to elaborate on topics arising during the course of the discussion (Friedman, 2012). 

In addition, the pre-service teachers were interviewed twice, since follow-up conversations 

enabled me to pursue topics that emerged as important from the preliminary analysis. In that 

way a deeper level of comprehension of the research participants was gained through 

persistent involvement (Maykut & Morehouse, 1994).  
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The audio-taped interviews were transcribed by me. The transcription process took 

several weeks by listening to and writing down the exact words used by the teacher trainees. 

Prior to the coding and analysis phase, the transcriptions of the interviews were submitted to 

respondent feedback (Dörnyei, 2007). The interviewees were asked to read the transcripts and 

comment about how the interview reflected their views. Through this form of member 

checking, they contributed to the analysis of the interviews by checking that they had said 

what they actually wanted to say. Subsequently, two rounds of interpretive content analysis 

were conducted with the collected data. In the first round I identified similar comments 

expressing the research participants’ ideas about culture; then, I organised the comments into 

categories of recurrent views and these views were further categorised into themes based on 

salience. I also explored recurrent themes related to useful cultural content expressed by the 

teacher trainees in order to present an overall representation of their views. In the second 

round of analysis, I concentrated on the particular instances that influenced the research 

participants’ visions of cultural content. Therefore, I examined the participants’ utterances for 

evidence of how their views of useful cultural content were shaped by their personal 

experiences.  

 

4.4.2 Research question 2: What types of collaborative interactions facilitate cultural growth 

in the training of teachers of Spanish as a foreign language in different university degree 

courses?  

 

Three of the sub-projects are used to respond to research question 2: 

(1) Study 2: An exploratory study involving three Hungarian L1 pre-service teachers 

of Spanish, enrolled in a BA degree in Spanish Philology, who participated in a non-
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compulsory e- mail exchange with Spanish L1 speakers. As part of their Spanish Language 

Development course, the students were given the e-mail addresses of volunteer e-pals located 

in Colombia so that they could collect information for writing an article as one of their course 

assignments. In spite of the wide variety of online communication tools and environments, 

and notwithstanding the significance of more modern tools; in this study, the participants only 

collaborated through e-mails. The first reason is because e-mailing appears to be widely-

known and easy to access (Bourques, 2006) and most importantly, since this investigation 

dealt with encounters among people situated in distant locations, e-mailing emerged as a 

shared tool that both the research participants and their Spanish L1 e-pals were ready to use 

frequently.  

After the fulfilment of the classroom task, the three students continued writing to their 

Ll Spanish correspondents. Both the pre-service teachers and the L1 Spanish speakers 

consented participating in this research and gave permission for their correspondence to be 

analysed. The collection of data was progressive and cyclical (Friedman, 2012) during the 

whole research process. For the purposes of triangulation three instruments were used. First, 

the participants’ e-mail messages; these were considered as written products and also as tools 

to access the specific and illuminating examples of the research participants’ understandings 

and practices. Interpretive content analysis was used to examine the written interactions to let 

emerge instances and procedures of collaborative learning for cultural growth.  

The second instrument of data collection was semi-structured interviews with the pre-

service teachers. In line with the cyclical nature of qualitative research design, the drafting of 

the interview questions started from the initial analysis of the participants’ e-mail messages. 

The draft of the interview guide was reviewed by peer checking (Dörnyei, 2007) with a 

research expert and was then translated into Spanish and revised again with an experienced 
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teacher using think aloud techniques. Since piloting the interview schedule is necessary in the 

validation of the instrument (Friedman, 2012), a self-interview was conducted before the 

interviews with the research participants (see Appendix C for the interview guide).  

The last instrument of data gathering was the researcher’s journal. The aim of the 

journal was to record personal perceptions about the participants and their collaborative 

practices emerging in the collected data. This journal enabled me to compare the preliminary 

interpretations with the issues that appeared in the analysis phase. The journal was equally 

valuable for building an audit trail (Dörnyei, 2007) by recording each step and the sequence 

of decisions made during the whole research process.  

The data analysis phase was not separated from data gathering. It started while 

collecting data with the purpose of gaining field-based analytical insights (Patton, 2002). For 

example, by taking considerable time to write the researcher’s diary, it was possible to 

prepare useful descriptive notes about the participants and their interaction with their Spanish 

speaking correspondents. Furthermore, since the research participants’ e-mails were received 

fortnightly, they were subjected to ongoing analysis of content and form. The initial 

discoveries emerging from the e-mails guided the design of the interviews. Subsequently, the 

scripts of the e-mail messages and the interviews were subjected to interpretive content 

analysis.  

(2) Study 3: A case study involving three in-service teachers of Spanish attending a 

World Literature course of a PhD programme in Modern Latin-American literature. Data was 

collected through unstructured observations recorded in field notes, audio recordings of the 

lessons and semi-structured interviews with the participating teachers (see Appendix D for the 

interview guide). Audio recording was chosen because it was less intrusive (Friedman, 2012) 

than video recording and it also permitted a relatively objective recall of events to enrich the 
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description produced on the basis of the notes. Additionally, by capturing the participants’ 

exact words, the report of the researcher’s understandings could be drawn up using the 

participants’ own phrasing.  

The transcripts of the audio-taped sessions and interviews were analysed through 

interpretive content analysis. It is a “data reduction and sense-making effort that […] attempts 

to identify core consistencies and meanings” (Patton, 2002, p. 453). The reading of the data 

enabled the emergence of some initial themes related to the participants’ perspectives, actions 

and behaviours that could illustrate how in-service teachers of Spanish collaborate with each 

other for cultural growth in a PhD course. The themes were assigned labels which were 

compared with the codes proposed by a co-coder (Cohen, Manion & Morrison, 2000). The 

negotiated categories were compared within and across the participants and classroom 

sessions in order to find patterns and possible relationships between larger categories and 

subcategories. The refined categories relate to different accounts of the same incident given 

by different participants at different points of time. These categories were finally submitted to 

peer-checking (Dörnyei, 2007) with a research expert and a practitioner who reviewed the 

proposed categories and made suggestions separately. 

(3) Study 4: A case study analysing the tutor’s roles in a World Literature course 

belonging to the Modern Latin-American literature PhD programme at a university in 

Budapest. This is the same context as in study 3. For the purpose of study 4, observations, 

interviews and the tutor’s pedagogical roadmap were used as data sources. The roadmap or 

course syllabus was produced by the tutor; therefore it was assumed that the analysis of this 

kind of document could reveal “conscious and unconscious beliefs, attitudes, values and 

ideas” (Fraenkel & Wallen, 1993, p. 389) about the issues under investigation. Besides, the 
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analysis of the tutor’s roadmap appeared to be unobtrusive so the aspects being studied were 

not influenced by the researcher’s presence.  

With the aim to adequately address the purposes of the research, the analysis of the 

tutor’s pedagogical roadmap allowed me to find rich data that could not be obtained through 

direct observation. Hence, the preliminary document analysis informed participant 

observations and interviews. Observation was selected from several techniques of qualitative 

research to facilitate full participation and the achievement of the emic perspective (Friedman, 

2012). This is also why pre-established categories or checklists were not suitable for the 

observation procedures. Table 11 presents the number of observations and the length of audio 

recordings. 

 

Session  Date of observation  Length of audio recording 
hours:minutes 

 
1 10th September 2015 1:20 
2 24th September 2015 1:34 
3 8th October 2015 1:37 
4 22th October 2015 1:32 
5 12th November 2015 1:34 
6 26th November 2015 1.23 
7 10th December 2015 1:40 
8 7th January 2016 1:45 

 
Table 11. Number of observations and the length of audio recordings of study 4 

 

The flexibility of the qualitative approach allowed me to begin with open observation 

and then move towards a more structured kind of observation using a template for field notes 

(Appendix E) once certain key themes had been identified. Thus, information coming from 

observation, such as portraits of the participants, descriptions of the physical setting and 

accounts of events, activities or dialogues were entered in the field notes in an objective and 

neutral way. Afterwards the observations supplemented the interviews (see Appendix F for 



67 

 

the final version of the interview guide) with the tutor, resulting in a multilayered description 

of the issue studied here.  

Before the hand-coding and analysis phase, the transcriptions of the participants’ 

interviews were submitted to member checking (Davis, 1992). The respondents were asked to 

comment on their answers during the interview. Subsequently, the transcripts of audio 

recordings of the sessions and the participant’s interviews were analysed through interpretive 

content analysis. First, I explored recurrent behaviours and remarks related to collaborative 

practices within the sessions. Then, I concentrated on the tutor’s utterances for evidence of 

her role in collaborative interactions with the course participants. The themes emerging from 

the analysis were validated through peer debriefing (Davis, 1992) with another investigator 

who analysed the gathered data independently. In the end, the negotiated themes were 

checked with the participating tutor in a validation interview (Dörnyei, 2007) where the tutor 

could comment on an early draft of tentative results and contributed to the interpretations and 

conclusions.  

 

 

4.4.3 Research question 3: What elements of culture emerge through the process of 

collaborative learning in the training of teachers of Spanish as a foreign language in different 

university degree courses?  

 

With the objective of answering research question 3, data was collected in two 

different university degree courses. The first context was a Spanish Language Development 

BA course belonging to a Spanish Philology programme. Three pre-service teachers of 

Spanish (András, Beáta and Szonja, see Table. 12) participated. 
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  Beáta  Szonja András 
Age 23 25 24 
Spoken Languages English, German, Spanish 

and Hungarian 
Spanish and Hungarian English, Slovenian, 

Spanish and Hungarian 
Years learning Spanish 8 years 10 years 9 years 

Previous training in 
Spanish  

No formal training before 
university courses  

Spanish as a FL in high 
school 

Bilingual high school  

Stated level of Spanish  C1 B2 C1 
Multicultural experience  2 weeks in Spain to 

improve language skills 
2 weeks in Spain 

(school trip) 
6-months work 

experience in Spain  
 

Table 12. Background information of the pre-service teachers participating in study 2 
 

They participated in a non-compulsory e-mail exchange with three Spanish L1 speakers 

(Miguel, Raquel and Pedro) located in Colombia. The Colombian correspondents were part of 

my network of relations in Latin-America. They were personally approached and asked to 

participate in the research project. They were willing to use e-mails frequently and agreed to 

contribute with their communications, too. They are retired professionals who come from 

various fields, such as sociology, anthropology and education. The second context examined 

to answer research question 3 was the “World Literature” course belonging to a Modern 

Latin-American Literature PhD programme at the university under scrutiny, where three in-

service teachers of Spanish were enrolled (see Table. 8, p. 60).  

In the BA course, data was gathered through the pre-service teachers’ e-mail messages 

and interviews. In the PhD course, data came from participant observations (recorded in field 

notes) and interviews with the in-service teachers. Only two interviews were conducted since 

I was one of the three course participants. The procedures of developing the interview 

questions concentrated on brainstorming possible words and phrases in order to create a pool 

of questions. The interview guides were submitted to critical analysis through peer reviewing 

with an expert and a practitioner and then translated into Spanish. Afterwards, the Spanish 

versions were back-translated into English in order to identify problematic terms. Finally, a 

think-aloud protocol with an experienced Spanish teacher was carried out and further changes 



69 

 

and clarifications of some questions were incorporated for the final versions (see Appendix C 

for the pre-service and Appendix D for the in-service interview guides). Prior to the 

participants’ interviews a self-interview was conducted as a preparation because “question-

asking […] is improved through practice and persistence” (Maykut & Morehouse, 1994, p. 

88). 

The gathered data was subjected to interpretive content analysis following the 3Ps 

framework (Products, Practices and Perspectives) (Standards for foreign language learning in 

the 21st century, 1999). In a second round of analysis I concentrated on comments, events and 

actions expressing ideas about further notions of cultural content expressed by the research 

participants. 

 

 

4.4.4 Research question 4: How do the designers of training programmes for teachers of 

Spanish as a foreign language see the role of collaborative learning for cultural growth in 

different university degree courses? 

 

In order to answer research question 4, three key-informant tutors were interviewed 

(see Table. 9, p. 61). The interview guide was devised on the basis of the preliminary findings 

of classroom observations of studies 3 and 4. The open-ended questions were written in 

Spanish and reviewed by a Spanish research expert who suggested wording changes. The 

final version of the guide was used in a trial interview with a fellow tutor as a piloting phase 

to identify potential problems before data collection (see Appendix G for the designers’ 

interview guide).  
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In the interview with the tutors, the respondents did most of the talking and therefore 

the topics were explored from their perspective (Friedman, 2012). The focus on the tutors’ 

views is explained by the interest of constructing rich description of thoughts and feelings 

rather than concerns to be generalised. This is why depth of the conversation was encouraged 

through persistent involvement (Maykut & Morehouse, 1994) with the tutors who were 

interviewed once and topics that emerged as important from preliminary data analysis were 

pursued by e-mail. 

The audio-taped interviews were transcribed and hand-coded by me. The collected 

data were analysed fundamentally using interpretive content analysis. This means that 

although the researcher was the main measurement device in this study (Dörnyei, 2007), 

analysis was not the product of the researcher’s subjective interpretation but the tutors’ own 

thoughts expressed in their own words. In the analysis phase first I examined the 

interviewees’ definition of collaborative learning, then, I explored the data set to identify the 

tutors’ views on the possible contributions of collaboration to the development of teachers-in-

training’s cultural growth. I also examined the tutors’ utterances to establish the components 

of IC that may be enhanced through collaborative learning as well as the role of collaboration 

in the development of IC. Excerpts from the original Spanish data are presented in my English 

translation 

 

4.5 Ethical considerations  
 

An official permission to undertake research in the target community was given by the 

head of the Spanish Department of the university. In addition, all the participants were fully 

informed about the nature and the purposes of the present investigation and they consented to 
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taking part in the research voluntarily. Hence participation was anonymus and non-

compulsory, and the participants were treated as partners in an atmosphere of academic 

freedom and intellectual openness. Their race, religion, gender, ethnicity or sexual orientation 

were irrelevant for the study. The interpretations outlined in this dissertation reflect the 

feelings, sensitivities and discretion of the research participants who contributed to the 

analysis through member checking. Finally, it is important to point out that the collected 

information is confidential and pertains only to the topic of the present research.  
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5 Results   
 

The results that are presented in this chapter emerged in different university courses of 

a Spanish philology department. Thus the results are the accounts of the participants’ 

experiences and personal investment in teacher training. This is why rather lengthy excerpts 

are quoted in order to illustrate the participating teachers’ involvement. The italics in the 

extracts of the data are my emphases and are intended to highlight important points related to 

the issues of each section (see Appendix H for the transcription conventions applied). The 

results follow the order of the research questions addressed in the Research Methods chapter. 

 

 

5.1 The views of pre-service teachers on useful content for cultural understanding 
 

Research question 1 deals with the perceptions of cultural content of pre-service 

teachers of Spanish. The results outlined in this section emerged from the participants’ 

personal engagement and individual experiences in FL learning and communication. In other 

words, the teacher trainees’ views of culture and cultural content are informed by their very 

particular opportunities to use the language outside the classroom and their own personal 

involvement in learning Spanish as a FL. In this section the results are presented in the 

following order: the participants’ notions of culture, the perceived useful cultural content and 

collaboration for accessing cultural content. 
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5.1.1 Notions of culture as shown by pre-service teachers of Spanish 
 

The analysis of the interview transcripts revealed that the teacher trainees understood 

the term culture in two main ways: One referred to national culture and the other was related 

to general culture. The two understandings of culture emerged from the participants’ 

utterances and were widely shared by them. The interviewees, first and foremost, linked the 

term culture to Spain and Latin-American countries; thus cultural content was initially 

associated with specific nations, as it is illustrated in the following excerpt from Beáta:  

I cannot separate -- in my mind Spanish speakers are part of a big group ((hesitation)) or -- 
((hesitation))... maybe two groups… they are divided in two groups one from Spain and the 
other from Latin-America […] then within Latin-America, for example, Colombian people are 
calm and sometimes slow but Argentinean speak quicker [...] (Interview (Henceforward: Int.) 
Beáta). 

 

In the second recurring interpretation of the term culture, the pre-service teachers 

merged culture with knowledge about current issues. According to the participants, for 

cultural understanding with Spanish L1 speakers it is useful to have up-to-date knowledge on 

current events. Therefore, they found it important to be familiar with current issues such as 

politics, economy and illegal immigrants in order to participate in conversations and to 

communicate effectively with Spanish L1 speakers. Hence, culture seems to be a synonym of 

general culture.  

A deeper examination of the particular contexts in which the research participants 

communicate with the Spanish L1 speakers lets emerge other notions of culture, such as, men 

culture, professional culture or family culture, as reported by András, Erzsébet and Rózsa: 

We share the language and how we use it…because-- ((hesitation)) …we are-- we are 
men…so… it’s a -- […] We have the same thoughts […] for example, when we talk about 
beautiful women ((laughs))… we tend to focus mostly on their sex appeal…You 
know…men’s stuff -- we behave above all as men... I’m pretty sure that we would celebrate a 
goal from Ronaldo or Messy [...] (Int. András).  
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In my office, I know how to behave with Spanish native speakers, I know car renting 
vocabulary, I also know that with my colleagues I don’t need to use polite expressions […] we 
treat each other in a friendly way […] and there is an informal way of addressing to each other 
[...] (Int. Erzsébet).   

 
In the family where I stayed, I started as an observer but then I decided to experience how to 
live within a family in Madrid [...] I learned everything about the members of the family [...]. 
For me that was the most important cultural gain... behaving as the family did [...] (Int. Rózsa).  

 

The outlooks on culture highlighted above (men’s stuff, car renting vocabulary and 

behaving as the family) are indeed, alternative stances of the construct of culture held by the 

teacher trainees. The various interpretations of the term culture are the products of personal 

experience of the pre-service teachers as competent users of Spanish. For instance, András 

highlighted the culture of men since during his work experience in the Canary Islands, he only 

interacted with men. Erzsébet drew her description of culture guided by her relations with 

Spanish and Latin-American colleagues in the car renting context and so she understood 

culture from the way of communicating in her office. Rózsa and Nóra asserted that the 

construct of culture was linked to the social milieu or family where people live because both 

of them stayed in family houses during their Erasmus semester in Madrid. Beáta underlined 

the culture of Christian followers because most of her Latin-American friends shared her 

Christian faith. Finally Tibor and Emőke highlighted local cultures because they made 

reference exclusively to regional affiliations where they were immersed during their studies 

abroad.  

Based on the various understandings of the term culture, the research participants’ 

utterances also revealed that the recurrent categories of useful cultural content for cultural 

understanding referred mainly to cultural products and practices. This topic is developed in 

the next section. 
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5.1.2 Content perceived useful for cultural understanding  
 

Even though the goal of this research was not to establish a clear taxonomy of the 

cultural content perceived as useful by the pre-service teachers of Spanish, some recurring 

themes, emerging from the data analysis, deserve attention. First of all, cultural products such 

as food, Spanish language varieties, political systems, geography, economy, arts and literature 

were systematically mentioned by the interviewees:  

I’m interested in dancing and so we talk about arts and specifically tango [...] (Int. Tibor). 
 

We talk about politics, geography and obviously about traditions and customs [...] (Int. 
Emőke). 
 
With Pablo [Her Argentinean friend], I talk about literature, the economic situation and the 
problems of political corruption [...] (Int. Beáta). 
 

In addition, the respondents mentioned numerous cultural practices that they consider 

useful for cultural understanding. They unanimously refer to traditions, customs, popular 

culture, greetings, leave taking and complimenting as key practices. Other cultural practices 

that are related to learning skills and oral expression were also highlighted by the teacher 

trainees. For instance, seven research participants out of nine claimed that it was useful to 

know the practices referring to starting a conversation, expressing opinions, developing, 

structuring and linking ideas as well as body language, daily routines and time management.  

Cultural perspectives were not explicitly mentioned by the pre-service teachers. When 

they make reference to social values and history as well as religion and family issues, they 

refer to those aspects as further cultural products. Nonetheless, even if the teacher trainees 

were only aware of cultural products and practices, cultural perspectives were indirectly 

present in their utterances. For example, Beáta’s words demonstrate that she does not only 

centre her attention on practices and products but also on meanings (i.e., perspectives):  
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With Miguel [Her Colombian friend] I comment on the Bible, systems of education, personal 
and family issues and I even share with him how I study... We had already discussed how and 
why people behave in certain ways, why they think the way they think and follow the manners 
they follow [...] (Int. Beáta).  
 

Even though cultural content, in terms of skills, was not representative of the entire 

sample; four research participants out of nine highlighted skills, such as translating and 

interpreting, as useful cultural content. Tibor and András, for example, emphasised 

intercultural skills as key tools for cultural understanding:  

I arrived in a very poor house and from my European point of view [...] it was really difficult 
to understand why the streets and the houses looked the way they did, the people’s relationship 
with animals [...] and the kind of music they listened to [...] etc. All those little things were 
difficult to accept for my European eyes [...].  When I started to understand those people [...] 
and when the 10.000 people from that town knew the only blond-haired blue-eyed man that 
had ever visited their town--- everything changed. [...] They taught me their dances [...] and 
music... we were in a real cultural exchange of knowledge and values, they listened to me and 
I listened to them [...]. As soon as I moved away from my materialistic way of seeing the world 
[...] and I concentrated on [...] people’s views... I succeed in realising that I could also learn 
from them ... everything was different [...] from that moment I started to meet new people, I 
went to schools, I got to know the mayor, I danced and I gave some dancing lessons [...] at the 
end I even received the title of ‘distinguished citizen’ of the town [...] (Int. Tibor).  

 
Speaking Spanish is good for me but the most important thing is that now in my mind at the 
very back of my head I can rely on my experience, before saying something I observe… for 
example when I talk with my grandfather now, first I take into account his history and 
background […] Interactions with Spanish native speakers helped me to live with others and 
understand their perspectives [...] (Int. András).  
 

In particular, Tibor and András mentioned “listening to and understanding” others’ 

perspectives, as well as “moving away” from one’s own perspective as examples of skills that 

they considered useful for successful intercultural understanding. The following section deals 

with collaboration with others for accessing cultural content as another important outcome of 

data analysis.  
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5.1.3 Collaborating with others to get access to cultural content  
 

Most of the respondents, eight out of nine, thought that personal involvement with 

others and collaboration were crucial to access cultural content. For instance, Nóra believed 

she had had the chance to get access to the Spanish way of living and to traditional 

celebrations of Madrid thanks to her friend:  

Other Erasmus students who lived in student housing couldn’t live what I had experienced 
with my flatmate ((convinced)). My friend introduced me to her family and her friends. I went 
on holiday with them, I went to carnivals, parties, neighbourhood events and she helped me to 
understand why they behaved in certain ways and why they demonstrated against political 
corruption [...] (Int. Nóra).  

 

Not only friendship allowed Nóra to get in contact with cultural practices of Madrid, 

also personal experience was highlighted as a key aspect to take into account in meeting 

cultural facts and practices. Experiencing culture entailed collaboration with others; in Nora’s 

words: “she helped me to understand why”. This means that her friend contributed to her 

understanding of cultural issues. Similarly, the next comment from Tibor underlines how 

experiencing culture and working together with others can help one to understand a given 

culture: 

I finally learnt how to understand Latin-American culture during my year abroad in Argentina 
[...] At university we learn a lot of things about culture but -- in my opinion it’s almost 
impossible to understand culture alone... without the other... without establishing a personal 
connection with people... without working together and without having the experience of 
living in that culture [...] We can learn a lot from literature, music, traditions, television but 
still this knowledge would be something very distant to us ... but if we go there and experience 
culture [...] our point of view changes [...] (Int. Tibor). 

 

In Tibor’s expressions, understanding the target culture was linked to an “experience of 

culture” or “a personal connection with people” and thus a mode of working “together with 

others”. Erzsébet also mentioned that her Latin-American colleagues taught her how to 

communicate in car renting business situations:  
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Working with my colleagues help me a lot at the beginning... to know everything about my 
job. A Colombian man who lived several years in Malaga, [...] helped me to understand how 
and why Spanish customers used to write the way they write to us... I could comprehend some 
of the problems related to our clients... In short I learnt how to communicate with them [...] 
(Int. Erzsébet). 
 

Nóra, Tibor and Erzsébet’s quotations illustrate that collaboration with Spanish L1 

speakers was guided by interaction in which cultural phenomena was taught indirectly, 

informally and implicitly. Besides, based on the three participants’ utterances, collaboration 

also contributed to discover and enhance understanding of some aspects related to culture, by 

dealing with people and by taking substantial responsibility and ownership for the process of 

culture learning. 

Collaboration with others was not only exhibited in issues related to the target culture, 

it was also displayed in instances associated with the participants’ own culture and personal 

perspectives; as it is understood by Szonja and Nóra: 

I like providing information about Hungary, our festivals and food because I want Spanish L1 
speakers know something about my country, I want them to love us…Many people think that 
Hungarians are pessimistic… but I am very optimistic so I want that they meet a Hungarian 
who is not pessimistic [...] (Int. Szonja). 
 
During my semester abroad I also shared with other European students how to say ‘thank you’ 
in Hungarian and also some greetings … many cultural tips […] I was surprised to find out 
that other people also knew something about my country –we are such a small country-- not 
powerful… […] I felt good because I realised that people hold less pessimist views of my 
country […] I felt a higher membership and sense of belonging […] I started to think that it 
was good to be Hungarian [...] (Int. Nóra). 
 

In the previous quotations, it is evidenced that for Nóra and Szonja, collaboration with 

others for cultural learning also calls for their native communities. Therefore, collaboration 

contributed also to their reflection on cultural affiliations and enabled them to experience a 

sense of belonging towards their origins and so helped them expand their knowledge about 

their own culture. 
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Interestingly, the analysis of the teacher trainees’ interviews revealed also two 

distinctive groups within the pre-service teachers and hence two different views of 

collaborative partners for FL and culture learning. The first group encompasses the 

participants who had already been in Spanish speaking countries for a long period of time for 

educational or professional reasons. The second group covers the participants who had 

travelled to a Spanish speaking country on short trips. In the former group, the teacher 

trainees said they had mainly collaborated with key informants rather than local Spanish L1 

speakers to obtain cultural content. For example, they called on NNSs, on other European 

students and on fellow countrymen who shared the same concerns about the local culture. As 

a result, the participants from this group seemed not to trust local Spanish L1 speakers or had 

few opportunities to interact with them during their studies abroad, as is illustrated in the 

following comments by Rózsa, András and Emőke: 

I don’t really trust Spanish native speakers because I realised that they also make mistakes […] 
their messages posted on Facebook are full of spelling mistakes [...] and they know very little 
about their history [...] (Int. András). 

 
I spoke more in Spanish with my Italian and English roommates than with Spanish people... 
they were not easy-going […]. In the street they were very rude and unfriendly with me […]. I 
tried to speak in Spanish and -- they thought that I wouldn’t understand them so they always 
answered to me in English [...] (Int. Emőke). 
 
I never send my texts to my Peruvian friend --- his grammar is terrible, he never notices 
grammar mistakes […] Spanish speakers know less than us [...] Besides they don’t know how to 
explain things [...] (Int. Rózsa).  

 

On the other hand, in the group of the research participants who had travelled to 

Spanish speaking countries on short trips, the Spanish L1 speaker was seen as a direct and 

trustworthy collaborative partner for culture learning. For instance, Erzsébet commented that 

her Spanish and Latin-American colleagues taught her better than Hungarian co-workers 

about the daily expressions in business and professional communication. Gábor, in turn, relied 

on Spanish L1 speakers to illustrate language varieties for his Spanish lessons:  
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Native speakers of Spanish come to my class to show correctness and differences [...] I invite 
them to read aloud because they are the best example of how and why words are pronounced 
in Spain (Int. Gábor). 
 

As it is understood from the extracts above, the consideration of collaborative partners 

for culture learning depends on the specific situations and individual experience reported by 

the teacher trainees. Consequently, the L1 speaker may not always be positioned as the most 

effective collaborative partner for culture learning and thus it opens space for an extended 

range of cultural informants that are not limited to the ideal NS of the target language. 

 

 

5.2 Collaborative interactions that facilitate cultural growth in the training of teachers 
of Spanish as a FL  
 

The second research question queries about collaborative interactions that facilitate 

cultural growth so the outcomes introduced in this section are illustrations of successful 

collaborative experiences where the participants were given opportunities to provide personal 

opinions, choose topics, ask questions and participate autonomously in genuine 

communication and learning. Therefore, the results need to be understood as products of 

personal investment and individual expertise in FL learning and teacher training. In other 

words, the research participants made use of collaborative strategies to learn Spanish and to 

develop professionally as teachers of Spanish as a FL. 
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5.2.1 Telecollaboration between Hungarian L1 pre-service teachers and L1 speakers of 
Spanish  
 

To start with, it is essential to highlight that the experience of writing and exchanging 

e-mails with the L1 speakers of Spanish, primarily, engaged the teacher trainees in a stage of 

apprenticeship in which active authorship was the key element. For example, Szonja wrote 

drafts in advance and asked friends to correct her texts before sending them to Raquel. Beáta 

used online dictionaries and edited her messages on the screen before sending them off to 

Miguel. On the other hand, András tried to self-correct mistakes in his texts by relying on his 

previously acquired vocabulary and communication strategies. 

As part of active authorship the research participants formulated many questions to dig 

deeper in their Colombian correspondents’ lives, as is demonstrated in Beáta’s e-mail:  

How many grandchildren do you have? And your children, do they work? For them, was it 
also difficult to understand your life story? Do they have intellectual jobs or physical ones? Do 
they live far from you? Sorry to ask so many questions but I’m interested in your current life, 
after such a hard youth, so different from mine […] and I’m also interested in your culture 
which is totally different compared with mine […] (Mail #5, Beáta to Miguel). 

 

At the stage of authorship, the teacher trainees took up the role of recipients of cultural 

information related to the target language and focused on learning new words and idiomatic 

expressions. However, after a while, the exchange evolved into genuine communication with 

Latin-American Spanish speakers so the pre-service teachers started to engage in 

telecollaboration. For instance they submitted their drafts to their Colombian correspondents 

in order to receive feedback and write classroom assignments together. The following 

transcript of Szonja and Raquel’s e-mail messages illustrates how they began to collaborate: 

Szonja: […] we’ve been talking about superstitions but I finally would like to write a paper 
about sorcery. I want to compare Hungarian sorcery to Colombian sorcery. I wonder if we can 
work with Google docs, could you please write about that topic. For example customs, rites, 
accessories, beliefs and even films […] (Mail #9, Szonja to Raquel). 
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Raquel: […] when I was young I heard about fortune-tellers who read cards and 
cigarettes…They mostly prescribed herbal baths and candles, I thought they were witches but 
now I’m not sure because modern witches work with numbers and the tarot ... only for business, 
to earn money easily […] 
 
Szonja: […] I wonder if you’d agree to write a comparison between past and modern sorcery, I 
mean how sorcery has changed from early times until our days. What do you think? (Mail #10, 
Szonja to Raquel). 
Raquel: […] sure!! You can compare past and modern sorcery rather than contrast Colombian 
to Hungarian sorcery... I can put other ideas in our Google docs to complete your paper. For 
instance you can include information about ‘chamanes’, ‘taitas’, ‘caciques’ those are men but 
they know a lot about sorcery, too […] 
 
Szonja: […] for my homework I want to interview you about one invention that has been 
important for you. If you want to participate please listen4 to the following questions and help 
me with my homework […] (Mail #11, Szonja to Raquel). 
Raquel: […] sure Szonja, I can help you but since we have 7 hours of difference, it’s better if I 
send you the answers through Whatsapp… Or if it’s ok for you we can Skype on Sunday 9 a.m. 
in Colombia [...].  
 
Szonja: […] Thank you very much for your answers to my interview my homework is almost 
ready […] you can see in our Google docs my paper dealing with sorcery and a summary of our 
interview. Please tell me what you think and I hope you could enjoy it […] I’m also sending two 
photos of Hungarian confections, do you know them? If you want to play with me, you can try 
to guess what they are made of […] (Mail #12, Szonja to Raquel). 
Raquel: I’ve read your paper, It’s good, but the introduction needs to be strengthened… sorry I 
couldn’t help you with that section, I don’t know your teacher’s requirements… I couldn’t find 
any conclusion, Is that ok? I insert my corrections in capital letters in our Google doc… In 
general you have to be careful using the verb ‘estar’. You know in a phrase like ‘estoy 
afortunada’ it’s better to say ‘soy afortunada’, with the verb ‘ser’ because you’re describing 
yourself.  […] And you don’t say ‘competiciones’ but ‘competencias’ or ‘torneos’ […] Szonja I 
guess the confections are chocolates and cherries but I’m not sure because of their colour … or 
it can be also marmalade or sweet pepper [...] 
 
Szonja: I’m happy you enjoyed my papers and thank you very much for your help, I always take 
notes of your corrections and I use the dictionary to translate new words and unknown 
expressions, in that way I can enhance my vocabulary. Please don’t hesitate to correct me, I’ll 
follow your suggestions in my future writings because unfortunately I make many grammar 
mistakes […] It’s difficult to say something without knowing the right expression and I had to 
chose between ‘participar en una competición’ and ‘participar en una competencia’ both 
sentences appeared in the dictionary so since I knew that the word ‘competencia’ means skills I 
thought it was better to use the word ‘competición’ By the way, do you think it’s better to use 
the word ‘torneo’ to avoid misunderstandings [...] 
The name of the confection is ‘cherry queen’ and you’re right. This is chocolate covered 
cherries with liquid fillings (often brandy). The second sweet is called ‘Túró Rudi’ it’s 
composed of a thin chocolate-flavoured outer coating and an inner filling of curd. There are 
differently-flavoured varieties of the bar, like apricot, strawberry and raspberry. It is true that 
Hungarian people love paprika but I’m Hungarian and I don’t like spicy dishes at all… How 
about Colombian people? Do they like spicy dishes? Or do they prefer sweet ones? What’s your 
favourite food? And what kind of confections can we find in Colombia? (Mail #13, Szonja to 
Raquel). 

                                                             
4 Szonja recorded the questions in a file and sent them to Raquel.  
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Raquel: […] you’re right ‘competencia’ is usually related to skills and business so it’s better to 
use ‘torneo’ in your sentence [...] 
Now I understand the Túró Rudi is sweet and sour […] I love sweet and sour dishes. Colombian 
people love cakes filled with fruit fillings like pound cakes for birthday parties [...] 
Really... I’ve heard that all Hungarians eat spicy... In my family there’re people who love spicy 
and others cannot eat spicy dishes… When we make a barbecue we prepare ‘ají’ with onions, 
tomatoes, avocados, salt and lemon. Women never add chilli sauce on it but men usually like it 
very spicy […]  

 

In the conversations above, Raquel, the Colombian correspondent let Szonja have 

access both to significant communicative language practice and collaborative writing. Szonja 

asked Raquel for help to complete homework: “Could you please write about that topic?” / 

“Please listen to the following questions and help me with my homework” and Raquel 

answered with proposals to work together: “I can put other ideas in our Google doc to 

complete your paper”/ “We can Skype on Sunday 9 a.m. in Colombia”. Additionally, 

collaborative writing allowed Raquel and Szonja to reflect on vocabulary, too: “It’s difficult 

to say something without knowing the right expression. For example, I had to chose between 

‘participar en una competición’ and ‘participar en una competencia’ both sentences 

appeared in the dictionary so since I knew that the word ‘competencia’ means skills I thought 

it was better to use the word ‘competición’ By the way, do you think it’s better to use the word 

‘torneo’ to avoid misunderstandings / “You’re right ‘competencia’ is usually related to skills 

and business so it’s better to use ‘torneo’ in your sentence”. The participants’ utterances 

showed that both expanded their understandings of Spanish language and culture. Therefore, 

the early expert-apprentice relationship evolved into a partnership. In other words, a mutual 

relationship between equals took shape because each one contributed to the conversations and 

learned from each other.  

Surprisingly, assignments stopped being at the centre of the conversations; gradually 

the teacher trainees personalised their messages and included very personal concerns and 
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opinions in their written interactions guided by the esprit of telecollaboration. Szonja, for 

example, chose to share something very personal with Raquel, something one does not reveal 

to casual acquaintances: 

On Sundays we go to visit my grandparents, we bring them sugar, eggs, meat and oil… they’re 
very old and ill […]. My grandma imagines things that aren’t real... in fact last year she had a 
stroke and now it’s very difficult for her and for everybody in the family […] (Mail #35, Szonja 
to Raquel). 
 

In one of Beáta’s messages she also shares some intimate information about herself with 

Miguel:  

Miguel: [...] when I started to work, I was influenced by my colleagues [...] to drink alcohol [...] 
and I became an alcoholic but thanks God I met somebody who told me about AA (Alcoholics 
Anonymous) and I realised that I needed help [...] 
Beáta: [...] Here in Hungary, the rate of alcoholism is very high so I’m sure groups like AA 
could be very useful here, too. I think alcohol is one way to skip from reality[...] I’ve been 
thinking about that today because I also try to escape from day-to-day realities with something 
less dangerous such as science fiction. But sometimes I go too far [...] I hide myself in a 
fictitious story to forget about my obligations [...] (Mail #40, Beáta to Miguel). 

 

András linked his correspondent’s comments to his current family situation: 

Pedro: […] there’s one superstition here in Bogota which says that if you visit Monserrate 
with your girlfriend you will never marry her. Now I don’t know what to think about this 
superstition because a few years ago my girlfriend, a couple of Cuban friends and I went to 
Monserrate and few days after, my friend called me to tell me that the superstition was true 
because her boyfriend had died, I was shocked and I and my girlfriend likewise never married 
[…] 
András: […] it’s a very sad story… and to top it all…the day before yesterday, my great-
grandmother died, she was 93 years old… I miss her a lot […]. At the moment we have a 
week of autumn holidays so everybody travels or relaxes but my family and I, we are very sad 
[…] (Mail #10, András to Pedro). 

 

As a corollary, telecollaboration with the Spanish L1 speakers enabled the pre-service 

teachers to engage in reflection about professional development. Examples from the three of 

them evidenced the reflective process in which they engaged:  

Szonja: [...] I wanted to be a teacher but the point is that I love children but I’m not very 
patient, I’m not able to teach them because I cannot explain things comprehensibly. (Mail #28, 
Szonja to Raquel). 
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Raquel: […] being a teacher, what a lovely profession! Now you’re scared, it’s normal but 
you’re preparing yourself to acquire the strategies to be able to teach. You need to be patient 
[…] 
 
András: […] why did you say that the teaching profession was in your blood? Is it because you 
enjoyed it a lot? Or were there other members of your family that were teachers? […] I teach 
individual lessons to kids and sometimes I have so many lessons that I go to bed very late (Mail 
#21, András to Pedro). 
Pedro: [...] people named my father ‘the master’ so maybe it was because of that I said I had the 
teaching profession in my blood [...] I had very good teachers when I was a child, those teachers 
left an unforgettable mark on my life, because of their motivation and naturalness [...]. In your 
private lessons you can also practice your Spanish and strengthen other qualities [...] the most 
important thing is to be ready to defeat your pride [...] 
András: [...] It seems that in your family, teaching is something genetic [...] I love this concept 
of defeating one’s pride... It’s especially useful when teaching foreign languages. I’m not a 
native speaker so I don’t know all the words and I have to admit that I don’t know everything. 
Besides it’s necessary to look constantly for new methods and new ways of teaching [...] (Mail 
#22, András to Pedro). 
 
Beáta:[...] I really want to work as a university teacher, but I don’t know if I’ve got enough 
talent and abilities to do a PhD [...] I’m afraid it’s the hardest road for someone like me, I’m 
enthusiastic and hard-working but I’m neither creative nor smart. [...] the other problem is that, 
nowadays teachers earn very low salaries and they’re not valued [...] (Mail #25, Beáta to 
Miguel). 
Miguel: [...] in order to be a teacher you need charm [...] and experience. [...] first you need to 
work and acquire experience to decide if you want to continue studying [...] You’re still very 
young and have many options [...] 
 
Beáta: [...] I think it will be better for me to teach adults in a language institute or at university. 
Because I don’t know how to discipline pupils. I want to help those students who are already 
motivated to learn a FL; I don’t want to motivate wild kids [...]. You also mentioned charm; I 
definitely need it [...] (Mail #26, Beáta to Miguel). 
 
[...] I had a different interpretation of the term charm, for me this word means owning an 
attractive and bright personality that captivates everybody [...] in other words for me it’s not a 
combination of talents and gifts as you said [...] I don’t agree with people who think that charm 
is inherited and so if you don’t have charm you cannot be a teacher, [...] if charm were inherited 
I had already left my programme at university because I’m sure I don’t have a special inherited 
gift to be a teacher [...] (Mail #27, Beáta to Miguel). 

 

Szonja, András and Beáta started by situating themselves within the teaching 

profession with phrases like: “I wanted to be a teacher” / “I teach individual lessons to kids” 

/ “I really want to work as a university teacher”. However, at the same time they showed 

their current views of what it means to be a teacher by saying for example: “to explain things 

comprehensibly” / “defeating one’s pride” / “to look constantly for new methods and ways of 

teaching” / “teachers earn very low salaries and they’re not valued” / ‘to discipline pupils” / 
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‘to motivate wild kids”. Hence by grabbing the opportunity to devote extensively in 

conversations dealing with FL teaching profession, the teacher trainees may extend their 

perspectives for professional future.  

Moreover, by reflecting about professional improvement, the pre-service teachers not 

only disclosed their opinions but also behaved as active partners who managed to collaborate 

by discovering and exchanging points of views and also by practicing Spanish supported by 

interpersonal relationships. This aspect is illustrated in the following extract of Beáta and 

Miguel’s e-mail partnership: 

Beáta: I enjoy studying foreign languages, especially Spanish and English […] I can’t live 
without practicing one of those languages. But of course, for me everything has been very easy; 
I’m a lucky girl, I haven’t had your difficult life. Even now as a university student, my family 
supports me, I don’t have to work and I can spend all my time preparing for my exams […] 
Here in Hungary people only study theoretical things at schools, almost nothing pertains to real 
or practical life. Sometimes I think that except foreign languages, […] I’ll never use any of the 
things I’ve learnt at school. Is that the same situation in Colombia? [...] (Mail #15, Beáta to 
Miguel). 
Miguel: […] you’re lucky and you’ve answered positively to the help of your parents. In 
Colombia some children are told to study hard because their only duty is to study; but in most of 
the families, that’s not the case, because of the economic situation, parents need their children’s 
help […] 
I agree with you, the school teaches many things but when people go out to work in the real 
world they start to learn meaningfully […] 
Speaking foreign languages is a God’s gift […] they’re a way to serve God […]  
I wrote to you about my daughter’s visa because here it’s difficult to obtain one, she has already 
asked it twice and she was rejected because of financial reasons […] 
 
Beáta: […] I was told that in Colombia you have to pay for university studies, is that true? 
According to what I’ve heard, I suppose that only a rich minority of young people can attend 
university courses, is that also true? Here in Hungary the situation is different. If someone, like 
me, wants to study but doesn’t have any money to pay you can sign a contract with the 
government in which you engage yourself to stay in the country to work. In my case, I’ll have to 
stay working for 10 years here or refund the money that the state has invested in my studies. I’m 
pretty happy with this, because without that contract I could never study [...]  
Yes, I think the same about foreign languages. It’d be great to use them to help people […] this 
is why I’m in charge of voluntary translations for an international Christian organisation […], I 
also accepted to work in a Christian camp for teenagers where I’ll help in teaching youngsters 
about the Bible [...]  
I’ve never stopped thinking about how difficult it was to obtain a visa. I’m a European citizen 
and I’ve never been outside the European Union and inside the Union we only need our ID card 
to visit other countries. Which is the farthest place you have ever visited? Have you ever taken 
an airplane? I’m excited by the idea of visiting unknown places, maybe because I’m young […]. 
By the way, where do you go on holidays? Do you prefer to stay at home? […]  
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With your mails, I would like to continue accumulating knowledge, as much as possible, to 
apply them in something I really like, such as language teaching…Something in which I could 
be useful to God’s purposes […] I’m conscious of the things I have and […] I realised that most 
of Colombian people must work all their life to obtain what I have now […] I’m still immature 
but I hope to improve with time […] (Mail #16, Beáta to Miguel). 
Miguel: In Colombia we are divided according to the place where we live (if you’ve got a pool 
or not) and the salary we earn. According to these aspects you pay for example your bills 
(water, electricity, natural gas etc.). There’re social strata from 0 to 6 therefore when a student 
registers at university we know exactly how much he or she will pay for his or her fee according 
to the strata […]. Parents must ask for loans to give higher education to their children […] 
I’ve been in Venezuela, that’s all… The rest of my time I spend it at home […] 
 
Beáta: Is it normal in Colombia to have a pool? Here, only millionaires have one, normal 
people never do. I think it’s fair to pay bills according to the factors you mentioned, I wish it 
were the same in Hungary, in that way poor people could pay less. On the other hand, not 
having financial aids for university students is hard, in this respect I prefer the Hungarian 
system, but as always, every administration has advantages and disadvantages […] (Mail #17, 
Beáta to Miguel). 

 

In the excerpt above, Beáta appeared to be curious and interested in her correspondent: 

“With your mails, I would like to continue accumulating knowledge, as much as possible, to 

apply them in something I really like, such as language teaching”. She started sharing her 

passion for learning FLs then she introduced various topics by challenging her initial 

knowledge of the target culture: “I was told that in Colombia you have to pay for university 

studies, is that true?” She chose to use her previously acquired knowledge about the target 

culture and she also related the information to her own experience of the topic: “Here in 

Hungary the situation is different. If someone, like me, wants to study but doesn’t have any 

money to pay you can sign a contract with the government”. Furthermore, Beáta seemed to 

view the e-mail exchange as a vehicle for expressing feelings by giving voice to her 

perspectives, fears and hopes: “I always enjoy studying foreign languages” / “I’m excited with 

the idea of visiting unknown places” / “I’m still immature but I hope to improve with time”.  

At the same time as challenging previous knowledge and exhibiting feelings, the 

teacher trainees included in their discourse multiple social roles like: lucky girl, university 

student, voluntary translator, camp staff and European citizen. In fact, the participants’ social 
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roles were not only disclosed by the topics of the conversations but also by the discovery of 

differing points of view and the emotions they involved while writing e-mail messages. 

It is also important to mention that this experience of telecollaboration allowed the 

research participants to engage in the development of various components of IC implicitly. 

For instance, in the preceding quotations, Beáta highlighted discovering information about 

other people: “I’ve never stopped thinking about how difficult it was to obtain a visa”, she 

was aware of her own assumptions “I’m conscious of the things I have” and she decentred 

from her own perspective: “I realised most of Colombian people must work all their life to 

obtain what I have now” and finally she understood that pluralism and internal heterogeneity 

characterise views: “Every administration has advantages and disadvantages”.  

 

5.2.2 Collaborative reasoning between in-service teachers of Spanish 
 

The course studied here focuses exclusively on literature and is part of a Modern 

Latin-American Literature PhD programme. This is why rather lengthy quotations dealing 

with literary works are used. The analysis focused on collaborative processes between three 

in-service teachers of Spanish attending a PhD course as part of their professional 

development. Therefore the PhD course unfolded in an autonomous and relaxed atmosphere 

where the in-service teachers participated freely: 

It was like meeting a group of friends…there was no stress. The group accepted everything 
[…] because they knew that we were here because we wanted to […] I could say whatever I 
wanted. I was not afraid of my thoughts even if my ideas were not those of the teacher or even 
if they weren’t correct […] all the new ideas, whether they were valid or not, could be 
expressed [...] (Post course Interview (Henceforward: PC Int.) Réka). 
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The course was also remarkably participant-oriented therefore reading guidelines or 

task sheets were not utilised; rather it was the participants’ ongoing work that directed 

classroom discussions:  

It was a course where students had to talk. It was required to be very active, to take notes and 
to provide personal opinions. The teacher only guides us but we, the students, had to talk, […] 
and be prepared for the class [...] (PC Int. Margit). 
 

As a result, the course discussions provided the in-service teachers with opportunities 

for collaborative reasoning in which each participant involved their own practices and 

strengths. For example, while one participant highlighted descriptive statements, another 

concentrated on narrative and rhetorical accounts and the third focused on analytical-

interpretive points. The research participants started by recognising each others’ views and 

assets, they did not only take into account their counterparts as classmates but as competent 

others who collaborated in the process of learning as it is understood by Margit:  

All of us were very active, we brought our points of view and our own techniques to analyse; 
for example, Réka always had her own analysis and Juliana used to comment about the author 
and literary studies [...] (PC Int. Margit). 

 

Given the fact that none of the course participants was positioned as the main 

character of the course, it seemed that participation was well-balanced and enabled the in-

service teachers to put into practice their perspectives through CR. In that way each 

participant contributed independently to the learning processes. For instance, Réka got 

intellectually involved in the analysis of the literary works by providing her own thoughts 

without citing previous studies. Her speech generally contained literary terminology and her 

evaluations were based on the evidence presented in the text and supported by analyses of 

narrative techniques. This was because when reading, she started by focusing on grammatical 

structures, and she was habitually interested in forming hypotheses grounded on the 
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transgression of normal rules of syntax or rhetorical devices. Margit, on the other hand, used 

translation techniques in order to explain meanings; she also cited personal experiences to 

elaborate on her understandings of the meanings of the texts. As a result she compared 

cultural facts and related the story and the characters to her own values and traditions. 

Besides, Margit got emotionally involved in the process of expressing her ideas and opinions 

about the texts and thus she provided a more personal response than a deep analysis of literary 

works: 

I don’t know if it is conscious or not but in my case for example, if I am separated from my 
sons for one day, the day after I automatically notice something different on them; this is the 
same perception I have with this text [...] (Audio recording (AR) of class 4, 22th October 
2015). 
 

As the third participant, I preferred whole class discussions rather than individual-

student reports because in that way I could challenge my ideas. Most of the time, I behaved as 

a supporter, I asked further questions and introduced new topics that kept the conversation 

going. In addition to questions I provided referential meanings for the texts based on extra 

readings related to literary analysis, history and biographies. My preference for pre-

established interpretations of the texts may be associated with my outsider positioning.  

The PhD course in context also emerged as a place for collaborative reasoning because 

each course participant contributed with information or words to constitute a general idea of 

the text. The classroom exchanges were mostly in the form of discussions, thus they resulted 

in dialogical sessions characterised by repetition and supply of words and phrases, as it is 

demonstrated in the following extract of class session about Flaubert’s Madame Bovary: 

Réka: Regarding parallelisms between Don Quixote and Emma Bovary, they live the same 
tragedy that is they create illusions and try to incorporate them into their reality […] both 
characters model their illusions from reading texts. 
Dr. Szabó: Yes of course, they are originated in reading experiences, very well. 
Juliana: Another parallelism is the ending of the books. Both are terribly tragic. But Quixote’s 
determination to translate illusions into reality is more informed by a sense of society, he 
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wanted to save lives and protect weak people. On the contrary, Emma was against all the 
principles of solidarity and humanity because she only wanted to be free and her desires 
destroyed everything around her. 
Dr. Szabó: Is she more individualistic? 
Juliana: Perhaps… 
Réka: Well…Who knows? If we interpret Don Quixote from another point of view we can 
say that he also wanted to get rid of limitations and create a more respectable present […] he 
wanted to be strong and handsome, he wanted to identify himself with a fantastic figure and I 
don’t see necessarily the desire to help people but… 
Margit: The necessity of fulfilling himself. 
Réka: Yes, self fulfilment, and we can say that this is also a selfish intention because he is 
asking everybody to come back to past times [...] (AR of class 2, 24th September 2015). 
 
Likewise, in post course interviews, Réka noticed collaborative reasoning through the 

involvement of multiple points of views or what she named the multifocal perspective:  

No matter how much time you spend reading a text, you will always miss something another 
person had noticed, and this information can contribute to your own understanding of the 
novel, and that’s something I loved in this course, having a multifocal perspective [...] (PC Int. 
Réka). 
 

Finally, collaborative reasoning allowed inquiry and disagreement to be present, too. 

The in-service teachers constantly challenged and commented on one another's ideas. The 

subsequent excerpt exhibits the progressive process of inquiry and disagreement about Molly 

one of the characters of Joyce’s Ulysses:  

Margit: […] to me the obscenity of this chapter is shocking… we are at the beginning of the 
20th century and we have an image of women […] even nowadays the description given here is 
too ((disappointed)) -- [meaning that it’s too obscene] … I mean a woman thinking in such a 
rude way that is almost bawdy […] there are no pure feelings here, […] everything is 
physical…only sex... 
Dr. Szabó: Do you think Molly is entirely like that? Is Molly a very simple or a relatively 
complex character? 
Margit: I don’t know for sure but for me-- judging by her words here-- she is not feminine… 
she is the opposite of a woman…the anti-woman… 
Réka: Really? I don’t think so…for me she is a lost woman […] although there’s a corporal 
description here […] it seems that she isn’t in the right place […] she had distorted herself to 
being able to escape her reality […] 
Juliana: You called her the anti-woman… […] but in fact, Molly is showing us her real face 
… her true nature […]  
Margit: […] But for me the physical point of view of Molly is the only one that is shown as if 
there wasn’t any other one… she has no feelings […] if you pay attention to the way she talks 
about her daughter for example… it seems that she isn’t a conventional mother […] 
everything is presented from a sexual point of view […] 
Juliana: I disagree because there are also some other sides of her face… when she remembers 
her childhood and when she met Boylan for the first time […] we discover her emotions and 
feelings […] Don’t you think so? 
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Margit: She doesn’t talk about feelings but about-- who makes love in that way or the other 
way … 
Réka: But if you remember the first time Boylan took her hand… that’s not sex yet… the 
narration is romantic […] 
Margit: Well, yes, yes […] but anyway that’s superficial […] 
Dr. Szabó: For me it’s more a reaction… a kind of self-defence… against the world because 
the book is a continuous criticism of the world around us […] it seems that everybody is 
losing moral values and Molly is also reacting to that […] she is trying to construct herself 
[…] 
Margit: She is constructing herself in a particular area, in the area of sex… where she knows 
that she can succeed… […]. She earns her own money […]…that’s not a common 
practice….a woman who works? ((Disbelief)) […] 
Dr. Szabó: […] But it doesn’t mean that she isn’t a woman with emotions […] 
Juliana: It can also be viewed as a complaint about society because Joyce is dealing with 
forbidden topics… in fact in one of the articles I’ve read, the authors named it ‘the fascination 
for sin’, for those topics that we cannot talk about […] such as body, sex, nakedness… so 
taboos are also questioned with the purpose of […] giving free rein to topics that were 
previously categorised as sins… 
Margit: Besides, Molly takes up several roles here, she is a wife, a mother, a famous singer… 
a prima donna […] and when we know that she sleeps in her dirty clothes it is like a 
contradiction […] we have the image of a sophisticated prima donna and we are disappointed 
because she is the opposite, Joyce shows us her gloomy side… definitely a contradiction… 
Dr. Szabó: Well a contradiction in one sense but on the other hand-- 
Margit: I know it’s her real life but it doesn’t fit with a prima donna […] who has to be the 
synonym of elegance and brightness…  
Dr. Szabó: Sure but that’s what the book is giving us… 
Margit: There is no charm here […] 
Juliana: Because we are seeing her real life and even ours… all of us are human beings… we 
all go to the toilet […] and die […] without any brightness (AR of class 6, 26th November 
2015). 

 

The above passage starts with a personal remark “everything is physical” that leads to 

direct questions “Do you think Molly is entirely like that? Is Molly a very simple or a 

relatively complex character?” These questions not only challenged previous comments but 

fostered subsequent disagreement from other participants. Disagreement is expressed through 

the formulation of personal interpretations supported by description of the story or by 

individual opinions such as “I don’t think so…for me she is a lost woman” / “for me it’s more 

a reaction… a kind of self-defence”. Thus collaborative reasoning promoted elaboration of 

arguments and collective construction of meaning rather than a quarrel, as it is expressed in 

Margit’s words:  
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In the course we had very different opinions; we contradicted the teacher and debated. […] 

Sometimes we persuaded each other and sometimes we disagreed…There weren’t unique or 

valid solutions but several ways of thinking… Each of us had her opinions and felt free to 

accept or reject others’ perspectives [...] (PC Int. Margit).  

 

 

5.2.3 Collaboration between the tutor and in-service teachers of Spanish in a classroom 
community  
 

The process of collaborative learning described here belongs to the same PhD course 

studied in the preceding section. However, in the current section the focus is centred in 

collaboration between the tutor and the participating in-service teachers of Spanish. At the 

beginning of the semester, Dr. Szabó, the tutor, proposed a list of authors and books; the 

course participants negotiated and selected the literary texts purposefully for professional 

improvement reasons and according to their dissertation topics. This opportunity for 

negotiation and syllabus design was the very commencement of an instructional approach 

aiming at involving the in-service teachers in their own process of professional training and 

development. 

The first sessions were prompted by Dr. Szabó’s plans and so classes were initially 

guided by her questions. She started encouraging students to share their responses, and then 

her questions focused on possible ways of interpreting and analysing key aspects of texts: 

Dr. Szabó: […] for next class we will focus on possible parallelisms between Don Quixote 
and Emma Bovary or with any other literary works. For example we can explore the quixotic 
countenance of Emma... Which is the meaning of lovers meeting in the fiacre? What do the 
circular turns mean? What means of communicating can be identified in the texts? Are there 
other texts maybe? Or perhaps, are there other procedures of expression or self-expression? 
Which are the ambiguities presented in the text? Is it possible to solve them? And finally, what 
sort of discourses do you find in the text? What are their aims? And how does the author 
introduce them to the reader? […] (AR of class 1, 11th September 2015). 
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Although at the beginning, questions were formulated exclusively by the tutor, her 

active questioning aimed at awakening the course participants’ sense of observation and 

analysis and it also invited questioning, problematising and enquiry on the part of the 

students. Dr. Szabó’s questions were typically open-ended questions which mean that she 

expected original and personal answers. Additionally, in-class questioning was devised to 

model the in-service teachers how to invite course participants to contribute to classroom 

discussions. In-class questioning also aimed at sharing with the participants the tutor’s 

approach to engaging with texts:  

Dr. Szabó: Here we can notice that we don’t have… how would you say?  Maybe could you 
use Genette’s taxonomy? Do you remember? 
Réka: The author isn’t intradiegetic, is he? 
Dr. Szabó: That’s right, he isn’t intradiegetic... he doesn’t talk about himself…that is he is 
talking about other people’s stories therefore the narrator is heterodiegetic because he talks 
about other people [...] (AR of class 5, 12th November 2015).  

 

Dr. Szabó’s interactive questioning with the in-service teachers got a glimpse on the way she 

conceived literary analytical procedures. In short, the tutor looked upon theoretical knowledge 

as an appropriate proceeding to integrate into the analysis of a text. Therefore, as shown in the 

previous excerpt, Dr. Szabó advised her students to use Genette’s taxonomy of narrators into 

their contributions. By applying her viewpoint about literary analysis in actual teaching she 

accomplished a form of modelling for the course participants.  

Moreover, helped by the increasingly fluent participation of the in-service teachers, Dr. 

Szabó stopped being the primary speaker and the course participants grabbed the 

opportunities to discuss their own views of texts by introducing new topics to the classroom 

conversations. Consequently, the initial highly-structured questioning guided by the tutor 

grew towards a participant-led dynamic characterised by self-management, prolonged 
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verbalisation of the participants’ thoughts and personalised analyses, as it was described by 

Réka: 

We presented our thoughts without bibliographic references, only our own thoughts were 
expected […] and one way to foster this was that we dominated talk and not the teacher [...] 
(PC Int. Réka). 

 

The tutor chose to avoid asking questions about the content of the book with the 

purpose of distancing herself from conventional instructional approaches in which the teacher 

controls the class. Rather, she aims at sharing her authority and empowering her students to 

collaborate with each other in the classroom:  

In this kind of course approach we not only commented on the content of the book but also 
reflected on narrative procedures and techniques […]. I didn’t want to merely summarise the 
book […] it would be very boring to come to class to discuss the content of the book […]. I 
don’t give guiding questions anymore because I don’t want to influence the students’ reading 
[…]. I’m interested first in the students’ observations [...] (PC Int. Dr. Szabó). 

 

Dr. Szabó succeeded in providing the participants with enough space to take 

responsibility for classroom discussions and to determine the kind of resources to exploit in 

order to construct meaning of the texts at hand. This is why, the tutor gave no limits to the 

course participants’ comments and therefore each of them was able to move freely and 

contribute independently to the classroom conversations.  

The fact of providing the in-service teachers with opportunities for thorough 

discussions resulted in situations where the participants’ roles reversed and so the in-service 

teachers could enact the tutor’s roles. By pursuing in her endeavour of transferring control to 

the course participants, Dr. Szabó let them develop course notes and supports, distribute 

readings by themselves, select topics, participate autonomously in classroom sessions and 

take on the role of practicing teachers. The next extract of an audio-taped session illustrates 

this aspect:  
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Dr. Szabó: Here I identified an ambiguity because it seemed that there was a monologue…but 
the narrator didn’t talk about the character’s reactions… so we didn’t know if he was seated at 
the table or not…[…] anyway if we identify the implicit author here…[…] the implicit author 
who is related to the implicit reader… 
Réka: Um... Hum … ((hesitation)) 
Dr. Szabó: (continuing with her explanation) the implicit author and the implicit reader are 
related at the same level… or not? ((Leaning towards Réka)) 
Réka: […] Last semester I attended a course where it was emphasised that the implicit 
narrator doesn’t exist… so please don’t use that term […] (AR of class 5, 12th November 
2015).  

 

In the preceding passage, Réka positioned herself as a teacher by contesting non-

verbally the expressions employed by Dr. Szabó; then by explicitly asking her not to use the 

term implicit narrator, she took up the fact-checker and authority roles that are usually 

assigned to the tutor of a course. In the excerpt, it is also evidenced that collaborative 

classroom discussions also enabled the in-service teachers to challenge the tutor’s comments. 

Likewise, the tutor got under the skin of a course participant for a moment by answering 

questions that were expressly addressed to another person. This happened in a session dealing 

with Bulgakov’s The master and Margarita:  

Juliana: Talking about craziness, in Stalin’s regime this was one of the pretexts to incarcerate 
intellectual people […] it was a way to eliminate free thought […] as it’s suggested in the text. 
Margit: But Juliana ((leaning towards her classmate)), do you think we are talking about 
eliminating free thought or are we talking about starting to think freely? 
Dr. Szabó: From Ivan’s point of view I think she’s starting to think freely but in order to 
achieve his goals he has to go crazy […]   
Margit: […] Yes because he can think freely but he cannot behave according his thoughts… he 
has to hide them […] (AR of class 5, 10th December 2015). 

 

5.3 Elements of culture in collaborative interactions 
 

Research question 3 intends to identify elements of culture that emerge in 

collaborative interactions at the university level. In order to answer this research question, the 

three contexts studied in the preceding section were re-examined from the perspective of 

cultural elements. 
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5.3.1 Elements of culture in telecollaboration between pre-service teachers and L1 speakers of 
Spanish 
 

The results reported in this section need to be understood as individual experiences in 

FL learning and communication. Therefore the elements of culture cited here might not be 

generalised to all telecollaborative contexts. The collaborative e-mail exchange under scrutiny 

took the features of genuine correspondence, as it is asserted by Beáta: 

When I write to Miguel I write about the first idea that comes to my mind, I don’t have a fixed 
rule…it’s like natural communication in Hungarian, the only difference is that I write in 
Spanish… You know when you write to a friend or a family member or /?/ you don’t think 
about what you write you simply write your thoughts […] Well I also tried to ask many 
questions because I want to know as much as possible about different cultures […] (PC Int. 
Beáta). 
 

The teacher trainees produced particularly long messages and got involved in active e-

mail communication with their correspondents. On average the three pre-service teachers sent 

three messages per week and spent time and effort into creating various kinds of texts 

attaching images, photos, links and quotations of other texts as well as audios, videos and 

emoticons.  

In the content of the e-mail messages a wide range of elements of culture related to 

Hungary and Colombia were identified. For example, on one occasion, András and Pedro 

discussed the systems of education in the two countries: 

András: [...] In my country you go to school until you’re 18 years old and then you can enter 
university; first you take a BA for 3 years and then a MA degree for 2 more years. Few 
students decide to continue with a PhD which means that you continue studying for 3 years. 
Most of the people get a full time job after their MA degree [...] (Mail #14, András to Pedro). 
Pedro: Here, children start school when they’re 3 years old then they continue with primary 
school [...]. Secondary school is the last step. These are the compulsory studies. Then some 
students can go to university for approximately 5 years, others do short studies to be 
technicians. If they have money they can specialise or do a master. However, in general people 
need to work first and then pay for higher education. Very few people have the opportunity to 
attend PhD courses for 4 years; the reason is that it’s really expensive and highly-valued. You 
cannot work and do a PhD at the same time [...] 
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András: [...] I can see that your system of education is very different from mine. You need 
more years of study to get a degree but it may be positive to study the chosen area in depth [...] 
(Mail #15, András to Pedro). 

 

Though intangible, educational systems from Hungary and Colombia are examples of cultural 

products that not only belong to their corresponding countries but also reflect their culture. 

For instance, the sentence “it’s really expensive and highly-valued” embraces the value of 

education in the Colombian context.  

Another example of elements of culture referring to Hungary and Colombia is one 

conversation between Beáta and Miguel about traditions and holiday celebrations:  

Beáta: [...] What is ‘tamal’? I searched on the web and I found ‘tamal’ is made of boiled corn 
and meat, isn’t it? (Mail #32, Beáta to Miguel). 
Miguel: [...] people eat ‘tamal’ everywhere in Colombia, but its taste depends on the region 
where you live. Some people add cheese in it but not in my region. The key is to knead the 
corn dough patiently (almost two hours) and then fill it with meat, onions, sweet pepper and 
chickpeas [...] traditionally; you eat ‘tamal’ on the 8th of December when we celebrate the 
Virgin’s day and for Christmas, too [...] 

 
Beáta: [...] What is it like, the Virgin’s day? We don’t celebrate it. What do people do? Is it 
always the 8th of December? We have Santa Claus with presents and candies for kids; it’s on 
the 6th of December. [...] I know in Spain they also have Epiphany day [...] do you celebrate 
that day in Colombia? In Hungary we don’t celebrate Epiphany day and for Christmas, Jesus 
brings the presents to children [...] By the way, how will you celebrate Christmas this year? 
Do you have a special tradition? Do you know what gifts you will offer? (Mail #33, Beáta to 
Miguel). 
Miguel: [...] on the 7th of December each family lights candles for each of the members of the 
family [...] on the 8th of December many children do their first communion [...] and from the 
16th of December people pray around the nativity scene until the 24th of December, when Jesus 
arrives to every house. [...] in my family we don’t receive any gifts, rather we invite people to 
eat and drink [...] I told you a little about Colombian Christmas, how is yours? Is it different 
from mine? [...] 

 
Beáta: [...] Here, the tradition is to give presents to everybody even to charity organisations 
[...] for instance at university they organised a collection this year. [...] As in Colombia, 
Hungarian people celebrate the new year with eating and drinking [...] In general I chat with 
my friends and that’s all, but this year I have an exam the 5th of January so I will stay at home 
studying [...] (Mail #34, Beáta to Miguel). 
 

The discussion about ‘tamal’ is not only a simple presentation of a cultural product but 

also an encounter with cultural practices that ‘tamal’ entails such as “people eat ‘tamal’ 

everywhere in Colombia”. Those practices are subsequently related to national traditions like: 
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“you eat ‘tamal’ on the 8th of December when we celebrate the Virgin’s day” or “We have 

Santa Claus with presents and candies for kids, it’s on the 6th of December”. Beáta and 

Miguel finished by situating themselves within each national tradition according to their own 

individual traditions: “In my family we don’t receive any gifts” / “I chat with my friends and 

that’s all, but this year I have an exam the 5th of January so I will stay at home studying”. 

Szonja and Raquel also had conversations dealing with values related to their own 

cultures; in the following passage they discussed the importance of the family: 

Raquel: [...] in your country, are parents and children respectful? Do they love each other? Is 
family a synonym of unity? When do children leave their parents’ house? [...] I’m Colombian 
and in my country we love family meetings (birthdays, parties) [...] and our parents taught us 
respect and obedience towards them. Here we leave our parents’ house when we get married 
[...] 
Szonja: [...] I love my family, we understand each other pretty well but we don’t agree about 
everything. For example, my parents think I’m still a baby and they want to control 
everything. Sometimes I can consider them as friends because I can rely on them and they 
give me what I need. [...] There are three of us in the family: my mother, my father and I’m 
the only child but I also have a cat, she’s 13 and she is like my sister [...] In Hungary, most 
children stay with their parents until they get a job because it’s uncomfortable to live with 
your parents when you’re 20 or 25. In my case I don’t live with my parents anymore because I 
study in Budapest so I rent a flat with my friends. I travel to my parents’ house every weekend 
to help them to clean the house [...] (Mail #32, Szonja to Raquel).  
 

In the passage above, the importance of the family seemed to be a shared cultural 

value that underlies dissimilar national practices like leaving the “parents’ house when we get 

married” or when “they get a job”. Szonja and Raquel relied on their own cultural practices 

in their contexts; this is why Szonja said she had to leave her parents’ house because of her 

“studies at university” and she “travelled” to her parents’ house every weekend “to help them 

to clean the house”. Raquel underlined “meetings, respect and obedience” as practices related 

to her idea of the family.  

Likewise, Beáta and Miguel examined culture from a different perspective, in the next 

excerpt, for example, they referred to elderly people’s culture: 
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Beáta:[...] Your older sister, where does she live? She is lucky to feel good at that age, my god, 
85 years old and she is so positive!!! Old people are a unique group nowadays, what happens 
with them is that in spite of good health they don’t see happiness anywhere. They’re always 
angry. It’s not their fault, because even me, a young lady, sometimes I am so negative and 
pessimistic... I hope she doesn’t live alone as every single senior does (Mail #37, Beáta to 
Miguel).  
Miguel: [...] old people complain all the time because it’s hard to get old... you know 
sometimes it hurts everywhere and there’s nobody to talk to. We are alone and it’s difficult to 
get used to that new situation [...] 

 

Most of the examples previously quoted showed that the collaborative e-mailing 

between the pre-service teachers and the L1 speakers of Spanish let emerge elements of 

culture pertaining to countries and also to sub-groups, like families or elderly people. Specific 

practices or perspectives such as: “In my family we don’t receive any gifts” / “our parents 

taught us respect and obedience towards them. Here we leave our parents’ house when we get 

married” / “In my case I don’t live with my parents anymore [...] I travel to my parents’ 

house every weekend to help them to clean the house”/ “old people complain all the time” / 

“they don’t see happiness anywhere. They’re always angry” etc., reveal other notions of 

culture that are not necessarily attached to nations. In  

Another important element of culture that was identified by Beáta, Szonja and András 

was language variation. The participants identified particularities in the Latin-American 

Spanish vocabulary as a result of their communication with their correspondents:  

At university we learn philosophic and specialised terms but not simple daily words like toilet 
paper tube […] now I use frequently Latin-American vocabulary like ‘chequear’, ‘chance’, I 
never say “hasta luego” but ‘chao’[...] (PC Int. Beáta).  

 
With Raquel’s e-mails I had to use my dictionary a lot, there were always unknown words and 
so I learnt new Latin-American words […] I wrote them out in lists and I studied the glossary 
regularly […] For example I know they say ‘tinto’ to mean coffee [...] (PC Int. Szonja). 

 
I learnt a lot of words related to daily situations, things of the daily talking that one cannot 
learn at school or at university, like the word ‘plata’ to mean money in Colombia […] (PC Int. 
András). 
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The teacher trainees also found in the collaborative e-mail exchange a place for 

sharing their experiences concerning language learning strategies and practices which can be 

seen as further elements of culture belonging to skills of learning (see Table 1, p. 13). Beáta 

shared with Miguel her strategy of comparing translations of the Bible to improve her 

knowledge of foreign languages: 

Regarding your hobby of comparing languages and different translations of the Bible, I can 
understand you perfectly. In the past, during the same day, I used to read a passage of the 
Bible in Hungarian, English, and Spanish and sometimes in German to compare some 
elements in the texts […] in that way, I could improve my knowledge of languages […] (Mail 
#8, Beáta to Miguel). 
 

András and Pedro concluded that practice was the key to improve in FL learning and they 

agreed on systematic error correction with the purpose of learning from the provided 

feedback: 

He [Pedro] said that he would always correct me; he said that in order to really learn Spanish I 
should first understand that practice was the key and that it was necessary to be brave; that he 
would never care if there were mistakes in my writings. First it was necessary to make 
mistakes to know the correct forms […] (PC Int. András). 

 

Szonja, found in Raquel, a monolingual speaker, someone with whom she could share her 

anxiety and strategies to overcome her difficulties in FL learning:  

She [Raquel], like the rest of my family doesn’t speak any FLs, so I think she can understand 
me ((smirk)), I hope she comprehends that I make many mistakes and that studying and 
speaking a foreign language is really difficult and it takes many years to acquire it properly 
[…] (PC Int. Szonja).  

 
Szonja: [...] I’m really scared of speaking in Spanish, I always check my lists of vocabulary, I 
look for new words and expressions in the dictionary and then I try to write to express myself 
but when I’m very anxious I can’t even write a sentence. It is worse when I speak, the words 
don’t come to my mind and it is awful! However, I want to improve my Spanish so I hold my 
breath and I try to say something [...] (Mail #20, Szonja to Raquel).  
Raquel: [...] you know I only speak Spanish but I encourage you to be brave and let yourself 
to speak and forget about your worries... Maybe you do well and you don’t even notice it. Free 
yourself from inhibitions. Try to find people to speak to in Spanish in that way you can at least 
listen to the language. As far as your writing is concerned, there are some mistakes in 
grammar and vocabulary but you can correct them very easily [...]  
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It is also worth pointing out that through the discussions of various cultural issues each 

of the participants, in their own ways, tended to focus on different components of IC. For 

example, András raised his awareness about his correspondent’s preconceptions: 

Pedro: [...] I think Europe is an advanced culture because it’s older than ours. European 
people are more organised, good administrators and so they plan everything [...] they are good 
consumers of technology and have a high standard of living. Nevertheless, they continue their 
fight to reduce inequalities. About their way of being, I think they’re individualistic, careful 
and sometimes reserved. I think it takes time for them to make friends... tell me if I’m right or 
not [...] 
András: I’m happy when you write to me, it’s always a pleasure to know different points of 
view [...] Your description is very close to reality... and I have to say that we are 
individualistic, especially me, but being individualistic can also be positive sometimes but not 
so much in other moments. I don’t know about other Europeans but for me your description is 
right. In particular, the fact of making friends, it’s true that it takes time for me to meet people 
[...] (Mail #29, András to Pedro).  

 

Szonja engaged herself in nuancing stereotypes about her native culture and about the target 

culture too: 

Many people think that Hungarians are pessimistic… but I am very optimistic so you can say 
now that you know a Hungarian who is not pessimistic […] (Mail #8, Szonja to Raquel).   
 
I thought Raquel was a little fat woman who was always cooking but when I saw her photo, I 
was impressed, she is very beautiful ((surprise)), she is 65 years old but I think she looks 
younger […] Now I see her as an active person…My idea of elderly people was that of my 
grandparents... they are always at home, watching TV and cooking […] (PC Int. Szonja). 

 

In addition, the pre-service teachers engaged in discovering information about the 

Colombian correspondents by formulating questions and making comparisons between both 

groups of population. Thus the participants could employ their skills in interpreting cultural 

practices and also in explaining their own views and cultural affiliations. Szonja’s e-mail 

exemplifies this point:  

Szonja: [...] It is 23rd of October; it’s our national day in Hungary. We celebrate the 
declaration of the Hungarian Republic and commemorate the revolution of 1956. Are there 
any special days in October in Colombia? I’m just curious about Colombian traditions (Mail 
#24, Szonja to Raquel). 
Raquel: [...] Here October means Halloween, the children’s day in Colombia. We go out at 
night with our children who are dressed to collect candies and sing. At schools and shopping 
centres everything is decorated in orange and black and many people tell scary stories and 
watch horror films [...] 
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Szonja: [...] Unfortunately, we, in Hungary, don’t celebrate Halloween. It’s surprising that 
you celebrate the same day as American people. Hungarian children don’t sing or ask for 
candies but some discos organise parties and youngsters wear flashy clothes [...] but that’s all. 
However, on the 1st of November everybody goes to cemeteries to visit deceased relatives. 
People decorate tombs with candles and wreaths [...] (Mail #25, Szonja to Raquel). 
 

As a final remark, in the collaborative partnership the research participants did not 

only act as recipients of cultural information but also as active providers of information. They 

were eager to share with their Colombian e-pals details of their native culture and the target 

culture. For example, Szonja showed that she was also knowledgeable in FL teaching and 

taught some Hungarian words to Raquel: 

Thanks for your feedback and corrections… now it’s my turn to teach you something, […].  
Here in Hungary we say ‘anya’ or ‘anyu’ for mommy, you can pronounce it as ‘añu’ and ‘apa’ 
or ‘apu’ for father. For grandparents we say ‘papa’ or ‘papi’ and ‘mama’ or ‘mami’. In 
Colombia you use the word ‘mami’ to call your mother, that’s interesting, we have the same 
word but it has a different meaning… (Mail #15, Szonja to Raquel). 

 

Beáta appeared to be also knowledgeable when the conversation was about the Bible and 

András presented himself well-informed, too, about Colombian athletes:  

I’m not only interested in James and Falcao García [Colombian soccer players], I love cycling 
so I know Nairo Quintana who took the 2nd place in the 2015 Tour de France and Mariana 
Pajon, the queen of BMX. I also heard about this black athlete, Caterine Ibargüen, she won in 
Moscow and Beijing, didn’t she? […] (Mail #6, András to Pedro).  

 

By taking up the role of providers of information, Beáta, Szonja and András entered in a 

reciprocal process of exchanging, and interpreting cultural information with their 

correspondents. Therefore both L1 speakers of Spanish and Hungarian L1 teacher trainees 

were situated as equally knowledgeable individuals who succeeded in enhancing their 

understandings of cultures together.  
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5.3.2 Elements of culture in collaborative reasoning between in-service teachers of Spanish 
 

The outcomes presented in this section are the accounts of the participating teachers’ 

experience in a World Literature PhD course. An insider’s perspective was followed, in order 

to show the participants’ engagement in the studied course. Bearing in mind that the course 

examined here dealt exclusively with literature it is quite evident that literary works, 

themselves, won unanimous support from the research participants as the main cultural 

product emerging in the course. Margit’s words represent the notion of literary texts as 

elements of culture:  

Everything was associated with culture since we were talking about literary works [...] even 
the novel was culture [...] or part of culture. Every single book was different but each had a 
tight relationship with culture; each of them provided considerable contributions to the current 
culture [...] (PC Int. Margit). 
 
Another example of the idea of literature as an element of culture is shown in the 

transcript of the class in which the course participants shared their impressions about Joyce’s 

Ulysses:   

Margit: Joyce’s book has very realistic representations of society but it is more than 
reality…in other words if you want to read real issues…you can read… I don’t know…you 
can read documents […] 
Dr. Szabó: Sure! […] Ulysses is more than reality […] Joyce is playing with everything… He 
surpasses the limits everywhere…this book breaks down what we know, what we have already 
seen and what we think about reality and taboos. […]. It’s part of a specific way of writing… 
[…] that changed the direction of literature and society […] modern times aren’t shocking 
anymore […]. 
Juliana : For me this book is the flow of thinking […] it’s like freeing ourselves for one day 
[…] this work is totally chaotic…there were many things all over the place… too many styles 
but specially it drew my attention towards music and cultural memory [...] (AR of class 6, 26th 
November 2015). 

 

According to the in-service teachers’ views, Ulysses possesses realistic representations and is 

also a specific way of writing that had surpassed reality and changed the direction of 

literature and society. In other words, it seems to be both a product of a given cultural reality 

and a source of change.  
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In classroom discussions, texts were not only observed as objects that exist in a given 

society; the research participants also underlined that texts were snapshots of specific socio-

cultural contexts framed by particular times. In the extract below, the participants considered 

Proust’s In search of lost time as a text that conveys cultural information about a particular 

family at the beginning of the 20th century:  

Réka: Here it seems that we dealt with the point of view of the narrator’s family […] they 
have this obsession of maintaining social classes, […] they look down on poor and rich people 
or even on those who tried to change their social status, […] they are constantly criticising 
people around them. […] However, if we analyse people from a higher status, we realise that 
they do accept others.  […] It’s only a middle class group that tries to keep their distance, 
because it’s correct to maintain the social class in which one was born. 
Margit: But I think that the aristocracy of that period of time was very judgmental and they 
looked down on others too… Think about princess Guermante… she looked down on others 
simply because they had an ugly name or because they behaved improperly […]. The 
difference with Swan’s family is that they did not take into account social classes but they 
made judgments based on people’s moral behaviour. […]  That’s why I don’t agree with your 
idea that middle class was the only one who criticised. I believe that they respond to a 
different morality… a steady morality… and they did not accept the deviations of the 
aristocracy […]. 
Juliana: […] I’d rather think that social classes at the beginning of the 20th century did not 
mix together easily […] and that is precisely what Proust wants to show… a breakdown in 
social classes […] a different amorality […]. 
Margit: But still in my point of view he is presenting his family as the only positive part of 
the society because he doesn’t criticise it at all…   
Réka: Let’s see ((disbelief))… he doesn’t criticise his family overtly but if you concentrate on 
the comments […] you can see that women of this family are feigning all the time… they 
pretend to be other women and to talk in different ways […]. 
Margit: For me that’s a typical feature of people at that century, I can imagine that it was the 
way of expressing at that time… you know… polite manners […]. 
Juliana: […] But he made fun of his aunts Flora and Celine… he made fun of their 
language… he made fun of the way they talked […]. 
Margit: But he did not make fun of his mother or father […] I think he tries to present them 
positively […] of course; his family did not mix with the rest of the world…but… […] he sees 
them critically… as we could do with ours… […]. In this part of the book, money and sex 
were not important […] it seems that this family did not care about money and sex which 
dominated everything at that time [...] (AR of class 3, 8th October 2015). 

 

In the quotation presented above, the text In search of lost time was not only 

considered as the product of the author’s imagination but also as a product embedded in a 

given time and context. This allowed the research participants to make links between the story 

of the book and the context in which it was written. For instance, cultural aspects like their 
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language or the way of expressing oneself were associated both with periods of time, in this 

case the beginning of the 20th century, and to particular groups of people such as the 

narrator’s family, the middle class or the group of women of this family. Likewise, in her 

interview Réka also observed this point: 

During the course, we went deep into social and political eras; we concentrated on what 
people look like at given times informed by social criticism and critical thinking (PC Int. 
Réka). 
 

In addition to cultural products, the in-service teachers also pointed out other elements 

of culture such as ways of behaving and living, typically linked to literary characters. The 

following extract of a session on Ulysses illustrates the research participants’ idea of the 

connection between cultural practices and characters: 

Margit: The second part of the book […] is a little bit… disappointing for me…the reality 
they face everyday… How they live… (Hesitation)… all this dirty underwear… next to the 
woman’s bed…oh… then how he goes to the toilet and --- […] 
Réka: I also think that for the first time we’ve got an image of Leopold that remains the same 
along the chapter…, an image of somebody who isn’t important… that is… he has-- let’s 
see…we are in Dublin in 1916…Can you imagine a man who gets up to cook breakfast for his 
wife who is just lying on the bed with dirty underwear all over the place?… I don’t think it’s 
a-- well, I don’t know the society of past times but I don’t think it was the normal behaviour 
for a man…therefore Leopold is somebody who let other people manipulate him… in this case 
his wife… he is at her service [...] (AR of class 4, 22th October 2015). 
 

Cultural practices like a man who gets up to cook breakfast for his woman are 

associated with the character Leopold and are connected to specific places and times, for 

example Dublin in 1916. This corresponds to the use of background information inserted in 

the story as well as the involvement of the research participants’ personal interpretations, 

knowledge and experience evidenced in comments such as “I don’t know the society of past 

times but I don’t think it was the normal behaviour” or “Leopold is somebody who let other 

people manipulate him” Réka not only situated Leopold’s practices in Dublin 1916 but she 
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also gave her impressions about him guided by her own knowledge and opinions about the 

topic at hand.  

Interestingly, in addition to the characters’ cultural practices, the analysis of audio-

taped sessions revealed other types of practices that are affiliated to the culture enacted in the 

classroom by the course participants. These classroom practices are articulated in a common 

framework to participate and construct meaning of texts through collaborative reasoning. 

Three main patterns of the participation framework were identified: Freedom of expression 

and non-limited comments; tolerance of inquiry and nonthreatening disagreement, and 

multifocal perspective. Each feature is outlined below. 

I have called the first pattern of classroom practices freedom of expression and non-

limited comments5. This refers to the contributions made during the classroom sessions. The 

number of contributions per class shows that, on average, Margit participates 24 times, Réka 

18 times, Juliana 15 times and Dr. Szabó 10 times. The differences in the number of 

participations may be explained by the length of the contributions. Réka and Juliana tended to 

participate less but their comments were much longer than Margit’s remarks. Dr. Szabó 

contributed relatively little to the discussions because of the spirit of the course. 

Another important aspect is that in this course, the tutor gave no limits to the students’ 

comments and so each of them was able to express herself at length. This freedom of 

expression also enhanced the quality of the contributions and responses about the texts since 

the research participants were encouraged to verbalise their thinking, as it is shown in the next 

excerpt: 

                                                             
5 Expressions printed in bold in this section aim to highlight the three main patterns of participation identified in 
the course under scrutiny. 
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Margit: Just a final comment before leaving… I read an article that presents the last chapter 
as the light at the end of the tunnel… after reading 1000 pages… these serious and 
monotonous pages… 
Dr. Szabó: I wouldn’t say monotonous…  
Réka: Better chaotic and difficult to digest… 
Margit: Yes… depressing pages… there may be something superior… a clearer feeling that 
cannot be easily described ….that might be called... hope… the hope that perhaps a woman 
could save us… 
Dr. Szabó: I don’t know… Why do you think there is hope here in Ulysses? […]  
Réka: I’m not sure…sure of-- Is it necessary to ask if there’s hope here. 
Dr. Szabó: Do you mean… it is the right question to ask? 
Réka: Let’s see…the author narrates only one day… there were no adventures, no drama, 
nothing… […] basically nothing happened… so after the description of a routine day, what’s 
the point of saying if there’s hope or not? [...] (AR of class 6, 26th November 2015). 

 

Margit’s opinion about the text of Ulysses invited Réka and Dr. Szabó to disclose their 

opinions too. Guided by a non-limited comments approach Dr. Szabó continues with a broad 

question: Why do you think there is hope here in Ulysses? That, in turn, encourages further 

explanations from Réka: what’s the point of saying if there’s hope or not? Hence the in-

service teachers could express freely and unrestrictedly. This fostered the collective 

construction of meaning.  

I have called the second pattern of classroom practices of this PhD course tolerance of 

inquiry and non-threatening disagreement. The in-service teachers constantly challenged 

and commented on one another's ideas. The subsequent excerpt exhibits the progressive 

process of inquiry and disagreement about one chapter of Joyce’s Ulysses:  

Réka: In this chapter there are several hallucinations [...] There’s one scene that is particularly 
strong, when Bloom met Boylan, his wife’s lover, He said to told Leopold: “well, I have a 
private issue with your wife, but if you want you can see”, and Leopold answered “thanks”. 
That’s quite a shocking incident; from the point of view of psychoanalysis... this is a 
hallucination so just imagine what he is experiencing in real life [...] 
Margit: Well, I don’t think so... we already know that he asked his wife to make pornographic 
photos to earn money therefore it’s not so shocking for him to meet his wife’s lover... I mean 
he already knew about his wife’s love affair, they make love in her marriage bed so he doesn’t 
care. 
Réka: Sure, in this scene Bloom doesn’t react in the way we expected. However, he certainly 
thinks about killing Boylan, he hesitates, he gets nervous... 
Margit: For me this is a reaction that means an effort to understand, to comprehend the things 
that are happening. He has this problem in his head and he is trying to consider the situation 
from different points of view. In other words, sometimes he thinks it’s sad, sometimes he 
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thinks it’s OK but basically he had already accepted the idea of being cuckold. For me this 
hallucination is more a hidden sexual desire [...] 
Réka: Look Margit, I don’t agree with your idea mainly because of the way in which this 
scene is described. Let’s see, Bolyan arrives and throws his hat on Bloom’s face, for me this is 
a sign of total disdain [...] it’s really a scene of humiliation and not sexual desire. That’s my 
personal impression but you may see other things.   
Margit: Humiliation can also be a sexual desire, isn’t that so?  
Réka: ((laughs)) who knows? 
Juliana: This is also because we are constantly seeing two sides of Leopold. One who is 
cuckold and the other who is lustful [...]  
Margit: But this is not real life, we are presented Leopold’s hallucinations, this is Bloom’ 
subconscious who is talking and seeing those scenes... Indeed, it’s not clear for me why he is 
having those hallucinations. Do you know why?  
Réka: He is drunk!  
Margit: Really? When you’re drunk you don’t hallucinate, that’s not normal.  
Réka: Pay attention, he is drinking absinthe, a highly alcoholic beverage...   
Juliana: furthermore this chapter is called Circe which refers to a Greek goddess of magic 
who had a vast knowledge of potions and herbs; she even used magical potions to defeat her 
enemies. Therefore here, hallucinations are so sadistic and inconceivable that they can also be 
the result of drugs [...] (AR of class, 12th November 2015). 

 

The preceding script showed various ways of expressing disagreement such as: “I don’t think 

so” / “I don’t agree with your idea” The course participants are offered enough space to 

explain their views, to listen to and to challenge the opinions of their classmates like: 

“Humiliation can also be a sexual desire, isn’t that so?” / “Do you know why? 

The third pattern of classroom practices is the multifocal perspective. This refers to 

the different ways in which a text can be interpreted and how this information can contribute 

to the whole understanding of the text. As a result, collaborative reasoning provided 

opportunities for self reflection and critical thinking in which each participant shared their 

way of analysing text, as it is illustrated in the following passage of a discussion about 

Flaubert’s Mme Bovary:  

Margit: L’heureux is like a third lover for Emma […] he exploits her… she suffers from her 
mixed need of being rich and be loved … this is very puzzling for her […] maybe because of 
the novels she read […] She always buys presents, her lovers never buy anything for her […] 
Réka: Another recurrent literary topic that we can find here is […] Mme Bovary as a man… 
she is the one who buys presents, the one who takes the initiatives… In her marriage she is in 
charge of everything […] she becomes the man and Charles becomes the woman […] they 
pretend to keep their roles but in reality their roles are totally reversed.  
Margit: She is not a feminist […] she doesn’t fight for values but for her own financial 
freedom […] 
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Juliana : She lets go of contrary desires […] she grew up in a farm, then she was educated 
with nuns but now lives as a rich person […] while being a man she lets conflicting desires 
emerge […] 
Réka: It’s also interesting to analyse the parallelism with other women in the book, for 
example Charles’ mother is also taking on a male role but not for the same reasons […] but 
out of necessity. She doesn’t revoke her husband’s authority however she complements him 
from behind […] whereas Mme Bovary is not only trying to gain power but also trying to get 
the possibility of doing whatever she wants… 
Margit: Or it may be the tragedy of her life… she reads about rich women in those novels and 
in order to be one of them she has to take the male role and to do this, she has to destroy her 
husband and paradoxically if she destroyed him she would never be one of the happy women 
of the novels. 
Réka: Sure, because in the romantic novels those who take initiatives are always men so if 
you desire something as a woman it doesn’t fit [...] (AR of class 2, 24th September 2015). 
 

In the previous quote, particular foci of analysis and comments are exemplified. For 

instance, Juliana stressed on descriptive statements like she grew up in a farm, then she was 

educated with nuns but now lives as a rich person. Réka concentrated on narrative and literary 

accounts as in: Another recurrent literary topic that we can find here […] Mme Bovary as a 

man or it’s also interesting to analyse the parallelism with other women. Whereas Margit 

focused on analytical-interpretive points when she states that Mme Bovary reads about rich 

women in those novels and in order to be one of them she has to take the male role and to do 

this, she has to destroy her husband and paradoxically if she destroyed him she would never 

be one of the happy women of the novels. The various ways of understanding the same text 

shaped a complex network of multiple interpretations that becomes a distinctive trait of 

practices within the classroom community. The extract below allows the illustration of this 

point, too: 

Juliana: [...] the studies I read make reference to the third chapter and help to identify the 
topic of religion and creation [...] represented in Stephen’s mother’s role [...] she is dead but 
she is still present... 
Réka: I would add that concerning the writing technique [...] there are some comments with 
verbs conjugated in the first person that can be linked to the thoughts of Stephen [...] but here 
there are also some ideas in imperative in the second person that are associated with the voice 
of the mind... in other words, those are the subconscious ideas that tell him how he has to 
behave [...] Another comment that I found really interesting is the rhetorical questions we read 
at the end of this chapter, like: “You find my words dark. Darkness is in our souls do you not 
think?” […] I’m sure the author is making us feel lost intentionally [...]  
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Margit: Besides, darkness here is also poverty and dirt... [...] in this chapter, it’s represented 
in a ragged couple [...] however, what is dirty and poor may also be erotic, too [...] (AR of 
class 4, 22th October 2015). 
 

Putting together specific ways of approaching literary texts let the research 

participants to build meaning collaboratively. For instance, the involvement of previous 

knowledge and background information like “the studies I read” or “there are some 

comments with verbs conjugated in the first person” enabled the participants to ascribe 

individual meaning to the dialogues and use previously acquired knowledge. Furthermore, 

while taking distance from their own understandings to pay attention to their peers’ 

interpretations, the in-service teachers encountered alternative ways of appreciating literary 

works. Finally, in the course of classroom discussions, it is understood that interpretations can 

be shared, valued or accepted in spite of contradictory opinions.  

 

5.3.3 Elements of culture in collaboration between the tutor and in-service teachers of Spanish 
 

In addition to the elements of classroom culture mentioned in the preceding section, 

other aspects emerged in the studied PhD course. Here the focus concentrated on elements of 

culture surfacing in the collaboration between the tutor and the in-service teachers of Spanish. 

To start with, cultural elements of the professional culture of the tutor were identified. During 

the sessions, Dr. Szabó revealed specific practices that represented her voice. For instance, 

she demonstrated active listening6 towards course participants’ contributions by keeping eye 

contact with them and by taking notes. She used her notes in classroom summaries. She also 

supported peer talk through non verbal language by, for example, leaning toward the 

                                                             
6 Expressions printed in bold in this section refer to specific practices identified for Dr. Szabó. 
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speaker and indicating through facial expressions and body gestures that what the person was 

saying was important for her. 

Besides, Dr. Szabó invited noticing and comparing various aspects of texts and she 

prompted deep reflection and personalised viewpoints through interactive questioning. She 

also responded to the course participants’ comments and classroom situations that were not 

defined in advance. There were always new topics introduced by the in-service teachers that 

were not mentioned in the tutor’s pedagogical roadmap. However, she always answered 

confidently as she had paid careful attention to the flow of classroom discussions: 

There were always new comments; new approaches that I hadn’t noticed before and therefore I 
had to react [...] immediately…maybe by referring to another point […]. You know it’s [...] an 
active course even for me…sometimes it seemed I was passive but indeed I had to pay attention 
all the time because if I lost comments… so I had to pay attention in order to notice if we had 
forgotten to mention one of the topics I had planned to study […]. Most of the times, I was very 
tired after the class because it was very demanding […] (PC Int. Dr.Szabó). 
 

In the endeavour of responding to moment-to-moment situations, Dr. Szabó 

personalised her contributions. In other words she adapted herself to the course participant 

who was speaking or to the text in question. For instance, in the following excerpt she made 

immediate decisions about the answer expected by the student:  

Margit: […] there are many references to streets […] Do you really think I can take a map and 
go for a walk in Moscow and see the same? ((Disbelief laughs))  
Dr. Szabó: […] you know…these streets do exist; a friend of mine went to Moscow recently to 
see the park where the novel started […] I have already been in Moscow but I haven’t visited 
the park because […] it’s far from the centre of the city. My friend told me that it’s true; the 
place is really there in Moscow […] (AR of class 5, 10th December 2015). 

 

The tutor also collaborated with the course participants by sharing her own 

interpretations of the studied text. This practice encouraged interaction among the research 

participants and promoted a balanced involvement in conversations. It also showed the in-

service teachers a specific discourse employed by the tutor in connection with a discussion in 

which the teachers participated: 
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Réka: […] Bloom started thinking about --the--the idea of-- oh! How do you say… in 
Spanish… parallaxes? I have no idea…ok anyway… he started talking about it and then he 
explained that it was the relationship between the reality and the observation of facts from 
different points of views…    
Margit: The distance between bodies  
Réka: Yes… yeah. 
Margit: From different points of views…  
Réka: So perhaps, it can be really, from my point of view, a noticeable parallelism with the 
narrative procedures used in the text. It frequently showed the same realities from different 
points of views and so we have the impression that reality is not the same.  
Dr. Szabó: Ok, absolutely, […]  
Margit: […] sometimes, Bloom was the narrator and sometimes not… it changed drastically 
and suddenly […] What I can notice is that the priest and the other characters are linked by the 
viceroy’s caravan […] 
Dr. Szabó: […] As Réka pointed out, focalisation also changed…so I also have the same 
impression that sometimes we are in and sometimes we’re out. We see the main character 
from different perspectives […]. Until now, we had several narrators […]. I also agree with 
Margit that the common point across characters is that they all are seeing the same 
things…but perhaps there are other parallelisms among characters? Why is the narrator 
interested in them? Why is that we suddenly have these short stories? [...] (AR of class 5, 12th 
November 2015) 

 

In the extract the tutor exemplifies the aspects that she commonly took into account in her 

analysis namely focalisation, narrator, characters and parallelisms. These elements 

represented the tutor’s practices in analysing texts and as typical practices they could be 

explored at leisure by the course participants as insiders; not only to appreciate such models 

but also to encounter a demonstration of how to translate theory into practice.  

 

5.4 The views of the designers’ of training programmes on collaborative learning for 
cultural growth 

 

The last question of the present dissertation deals with the views of training 

programme designers about the possible influence of collaborative learning for cultural 

growth in the training of teachers of Spanish. The outcomes encompass the tutors’ definitions 

of collaborative learning, the contributions of collaborative learning for cultural growth and 

the components of IC that may be developed through collaboration. 
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First and foremost, the interviewed tutors acknowledge that collaborative learning was 

necessary in current FL classrooms due to the large variability in students’ profiles. As a 

requirement for actual teaching, the tutors think that collaboration needs to be included in FL 

teacher trainings: 

Collaborative learning is relatively new in Hungarian educational system but it has gained 
ground little by little, for example at the faculty, I have the impression that we collaborate 
more and more, I don’t know exactly why… maybe current times favour collaboration […] 
(Interview (Int.) Dr. Szabó). 

 
Nowadays everybody does collaborative learning, when our students do their teaching practice 
they must apply collaborative strategies; they cannot finish their teaching practice without that 
[...] In fact there are some tutors who always demand collaborative tasks […] therefore I think 
it’s almost a necessity now […] (Int. Dr. Varga). 
 
Most of the times, students arrive at university without any knowledge of collaborative 
learning because Hungarian people are rather individualistic... We aren’t used to... we don’t 
have any practice in collaboration... [...] (Int. Dr. Horváth). 

 

The tutors also point out that collaborative strategies are not natural and that teachers-

in-training need guidance about this approach in order to be effective in FL classroom 

contexts. Dr. Horváth and Dr. Varga’s words illustrate this point:  

 
Collaboration is very trendy nowadays and since there’re more and more students, teachers 
must turn to collaborative strategies; but in my case I’m not already prepared, or… 
((Hesitation)) I don’t feel I am totally trained to develop collaborative processes alone, as any 
prospective teacher, I need training on that topic […] (Int. Dr. Horváth). 
 
At school we didn’t learn how to cooperate and even 20 and 25 year-old trainees don’t know 
how to collaborate with each other [...] because they didn’t receive any training on that. I think 
that you need to learn how to collaborate with others, [...] being cooperative isn’t inherited, 
you aren’t born cooperative [...] If you don’t learn how to do it you cannot apply it [...] At 
university you have to start from zero [...] but in subjects like FLs it’s more common because 
there’re few students in the classrooms […] (Int. Dr. Varga). 

 

During the interviews various definitions of collaborative learning were provided by 

the interviewees. Their definitions of collaborative learning are cited below:  

Collaborative learning is working in non-homogeneous groups where students with different 
competences and attitudes come together to construct something or find solutions to concrete 
problems (Int. Dr. Szabó).  
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Collaborative learning...is a way to construct or to /?/ knowledge in groups... following the 
teacher’s instructions but without constant supervision... It’s a way to... to free... to activate 
hidden attitudes through negotiation and systematic organisation of work and also through 
creativity -- Each participant provides ideas and those ideas are discussed in groups [...] (Int. 
Dr. Horváth). 
 
Collaboration is interdependence... it means that you depend on others to achieve something 
together... achievement depends on group work [...] ideally all participants have to provide the 
same amount of energy to obtain good results [...] obviously in collaboration, it’s important to 
distribute responsibilities, [...] because members don’t necessarily do the same [...]. 
Sometimes it’s a problem when the teacher distributes roles... I think students can choose or 
decide their responsibilities but you need to know yourself very well to do so [...] (Int. Dr. 
Varga).  
 

In the interest of more definitional precision, the tutors also considered some characteristics of 

collaborative learning such as: 

It’s funny, dynamic, flexible and pleasant [...] it’s an active methodology compared with 
traditional methods (Int. Dr. Szabó). 
 
Pragmatic and useful [...] it is expected to promote creativity; develop empathy and tolerance 
between learners [...] (Int. Dr. Horváth). 
 

The designers’ of training programmes also mentioned specific principles of collaborative 

learning that were categorised as negotiation, agreement, interdependence and distribution of 

tasks and roles. Dr. Szabó’s words exemplify some of these principles: 

In collaborative structures, students distribute responsibilities and tasks; sometimes it’s 
complicated because it requires preparation and effective communication between 
participants. However, you obtain rich and interesting results because you can meet more 
people, you can benefit from their knowledge and competences [...] and sometimes it can be 
funnier to work in groups than working alone […] (Int. Dr. Szabó). 

  

The tutors’ utterances reveal that in FL classroom settings, collaboration allows the FL 

to become “a necessary vehicle for communication” therefore speaking the target language 

assumes the form of language of communication among course participants:  

Here there’re people from Venezuela, Colombia, Spain, from Iran, from Finland and other 
European nations... in short it’s a multicultural context so it is almost normal to speak in 
Spanish together because it is our common language […] When groups collaborate they are 
pushed to speak in Spanish and the course environment motivates us to use the target language 
as a necessary vehicle for communication […] (Int. Dr. Varga). 
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When there are native speakers in our classes they show there’s no point to feel embarrassed 
because they don’t care about bad pronunciation so Hungarian learners stop being ashamed 
and speak in Spanish freely […] (Int. Dr. Szabó). 

 

It is also understood, from the tutors’ perspective that working in collaborative 

structures allows FL learning to move beyond the classroom because teachers-in-training not 

only collaborate with each other inside the class but also outside the classroom; in activities 

developed beyond the confines of educational settings. Dr. Horváth mentioned 

telecollaboration as an example of a collaborative structure in which FL learning is no longer 

exclusively situated inside a classroom: 

Closed environments such as institutional Moodle platforms enable participants to work with 
new technologies and to exchange, in real time, with distant people. They engage in using 
tools that help them in monitoring their own progress without the presence of the teacher […] 
(Int. Dr. Horváth).  
 

Dr. Varga also provided an example of how collaboration could contribute to moving FL 

learning beyond the four walls of a classroom: 

My students, as part of a classroom activity, make groups and come together […] to cook 
Latin-American dishes and afterwards they are able to organise oral presentations in Spanish 
about Hungarian and Latin-American meals […] (Int. Dr. Varga).  

 

In addition, having FL learning to move outside the classroom does not simply mean 

that activities are carried out in other places different from the FL classroom; it also implies 

exchanging information with others. According to Dr. Varga, collaborative encounters help 

teachers-in-training to analyse differences and similarities about cultural and linguistic topics: 

There are many interesting discussions that emerge during collaborative activities with NSs... 
You can deal with almost all kinds of topics... I think you learn better -- you learn languages 
better because you can make associations... you can associate the language with someone, 
with something alive...something that sometimes clash with your culture because in your 
culture perhaps there’s nothing similar... You can also memorise things better... new words, 
for example... It gets easier -- And I think -- It’s motivating for /?/ […] in collaborative 
discussions there are always good opportunities to deal with intercultural competence [...], 
For example, with Venezuelan students, we discussed personal hygiene habits, using shampoo 
or not, giving newborns a bath or not etc., so there are plenty of opportunities to establish 
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cultural differences and finally learn about others’ culture [...] You can formulate questions 
that you have ever imagine before... I mean before discussing with people from a different 
culture [...] (Int. Dr. Varga). 
 

Exchanging information with others, from Dr. Varga’s point of view, entails exposure 

to others’ points of view to “associate the language with someone” or “with something 

alive”. In other words, teacher trainees are given opportunities to make associations between 

the target language, cultural facts and people belonging to the cultures of the target language. 

Besides, the exchange with NSs in collaborative structures seems to help to “learn about 

others’ culture”; because it promotes discussions, centred on cultural topics, in which 

comparisons between the target and home cultures of course participants are established.  

In fact, the tutors do recognise the enhancement of cultural knowledge as an important 

outcome promoted by collaborative learning. Dr. Horváth mentioned, in particular, learning 

about Spanish language use: 

There are more and more native speakers of Spanish in our classrooms, with them we 
collaborate to learn different issues about how to use Latin-American dialects, we focus on 
ways of speaking, registers and how to recognise for example impolite words or greetings… 
their values in each community […] The way people speak goes further than the simple study 
of grammar rules, it is certainly a linguistic aspect of the target language but it is also a 
cultural trait of the people who speak the language […] (Int. Dr. Horváth). 

 

For Dr. Horváth, having access to knowledge related to “Latin-American dialects, ways of 

speaking”, “registers”, “impolite words”, “greetings” and cultural “values” is facilitated by 

collaborative work with L1 speakers of Spanish. He also emphasised that recognition of how 

people speak requires knowledge of grammar but also awareness of cultural affiliations of the 

people who speak the language. Therefore it is suggested that understanding others’ cultures 

and being aware of people’s ways of expression and verbal communication may be favoured 

by collaborative structures. 
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Collaboration not only enhances knowledge about culture related to verbal 

communication; non-verbal communication is also included in the kind of cultural knowledge 

that can be gained through collaboration; as it is indicated by Dr. Varga and Dr. Horváth: 

Future teachers from Spain who come here to do their teaching practice […] they collaborate 
with us in our classes, they are in charge of 50% of the sessions […] they focus on practical 
knowledge of the course so for example last semester one of the teachers worked with body 
language, she invited her friends to show us how Spanish people behave and the kind of 
gestures that they generally use […] (Int. Dr. Varga). 
 
I think Spanish teacher trainees also show us a different way of teaching... a different way of 
behaving as a teacher... because they represent a different school of FL teaching training […] 
(Int. Dr. Horváth). 
 

In the quotations above, collaboration with L1 Spanish teacher trainees allowed future 

Hungarian L1 teachers to encounter non verbal practices such as “gestures” and 

“behaviours” that are associated with national and professional cultures. Collaborating with 

Spanish teachers also allowed the teacher trainees to benefit from the opportunity of being 

exposed to “a different way of teaching and a different way of behaving as a teacher” linked 

to a further community of FL teachers.  

Another key aspect that emerges from the tutors’ interviews is the possibilities offered 

by collaborative discussions to deal with intercultural competence. Given the fact that cultural 

differences are made salient within collaboration between NSs and teacher trainees; the 

established cultural differences have the potential to raise students’ awareness of their own 

assumptions through reflective practice, formulation of questions as well as sharing of 

understandings and experiences.  

The respondents identified various components of IC that may be improved in 

collaborative structures. They highlighted skills such as, interpreting and relating to one’s 

own cultural practices, multiperspectivity, adapting accordingly to the situation and 
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translating. These skills were mentioned by the interviewees as insights of their own 

experiences with collaboration: 

In our department there are always Erasmus students and I like including them in my classes 
of Spanish language development because they helped and participated in our course projects 
[…] they even learnt a lot about Hungarian language, they practice translation and Hungarian 
students reflect on their own culture because there are several opportunities to discuss about 
cultural differences […] this opens space for reflection about our own culture […] This is a 
good moment to see how others look at your culture from outside […] (Int. Dr. Varga). 

 

The tutors distinguished attitudes that may be supported by collaboration, too. For instance, 

respecting people’s differences, and valuing the pluralism of views, as it is asserted by Dr. 

Szabó and Dr.Varga: 

Students encounter other people’s ways of behaving and realised that there are people from 
different backgrounds and that it is important to adapt oneself and to know how to 
communicate with them […] Knowing how to explain and defend our ideas without violence 
or aggression […] (Int. Dr. Szabó). 
Talking about collaboration; respect is a key word, for instance you cannot ask other people to 
do things in the last minute, you have to respect people’s time […] therefore respecting others 
means that you respect their time, too and that you’re responsible for a common project […] 
In educational contexts, teaching joins many teachers together so you have to be able to work 
with other teachers […] Negotiation is also important because in a group you represent 
yourself but you have to be ready to accept others’ opinions, too in order to come to an 
agreement […] (Int. Dr. Varga). 
 

Interestingly, collaboration for the participating tutors does not only involve 

collaboration between students but also between trainees and teachers, between tutors, 

between trainees and NSs. The interviewed tutors also recommended further collaborative 

partnerships that may be essential in Spanish teacher training such as, collaboration with other 

faculties, with institutions for children with special needs, with universities abroad and with 

associations that promote Spanish culture.  

As a final remark, the interviewed tutors pointed out that getting involved in 

collaborative tasks with others allows teachers-in-training to develop professional skills, too. 

Dr. Szabó’s views exemplify this aspect: 
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In their groups, they [teacher trainees] can share and confront different views and ways of 
teaching […] and they can even play the role of a teacher when preparing different solutions 
to the problems at hand, or when recognising various roads to follow […] (Int. Dr. Szabó). 
 

From the previous quotation, it is inferred that collaboration has the potential to enable 

teacher trainees to “share and confront different views and ways of teaching”. It is possible 

due to the presence of course participants from diverse origins and also as a result of the 

opportunity given to teachers-in-training for playing the role of a practicing teacher at the 

same time as making progress in classroom activities.  
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6 Discussion  
 

The discussion chapter of this dissertation interprets the results of the studies described 

earlier. It is divided into two sections. First the findings of the individual studies are examined 

and placed in context, then it is detailed how collaborative learning contributes to cultural 

growth in the training of teachers of Spanish as a FL. 

 

6.1 The results of the studies in context  
 

This section concentrates on answering the research questions that were raised in 

chapter 3 (p. 54). The results are discussed in the context of learning processes and also in the 

light of earlier studies related to the elaborated issues. 

 

6.1.1 The views of pre-service teachers on useful content for cultural understanding  
 

The first question queries about what cultural content pre-service teachers of Spanish 

as a FL perceive as useful for cultural understanding. The extracts illustrating the research 

participants’ views suggest that they perceived culture beyond national culture and included 

for example, professional culture, gender-related culture, family culture and age-related 

culture. Contrary to the premise that the notion of culture remains unchallenged (Chavez, 

2002, 2005; Drewelow, 2012), in study 1, the teacher trainees presented their own visions of 
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culture and showed that they understand the notion culture informed by their personal 

experiences as competent users of Spanish.  

Such a diversity of visions of culture reveals the multiplicity of resources and previous 

culture-related tools that pre-service teachers may bring to the processes of teacher training 

and FL learning in general. Much of the research dealing with the cultural component of FL 

teaching and learning appears to rest on the assumption that FL learners understand culture in 

a unified manner (Chavez, 2005). In light of the results of study 1; it seems that this 

assumption is not necessarily applicable here since the participating trainees hold diverse 

ideas of culture grounded in their background and experiences.  

Some pre-service teachers interpreted culture through a non-essentialist lens, whereas 

other did not. Thus the results of this study suggest that individual experiences in FL learning 

influence, to some extent, the views about cultural content of the research participants. This 

may be deeply rooted in the life histories of teacher trainees that are closely connected to their 

aspirations and the views that they have of themselves. 

The pre-service teachers perceived cultural practices, products and perspectives as 

useful cultural content for cultural understanding. Their utterances, at first sight, confirm the 

segmentation of culture learning in three major elements (i.e., products, practices and 

perspectives); confirming some of the categories offered by Moran (2001). However, the 

findings also underline that cultural practices, products and perspectives do not appear 

unconnectedly. In other words, whatever form of cultural product is justified by the 

underlying beliefs, values and perspectives of a given culture; and cultural practices 

presuppose the use of particular products, too. Therefore, cultural growth in FL teacher 

training should also entail the associations between cultural products, practices and 

perspectives. These results are in line with Tang’s (2006) study proposing that in order to 
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interact successfully with people from a different culture, students must study their discourse, 

norms of conduct, rituals, and material artefacts not only as symbols or externalised forms but 

mainly as “meaning systems which people in that culture respond to, construct, and maintain” 

(p. 89). 

Few of the participating trainees mentioned IC as a useful cultural content for cultural 

understanding. When IC was mentioned, only skills such as listening and understanding 

others’ views, translating and interpreting and moving away from one’s own perspectives 

were considered. The remaining components of IC, namely attitudes, actions, knowledge and 

understandings, seem to receive less attention from the research participants’ part. This 

reveals the necessity to employ other methods of data collection that allow us to dig deeper 

into the views of teachers-in-training with the purpose of embracing broader approaches to 

cultural content that include not only individual variation but also complexity in IC. On the 

other hand, reduced attention to components of IC probably indicates that teacher trainees, as 

FL learners, do not have the necessary awareness of IC. Therefore not only data collection 

should be improved but also students’ awareness of IC must be raised by their trainers and 

their education programme. 

Collecting views of cultural content through interviews, nevertheless, enabled the pre-

service teachers to express themselves and to take the position of active users of Spanish. 

Indeed, the sources of the participants’ views of cultural content were mainly informed by 

their personal involvement and friendship with Spanish L1 speakers. These two aspects, 

associated with the experience of the target language and culture (e.g., having lived abroad or 

not), along with their involvement in getting and providing cultural information, also shaped 

the development of their perceptions of cultural content.  



124 

 

Regardless of the importance of experiencing language and culture for getting access 

to cultural content, it seems that the teacher trainees’ views do not reflect any awareness or 

any conscious learning as a result of formal instruction about important cultural content. 

Indeed, the participants gave an account of their personal experiences but did not mention any 

awareness-raising of cultural content in their studies. This finding may be explained by the 

well-known scheme that culture in departments of language and literature, “is taught to a large 

extent, […] ‘anecdotally’, ‘informally’, ‘ad hoc’, ‘in bits and pieces’, ‘without common 

goals’, ‘unsystematically’, or as ‘an add-on like slides or music on Friday’” (Schulz & Ganz, 

2010, p. 188).  

According to the pre-service teachers’ views, cultural content is also closely related to 

the idea of collaborating with others because in their case, collaboration was a necessary tool 

to get access to cultural content. This implies that collaborating with different partners may 

provide a large resource base for culture learning upon condition that participants make 

deliberate efforts to coordinate their actions and challenge their ideas toward the co-

construction of knowledge. However, it must be admitted that factors, such as the nature of 

collaborative interactions in which learners are involved, the group composition or whether or 

not the opportunities for participation are facilitated by the setting also play a central role in 

getting access to cultural content through collaboration.  

Another remarkable aspect to discuss here is the variety of collaborative partners for 

culture learning that was reported by the research participants. The teacher trainees do not 

only hinge on Spanish L1 speakers to obtain cultural content, they also draw on key 

informants since in most of the cases studying abroad was a matter of struggle. This opens the 

way for an extended range of effective cultural informants going beyond the NS of the target 

language or the teacher, who are usually identified as the authorities of knowledge in culture 
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learning and teaching. Bruffee (1994) is right when he explains that knowledge possesses a 

social-constructivist nature and as a social construct it has the potential to challenge the 

traditional “hierarchical chain of authority” (p. 44) that most people assume to be 

unquestionable. Hence, according to the results of this study the research participants succeed 

both in shifting the source of cultural knowledge from instructors or NS towards alternative 

cultural informants and gain cultural knowledge through social processes, which is at the core 

of collaborative learning.  

In addition, bearing in mind that cultural content may come from a variety of partners, 

including fellow students or NNSs; it is inferred that the particular way in which the pre-

service teachers consider their collaborative peers ultimately matters very much for cultural 

growth. Considering the views of the teacher trainees, non-dominant and less alienating 

relationships within collaborative structures facilitate getting access to cultural content, too.  

 

6.1.2 Collaborative interactions that facilitate cultural growth in the training of teachers of 
Spanish as a FL  
 

The second research question enquires into what types of collaborative interactions 

facilitate cultural growth in the training of teachers of Spanish as a FL in different university 

degree courses. Three main interactions emerged as favourable for cultural growth in studies 

2, 3 and 4: Telecollaboration, collaborative reasoning and collaboration between the tutor and 

the in-service teachers.  
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In study 2, telecollaboration7 was shown to be beneficial for cultural growth because 

it implied more than active authorship and reception of information for classroom 

assignments. The teacher trainees got involved in genuine communication in which each 

participant contributed to the conversations and learnt from each other. The pre-service 

teachers not only discovered cultural information about their correspondents but also made 

themselves known, their social roles and their multiple cultural affiliations as well as their 

feelings, convictions and fears. This brings out the potentialities of telecollaboration for 

increasing awareness of the self and for providing language learners with opportunities to 

externalise and verbalise their viewpoints.  

Besides, it seems that the telecollaborative exchange, in the context under scrutiny, 

facilitates the display of particularly versatile images of FL learners that set off against 

pervasive monolingual and passive portrays of them. In contrast with conventional views of 

FL learners, the research participants sought new information actively and asked pertinent 

questions, they were ready to exchange ideas and justifications with their correspondents. 

This finding may show that telecollaborative activities of this kind are likely to expand the 

expected roles of students and highlights, by the way, the alternative positions that FL 

learners may adopt in joint construction of knowledge.  

Personal involvement in getting and providing cultural information was also of great 

help in raising teacher trainees’ awareness about assumptions of the self. Indeed, in the 

studied context, expressing oneself presupposed not only knowing one’s own frame of 

reference but also a process of observing, explaining and interpreting the lens through which 

                                                             
7 Expressions printed in bold in this section refer to the identified collaborative interactions that facilitate cultural 
growth in the training of teachers of Spanish as a FL.  
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one regards other people’s frames of reference. To be precise, expressing oneself was a matter 

of making one’s own perspectives visible and accessible to other people. 

In addition, telecollaboration also provided space for the research participants to 

experience pluralism and internal heterogeneity of views. Primarily, because the participating 

teachers grabbed the opportunities for exchanging points of view and challenging previously 

acquired knowledge about the target language and culture. At the same time they managed to 

relate information about the target language and culture to their home culture and decentred 

from their own perspectives. As demonstrated by Belz and Kinginger (2006) telecollaborative 

exchange has the potential for making learners aware of cultural differences in 

communicative practices. 

Another feature of telecollaboration in the studied context was partnership. As an 

example, unilateral error correction of texts by experts for apprentices, moved toward a 

mutual relationship between equals in which the research participants and the Colombian 

correspondents wrote texts collaboratively. In the investigated context, collaborative writing 

through e-mail employed almost a peer-writing approach (Gousseva-Goodwin, 2000; Storch, 

2005) in which the pre-service teachers formulated ideas, clarified their positions and pooled 

their arguments before actual composition. Later on, they also sent written drafts to their 

correspondents and got feedback to which they could respond.  

As a result, telecollaborative writing arose as an emergent and social process. Indeed, 

having the opportunity to share their compositions with a concrete audience, to get feedback 

and to discuss on the suggestions, helped the research participants to appreciate the social 

dimension of writing and to put new energy into the process of writing in Spanish. In other 

words, writing in telecollaborative structures renders writing a less isolated and individualistic 

process in which the finished product is constructed progressively and collaboratively; in 
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Elbow’s (1973) words writing becomes “a way to grow and cook a message” (p. 15) with 

peers rather than a way to transmit a message.  

Moreover, in the stage of partnership, understanding cultural information was at the 

centre of conversations and the participants were positioned as equally knowledgeable 

individuals. The pre-service teachers indicated that they enhanced their understanding of 

some aspect of the target language and culture by taking on the role of cultural informants that 

is; they did not only discuss issues related to the target culture but also developed awareness 

of their own culture.  

The teacher trainees also underlined reflective practice as a key practice of 

telecollaboration. Reflective practice in the current study was shown when research 

participants reflected on vocabulary and on professional development. For instance, the 

process of reflection about vocabulary started by the explanation of idiomatic expressions 

which led to discussions about different nuances of terms and was continued by further use of 

acquired expressions in later exchanges.  

As for reflection about professional development, telecollaborative exchange appeared 

to be an appropriate arena for the participants to disclose their opinions about the teaching 

profession and at the same time raise their awareness about their own perspectives for their 

professional future. These results reveal the heavy expectations that reflective practice may 

bring to the process of teacher training. On the one hand, it may promote reflection about FL 

learning and on the other hand it may support the development of continuous reflective 

thinking in teacher trainees.  

It is worth noting that gathering data from e-mail messages allowed us to obtain rich 

information unobtrusively that is without the researcher’s presence influencing partnership 

between peers participating in telecollaboration. Additionally, it is acknowledged that direct 



129 

 

observation or other means could not provide the depth of information obtained through the 

analysis of personal written productions since the researcher could “observe without being 

observed” (Fraenkel & Wallen, 1993, p. 390) and benefited from the use of open 

communication tools, too.  

The second type of interaction was revealed in study 3. Collaborative reasoning (CR) 

between the in-service teachers was especially highlighted through the deliberate and well 

balanced participation in classroom conversations. Group discussions varied a lot in terms of 

who set the agenda, who organised and monitored discussions, but they all focused on literary 

analysis and acknowledged diverse perspectives. The participants’ verbal interactions 

included reasoning, hypothesising, arguing, organising and questioning, too.  

As a result the in-service teachers were able to reflect and construct meaning with their 

peers. They included in their contributions previous knowledge, background information and 

individual meaning; they also put into question their interpretations by taking distance from 

their own views and by listening to their classmates’ perspectives. Accordingly, CR, as 

studied here, gives the impression to help the in-service teachers in moving beyond superficial 

understandings of literary texts. That is, CR enables course participants to transcend 

procedural understanding of a subject by working out initial understandings and developing 

extended personal points of view. 

The preceding characteristics of CR coincide with Zhang and Dougherty’s (2012) 

goals of CR as a search for resolutions and development of thoughtful opinions about a topic, 

instead of simply reaching a consensus or winning a debate. Indeed, the fact of having 

knowledge building as the shared activity of group discussions encourages the in-service 

teachers to participate actively. They were mostly involved in reaching the same goal: trying 

to increase their understanding of some aspect of literature and developing an advanced 
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literary expertise. Hence, the common goal seems to give sense to the classroom community 

culture and enables the course participants to take part in conversations in a meaningful 

fashion.  

Given the fact that collaborative construction of meaning in this study occurred in a 

shared space or a joint problem space (Roschelle & Teasley, 1993), the research participants 

managed to collaborate using a shared language, situation and activity. Therefore, it can be 

presumed that knowledge was constructed collectively, in the classroom community, rather 

than individually. This feature of CR underlines the relevance of MacGregor’s (1992) ideas 

stating that “knowledge is shaped, over time, by successive conversations” (p.52). Likewise it 

confirms the social constructionist views of learning suggesting that classrooms are places to 

build knowledge and not to transmit it; places where learning involves talking the topic over 

and; talking it through, not simply listening and thinking it through.  

Another aspect that is salient here is the creation of a classroom community facilitated 

by CR. The course participants not only shared their views to advance in building new 

knowledge together; at the same time they constructed what Roschelle (1992) denominates 

relational meanings. These meanings emerge as a result of both academic and social link 

created among fellow students. By enrolling together in conversational interactions and CR, 

the participating teachers shape a learning community that allows “a gradual refinement of 

ambiguous [...] and partial meanings” (Roschelle, 1992, p. 237). Thus community building 

appears to be a non-explicit process; it unfolds indirectly and informally through working 

together. Moreover, the in-service teachers' appreciation of each other's contributions and 

their explicit communication of appreciation to their partners also support the creation of a 

learning community and promote the students' sense of being legitimate participants of the 

classroom community. 
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Additionally, the collaborative endeavor provided the research participants with 

opportunities to take control of the course and to realise their own power and roles within the 

classroom community. This issue is especially important for collaborative structures, since the 

roles of students and teachers fluctuate between sharing power and authority among 

classroom activities. This is a feature pointed out by Bruffee (1994), who postulates that 

collaborative learning has to do with the experience of authority that is “willingness to grant 

authority as well as willingness to take on and exercise authority” (p. 44).  

From the point of view of research methods, in study 3, examining CR from an 

insider’s viewpoint provided me with opportunities to conduct careful participant 

observations of classroom sessions. Besides, the possibility to combine the insights of 

observations using audio recordings and interviews enabled me to obtain rich data. For 

instance, examining the course participants’ feedback, their reactions, their opinions about the 

World Literature PhD course, as well as learning how they felt about the classroom sessions, 

and how much they felt they had learned from it enabled me to evaluate various practices 

from the participants’ viewpoint. 

In study 4, the third type of interaction unfolded, namely, collaboration between the 

tutor and the in-service teachers. This particular collaborative interaction was intended to 

involve the in-service teachers in their professional development. Thus, in this type of 

collaboration, the course participants were invited to contribute to classroom conversations 

through prolonged verbalisation of thoughts and personalised analysis. In other words, the in-

service teachers were allowed to dig deeper in their minds to identify key aspects of the texts, 

choose topics, make decisions about what to discuss and finally produce original and 

alternative interpretations of texts.  
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Collaboration between the in-service teachers and the tutor tended towards a less 

designed structure of interaction. The tutor guided the process very little and employed few 

active facilitation techniques. For example, there was no explicit instruction about how 

discussions should take place or about the dynamics of the learning community. Rather, the 

teaching of group interaction skills and processing was carried out indirectly and implicitly 

while working together. These aspects observed in the context under scrutiny, agree with 

Panitz’s (1999) definition of collaboration as a way of dealing with people in which planned 

techniques to teach group reflection are seldom used (Davidson & Major, 2014).  

In contrast with more direct approaches to instruction like lecturing, collaboration 

helped the course participants to learn by co-constructing meanings as an alternative to 

learning simple facts. The tasks proposed by the tutor were typically open-ended questions 

that were not limited to a unique or specific answer. Thus the in-service teachers formed 

groups in a dynamic they called ‘the multifocal perspective’. This means that each participant 

contributes to the classroom discussion and feels responsible and accountable for building 

understanding about the topic at hand.  

Although, the course participants did not explicitly label their class as a collaborative 

classroom, they did identify key characteristics of collaborative approaches such as 

heightening the students’ responsibility for the proceedings of in-classroom activities, self-

managed groups, predominance of student talk, tolerant confluence of the students’ views, 

non-threatening challenge of ideas and joint effort shared between students and the teacher. 

In particular, power sharing was central for collaboration between the in-service 

teachers and the tutor. It was visible in three main domains: Firstly, power was shared when 

the course participants were involved in devising classroom proceedings like the distribution 

of readings, the selection of topics and the design of course supports. In short, they got 
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involved actively with the subject matter or the material, in Maltese’s (1991) terms. Second, 

power sharing was evidenced when the tutor and the in-service teachers joined their efforts 

for meaning building. And third, sharing power was exhibited when their roles were reversed 

in class. That is, the in-service teachers enacted the tutor’s roles by taking initiatives such as 

answering questions from fellow students, checking their partners’ contributions, delineating 

literary interpretations, finishing the other students’ phrases, contesting comments or 

monitoring classroom discussions.  

Additionally, sharing power did not only help the course participants in doing 

something to learn (i.e., co-constructing meaning) but it also invited them to enhance their 

understanding of the teaching profession. In this respect, the in-service teachers could observe 

both a possible model for teaching informed by the specific instructional practices of the tutor 

and they were also able to experience the tutor’s roles. It can be inferred that the collaborative 

endeavour helped the in-service teachers in exercising “their intellectual lives [...] [and] 

prepare [...] for the ‘real world’” (Bruffee, 1994, p. 41), too. I urge caution in the use of the 

term ‘real world’ here because CR in the studied course was not intended to fabricate 

fictitious contexts for future teaching. Rather it strived to provide the in-service teachers with 

chances to take a more empowered position in classroom communities. In other words, CR 

pedagogy focuses on creating opportunities for in-service teachers to make sense of teaching 

instructional practices in their lives and settings. It was a matter of choice rather than 

prescription and thus a variety of opportunities originated in and came out of the course 

participants’ experience.  
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6.1.3 Elements of culture in collaborative interactions  
 

The third research question asks what elements of culture emerge through collaborative 

learning in the training of teachers of Spanish as a FL at university. The elements of culture 

presented in this section come from the previously examined collaborative interactions and 

are summarised below. 

To start with, for the research participants, culture came into view as part of countries 

like Hungary or Colombia (in the pre-service teachers’ study) as well as France, Russia and 

Ireland (in the in-service teachers’ study). This initial understanding of culture demonstrates 

that the tendency to separate cultures according to state borders is still widespread and 

persistent. However, no matter how important it is to be aware of the influence of national 

origins in a large array of domains, it is also essential to acknowledge alternative visions of 

culture that the research participants hold. Therefore, in addition to national culture, the 

participating teachers indicated that culture also showed up in relation to cultural products 

such as language varieties, literature and literary works like Ulysses or Madame Bovary. Even 

if these cultural products are conventionally associated with specific nations, the research 

participants referred to them as a whole that carries significance beyond physical territories. 

For example, in the analysis of The master and Margarita and Ulysses, the in-service teachers 

framed culture according to periods of time (e.g., the thirties and the 16th of June 1904) 

instead of national origins (e.g., Russia and Ireland). Hence, it is understood that culture was 

seen in a less national-based approach. 

A further understanding of culture, reported by the research participants, has to do 

with cultural practices of particular communities that are not attached either to national 

categories like patterns of participation of the classroom community, ways of thinking of 
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elderly people, ways of behaving in car renting offices. At first sight, linking cultural practices 

to specific groups of people seems almost too easy to do; yet, it is an important achievement 

to succeed in recognising that culture cannot only be explained by national affiliations.  

Independently of their origin (e.g., nations, specific communities or sub-groups) what 

is interesting here is that the collaborative study of elements of culture seems to reveal the 

close connection among the elements themselves. Hence, cultural products, practices and 

values are shown as a connected whole. For example the ‘tamal’ (see 5.3.1, p. 98), a typical 

Colombian product, is linked to traditional practices of holiday celebrations, the time of the 

year it is eaten, and at the same time it is also associated with Christian values but then it is 

connected with individual choices and specificities like in Miguel’s family. These results give 

support to integrative approaches of culture in FL teaching and learning that recommend 

embracing the diverse and shifting nature of culture as well as plurality of meanings within 

discourse communities (Kubota, 2003).  

As a key feature of elements of culture in collaborative interactions, there is their 

relationship with components of IC. Some of the research participants thought about culture 

in terms of skills such as, interpreting cultural practices and explaining views. Likewise, the 

pre-service teachers in study 2 elaborated on awareness-raising about their correspondents’ 

pre-conceptions and stereotypes about their home culture and the target culture. These 

elements of culture seem to deal with developing understandings and skills rather than 

collecting cultural knowledge, which reveal a close relationship with IC. In other words, 

elements of culture have the potential to encompass components of IC, too.  

The possible relationship between elements of culture and components of IC 

underlines the relevance of Scarino’s (2014) views of culture as a “lens through which people 

mutually interpret, create and exchange meaning and reflect on their cultural situatedness” (p. 
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390). Thus elements of culture appear to have a dynamic nature because they have to do with 

skills development, in short, elements of culture relate to doing something with and about 

culture. 

The notions of elements of culture reported by the research participants were informed 

by their local and situated roles. The participants positioned as “language users and mediators 

of languages and cultures, as well as learners and as individuals with their distinctive life-

worlds, working in their distinctive contexts” (Scarino, 2014, p. 399). Therefore, the research 

participants viewed cultural elements from various perspectives: as FL users, as learners and 

as individuals. Indeed, their experiences outside the classroom along with their personal and 

academic roles and practices are called into action to form their thoughts about culture. 

In addition, learning and personal environments should also be taken into 

consideration as key factors that contribute also in shaping the research participants’ views of 

elements of culture. According to Baker (2009) the conceptualisations of culture fluctuate 

between global, national, local and individual orientations and therefore they could occur in 

third places that do not belong strictly to a defined culture.  

A third place, as defined by Kramsch (1993a, 2000), is eminently a relational concept. 

It is an in-between place that is carved out by the encounter between the learners’ own 

experience of their native culture (C1) and the target culture (C2) or the different 

opportunities facilitated, or not, by the environment in which learners engage. Viewing 

culture from a third place situates the learner in a different kind of culture which enables him 

or her to hold an outsider’s position from which to look at C1 and C2. As a result, a third 

place is an attempt to reach a more extended and less partial understanding of C1 and C2. 

This is why views about culture may not always be based on specific nations or cultural 
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categories; instead they may be situated in a “shifting and emerging third place of the 

language learners themselves” (Kramsch, 1996, p. 8).  

Consequently, it is essential to take into account personal theories and individual ideas 

about culture in order to understand how views of cultural elements are shaped. That is to say, 

course participants’ contextual identities as well as their target and native resources matter 

very much in how they see and interpret culture. Likewise, it is acknowledged that the fact of 

collecting data through participant observations and aligning with the emic perspective 

allowed us to notice the aforementioned aspects that facilitate the expansion of meanings 

about culture. 

In line with the emic perspective, other types of cultural elements were identified as a 

result of the participant observations. In the PhD course of study 3, the participating teachers 

appear to share roughly the same practices with the other members, bringing about a common 

model for participation used by the course participants in their work and interpersonal 

relationships in the classroom. They enacted regular practices inside the classroom in order to 

attain a common aim together and thus classroom culture started to be established and enacted 

through mutual involvement in participatory experiences of meaning building.  

The patterns of classroom practices operated as a common cultural frame of reference 

for participation which was composed by three main patterns: freedom of expression and non-

limited comments; tolerance of inquiry and nonthreatening disagreement; and multifocal 

perspective. These patterns give the impression that a new culture was created because 

through collaborative conversations, the research participants did not simply replicate a given 

culture (i.e., the culture of the training setting or the native culture of their society) but they 

shaped a new culture for the classroom. As other cultures, classroom culture is confronted by 
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other cultures and through this process its principles are challenged and thus constantly 

renovated.  

The culture of the classroom is an example of emerging group culture, as Castro and 

Pueyo (2003) put it, a microcosm and a miniature culture in which particular processes and 

behavioural patterns are observed and developed. This finding echoes Castro and Pueyo’s 

(2003) vision of classroom culture as new social and cultural identity; an operational system 

that has the potential to unite and provide stability to a given group with the purpose of 

solving problems and reaching goals together. 

However, at the same time, creating a new culture based on classroom patterns is also 

influenced by personal and academic histories as well as beliefs and values belonging to each 

member of the classroom community (Castro & Pueyo, 2003). Therefore classroom culture 

encompasses a double process of sharing already experienced histories, beliefs, values, 

languages, products and perspectives and generating new ones as a result of collaborative 

interactions.  

It is worth noting that the creation of classroom culture, studied here, is not dictated by 

the tutor; it is neither a collection of instructions originated in the faculty which establish how 

to understand events in the classroom environment. Instead, classroom culture seems to be a 

set of guidelines; it is about sharing the meaning of being a member of a community and 

agreeing on the main practices, goals and ideals during every day work. 

Finally in study 4, further elements of culture became visible. Professional culture, for 

example was revealed through the analysis of the tutor’s patterns of instruction. These 

referred specifically to active listening and questioning, peer talk support, personalisation of 

contributions and sharing of interpretations. The tutor’s patterns aimed at establishing a frame 

for dialogue between course participants as people, on the one hand, and course participants 
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as professionals, on the other. Thus the participating teachers were provided with 

opportunities to progressively piece together the culture of the classroom and what it means to 

be a member of the teaching professional community. 

Accordingly, the tutor’s patterns for practice appear to be, in the research participants’ 

eyes, key aspects of searching professional development and therefore, it is understood that 

they may contribute to their understanding of the teaching profession. This finding suggests 

that collaboration tends to become a trigger for teacher’s professional development in which 

the teachers-in training follow an on-going and collective process and not a linear individual 

path. 

In addition, elements of culture linked to the teaching profession have also the 

potential to help the in-service teachers experience professional culture from inside, within a 

CoP. In fact, the in-service teachers were provided with opportunities to get involved in 

teaching practice in order to reflect. This reflection aimed at assisting the in-service teachers 

to keep a distance from the employed materials and resources with the purpose of redrawing 

the horizons of their own contributions to the CoPs. As indicated by Hildreth & Kimble 

(2008), in CoPs teachers “collaborate to develop new knowledge and to develop and learn 

about new resources” (Preface, p. x).  

The idea that teachers can develop professionally as members of communities rather 

than individually, while not a new notion, or a theory of great debate, is seldom applied in 

Hungarian higher education because lecturing or other forms of frontal teaching are often 

used. In the studied context, however, the CoPs approach was intrinsically implemented by 

the tutor in question, as a means to initiate the in-service teachers into learning communities 

and at the same time to construct meaning in collaboration with others. Hence, one may think 

that the opportunity given to in-service teachers to learn within a classroom community 
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cultivates both their preparation through collaboration and their contribution back to the 

community.  

 

 

6.1.4 The views of the designers of training programmes on collaborative learning for cultural 
growth 
 

The last research question queries about how the designers of teacher training 

programmes of Spanish as a FL see the role of collaborative learning for cultural growth in 

different university degree courses. The opinions of the interviewed designers show that 

collaboration in classroom settings is defined in a fairly unified manner, namely as advanced 

group work where students with different backgrounds come together to construct something 

or find solutions to concrete problems. However, the designers of training programmes gave 

such a variety of examples of collaborative activities that the definition of collaborative 

learning seems to create a dilemma due to the multiplicity of practices they applied in their 

classrooms. In line with Smith (1994), what may be difficult with collaborative learning is 

that the term is generally applied to “any pedagogical theory or method that advocates or 

involves using groups, everything from free group discussions to […] highly structured 

systems of organising […] classrooms into teams of students” (p. 69).  

It seems that at various times the designers followed the tendency of the existing 

literature to use the terms collaborative and cooperative learning interchangeably. They 

merged the definitions of both approaches because they mentioned various principles of 

cooperative learning as part of collaborative learning such as, systematic organisation of 

work, interdependence and teacher supervision. The combination of definitions is also 
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illustrated by the respondents’ assertion that collaborative strategies need highly-structured 

guidance and facilitation from the teacher to be effective in classroom contexts. This finding 

suggests that an extended awareness of the differences between collaborative and cooperative 

learning is still needed in FL teacher training programmes.   

Interestingly, the mixture of definitions contrasts with the designers’ instructional 

decisions, for example the practices of the tutor observed in the examined PhD course. The 

tutor (Dr. Szabó) decided to employ less active facilitation and authority, and she deliberately 

stopped formulating questions as the primary speaker, she gave no limits to the course 

participants’ comments and she provided them with opportunities to distribute readings, select 

topics and develop course notes and materials. Although the designers indicated that 

collaboration in classroom settings is not natural and needs highly-structured guidance and 

facilitation from the teacher, the tutor of the PhD course did not give any formal instruction or 

support to her students to participate in CR. Rather she shared her power with the group of in-

service teachers who self-managed and assumed almost total responsibility for the process of 

collaboration and group dynamics. Interaction skills and patterns of participation emerged 

implicitly, therefore CR, in the studied context, was set up and taught indirectly and 

informally.  

However, as indicated by Lázár (2015), in connection with an international web 

collaboration research, the amount and type of in-class support provided by the tutors in 

collaborative projects is an area that needs further investigation. Establishing the changing 

roles and required competences for tutors to facilitate collaboration in educational settings is 

extremely important. Hence the identified contradiction between the designers’ definition of 

collaborative learning and the tutor’s decisions concerning lesson planning and in-class 

practices, not only underlines the symbiotic but often conflicting relationship between teacher 



142 

 

cognition and classroom practices in language teaching (Borg, 2003), but it also reveals the 

intrinsic dynamism and complexity of teachers’ roles and competences that may be at stake in 

different collaborative situations. Awareness of tutors’ fluctuating roles and competences may 

enable them to better support collaborative projects in FL classrooms.  

Another aspect commented on by the designers of teacher training programmes of 

Spanish was their perception of collaborative learning as a necessary tool to teach in current 

educational contexts. They considered collaboration as a necessity or even more a 

requirement for actual teaching, and for this reason they said that teachers-in-training needed 

formal training in collaboration. This is why they suggested incorporating it into teacher 

education. Indeed this suggestion was already recommended by Wilhelm (1997) in 

connection with another study on collaborative learning when he proposed that teachers-in-

training should be exposed to collaborative techniques in the role of learners, in order to be 

able to use such models in their own classrooms.  

The possibility to include formal instruction of collaborative learning in teacher 

training programmes may represent a way to enhance fleeting experiential learning. No matter 

how important it is to experience something, it is not enough in itself for understanding and 

especially for internalising the issue in question to the extent of being able to teach it 

eventually. Therefore, it is essential to make collaboration an explicit objective of teacher 

training, not because one thinks that it will be a natural by-product of instruction, but 

collaboration should rather aim to involve teachers in reflection and awareness-raising about 

their sense of collaborating with others. Actually, it is important for teachers-in training to be 

instructed in tools they can use to notice and contextualise their experience. These tools are 

likely to help them generate multiple explanations of their experience and at the same time 
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they promote gathering and observing additional evidence objectively to finally being able to 

understand it.  

The interviewed designers also thought that collaborative learning involves not only 

collaboration between students but also between students and teachers, between tutors or 

between students and NSs. The respondents also recommended further collaborative 

partnerships that may be useful in Spanish teacher training like collaboration with other 

faculties, with institutions for children with special needs, with universities abroad and with 

associations that promote Spanish culture. These proposals echo Bruffee’s (1994) claims 

about how collaborative learning may empower students to work more successfully beyond 

the confines of college or university classrooms through a process of externalisation of 

classroom activities. 

In relation to cultural growth, the tutors considered collaborative learning a useful tool 

for enhancing cultural knowledge related to practices for verbal and non-verbal 

communication such as gestures, ways of expressing feelings, speech patterns as well as 

vocabulary associated with language varieties. According to the views of the tutors, 

collaboration helps students acquire cultural knowledge because the discovery of cultural 

content is mostly encouraged by discussing social issues and by contrasting the target culture 

with existent populations or with the learners’ home culture.  

The tutors’ views revealed that, in FL classrooms, collaborative learning allows the 

target language to become a necessary vehicle for communication and therefore it enables the 

course participants to share their cultural values, practices and viewpoints. Hence, it seems 

that language plays an important role within collaborative encounters; as Barrett et al. (2014) 

claim, “competence in a language is crucial to understanding the cultural perspectives, beliefs 

and practices to which it is linked” (p. 24). 
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According to the tutors, cultural growth is also facilitated by collaborative learning 

because it entails prolonged contact with a large array of collaborative peers working together 

inside and beyond the classroom. For the tutors, contact with other people has to do with 

experiencing culture in the long-term through ongoing exposure, comparison, interpretation 

and analysis of the experience. This outcome supports the consideration of collaborative 

learning as a social meaning-making activity complementary with cognition and social 

relations that does not happen automatically just because individuals are co-present or 

exposed to differing views, explanations and arguments (Kumpulainen & Kaartinen, 2003). 

Instead in the context examined in the studies, collaboration unfolds because there is 

negotiation of meanings in which subjective understandings are challenged and individual 

knowledge is expanded.  

While the experience of negotiating meaning and challenging personal understandings 

is not exclusive of collaborative approaches, what is salient for the interviewed tutors is that 

the experience is shared and made public to others. That is to say, participants can position 

themselves not only as simple interveners in collaborative structures but also as genuine 

proponents who open to review their initial understandings and are able, simultaneously, to 

make their new explanations accessible to others. In short, according to the designers’ views, 

it is plausible that collaboration contributes to cultural growth by providing teachers-in-

training with opportunities to experience culture in a way that helps them to move 

comfortably between the perspectives of insider-participant of collaborative structures and 

outsider-proponent of new knowledge. 

Collaboration was equally viewed by the designers of teacher training programmes as a 

key action to develop IC. The tutors recognised that collaborative learning entails 

multiperspectivity and respect for people’s differences as well as awareness of cultural 
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affiliations and skills to adapt to situations. In fact, these elements of collaborative learning 

are mentioned as components of IC (Barrett et al., 2014; Byram, 1997) so it may be advocated 

that collaborating with others could be twofold, on the one hand it appears to be a valid action 

of IC and on the other hand it may contribute to developing components of IC, such as 

knowledge and understandings (e.g., awareness of other people’s way of expressing or 

understanding the influence of one’s own culture) as well as skills (e.g., discovering about 

others, interpreting and relating) or attitudes (e.g., being open to learning from different 

people) (Barrett et al., 2014, Byram, 1997).  

As a final remark, the tutors highlighted the possibilities offered by collaborative 

learning to allow future teachers to take on the role of practicing teachers by taking, for 

example, responsibility for solving problems together or by being exposed to different 

instructional approaches. This outcome of collaborative learning may be particularly helpful 

to assist pre-service and in-service teachers in their process of making sense of teaching 

theories and disciplinary knowledge. Actually, teacher learning is supposed to emerge out of 

and through teachers’ “experiences [...] as participants in professional teacher education 

programmes” (Johnson, 2006, p. 239) 

Nevertheless, it is worth noting that experiencing instructional approaches in isolation, 

in most cases, is not sufficient to make sense of the teaching profession. It is necessary to 

combine experiential learning with awareness-raising and fundamentally with intentionality. 

In other words, it is essential to open space for teachers-in-training to experience tutor’s roles 

and at the same time, it is essential to provide them with the tools, knowledge, skills and 

attitudes needed to analyse and understand what they have experienced in the field. These 

tools may include the ability to observe objectively, to be able and willing to step back, to 
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gather additional data, and to reflect critically before making decisions before, during and 

after teaching.   

6.2 The contributions of collaborative learning to cultural growth in the training of 
teachers of Spanish as a FL  
 

This section intends to answer the main research question of this dissertation about how 

collaborative learning contributes to cultural growth in the training of teachers of Spanish as a 

FL. Thus the voices of the pre-service and the in-service teachers as well as the views of the 

course tutor and the designers of teacher training programmes are synthesised and combined. 

In order to facilitate the discussion of the findings, three sub-sections are proposed 

corresponding to each of the positive influences being examined: collaborating to enhance 

culture learning, collaborating as a means to expand the notion of culture, and gaining a deep 

understanding of FL teachers’ professional culture through collaborative learning. 

 

6.2.1 Collaborating to enhance culture learning 
 

Culture learning entails not only acquiring cultural knowledge of facts, but also 

developing various elements such as skills, attitudes and understandings about culture. For 

instance, the research participants found important to learn about how to behave and how to 

communicate in certain situations. The course designers also hinted at the fact that language 

and culture are intertwined. These findings give support to the three major elements of culture 

proposed by Holló (2008), i.e., behaviours and speech patterns, and skills of learning and 

verbal expression as essential elements of culture (see Table 1, p. 13). 
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In light of the analysis of the results of the five studies, collaborative partnerships have 

the potential to facilitate the enhancement of culture learning of teachers of Spanish as a FL. 

The first explanation to this assertion is that collaboration involves participants in learning 

culture within a shared space. That is to say, cultural content is framed by and contextualised 

in the joint problem space in which participants interact. Thus culture learning is mostly 

constructed hand in hand with progresses in achieving a common goal.  

The second reason that backs up collaboration for culture learning enhancement is that 

it enables participants to use language as a necessary vehicle to convey and get access to 

cultural content. The various structures of collaboration studied here, worked as genuine 

communicative situations in which each participant contributed and learnt from each other. 

The research participants identified a variety of collaborative partners who helped them both 

in learning the target language and in constructing collaborative associations that allow them 

to learn culture through social processes. As described by many in the literature, for example 

Godwin-Jones (2013), FL learning is one of the essential gateways to cultural understanding 

and a necessary tool for experiencing culture. Similarly, for the participating teachers culture 

learning was seamlessly intertwined with learning and using the target language.  

The third reason that supports the utility of collaboration for culture learning is that 

both the target culture and home cultures of participants are given attention. Hence, in 

collaborative encounters, enhancing culture learning has to do with discovering and receiving 

information about other people’s culture and it also has to do with making oneself known by 

explicitly providing and conveying information about oneself and home culture. As indicated 

by O’Dowd (2003), the process of disclosing ourselves is facilitated by making our own 

cultural beliefs and values explicit for our partners. 
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The possibility to embrace the target language-culture and the participants’ native 

culture endows the process of culture learning with additional complexity; a complexity that 

is frequently absent in conventional approaches to culture for FL classrooms. These mostly 

focus on consuming information about the target culture and do not work on the students’ 

own culture in depth. Complexity regarding culture is also disregarded in cultural materials 

which present culture in an oversimplified fashion dividing it into simple and easy to 

understand patterns (Sobkowiak, 2015).  

The preceding outcomes bring into the focus the possibilities favoured by 

collaborative interactions for giving student-teachers a voice, a non-conventional voice 

(Kramsch & Lam, 1999) that is connected to personal purposes and that is not governed by 

subordination and powerlessness regarding the cultures of the target language. Rather, it 

offers “the opportunity for personal meanings, pleasure and power […]. Learners […] 

construct their personal meanings at the boundaries between the native speaker’s meanings 

and their own everyday life” (Kramsch, 1993a, p. 238). 

Another reason that strengthens the views of culture enhancement through 

collaboration is that learning about culture is entangled with the establishment of 

interpersonal relationships. This does not only entail superficial friendship but a long-term 

contact with people to create deeper ties. Thus, setting up interpersonal relationships through 

collaboration encourages the disclosure of personal opinions and convictions with the view of 

looking afresh at them through reflective practice. This requires a process of observation, 

analysis, and collection of further evidence about various aspects pertaining to culture.  

Even though establishing interpersonal relationships is not an exclusive feature of 

collaboration, what deserves to be mentioned here is that collaborative partnerships allow the 

research participants to enhance culture learning through experiential learning and personal 
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involvement with others. Indeed, both cultures (C1 and C2) are incorporated but in addition, 

culture is learnt through a joint experience that goes beyond isolated cognitive processes. 

Collaboration with others promotes culture learning as a social meaning-making activity 

situated in social situations that are closely related with cognition and interpersonal 

relationships (Kumpulainen & Kaartinen, 2003). As already pointed out by O’Dowd (2015), 

effective collaboration is likely to be a long-term, complex activity which is frequently 

strongly related to day-to-day interaction. In a somewhat similar manner, Bruffee (1994) 

emphasises the role of social relations in learning since he considers that learning in 

collaborative associations is connected with “relations among persons, not relations between 

persons and things” (p. 41).  

A further reason, reinforcing collaboration for culture learning, originates in the 

inherent intercultural nature of collaboration (O’Dowd, 2015). In the studied contexts, cultural 

differences were perceived and made salient either by the situation or by the individuals. 

Additionally, collaborative encounters often drew in other languages and cultures different 

from the target language and cultures. Therefore, bearing in mind the intercultural dimension 

of collaboration, it can be inferred that culture learning may be enhanced in collaborative 

associations because they provide participants with opportunities to encounter a variety of 

partners with whom they are likely to collaborate and from whom they can gain an extended 

range of resources for culture learning.  

By the same token, intercultural collaboration with others lets participants meet a 

pluralism of views. This not only consists of comparing different ideas connected to the target 

and home cultures of the participants; it also relates to increasing awareness of specific 

cultural values and unstated cultural assumptions belonging to oneself. Consequently, 

O’Dowd’s (2015) claims stating that collaboration provides learners with a subjective and 
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personalised kind of knowledge that is opposed to static, objective and factual information are 

accurate.  

Finally, it is important to point out that culture learning may be enriched through 

collaboration because it enables participants to make progress in various components of IC, 

too (see Table 5, p. 22). To name a few: understanding other people’s culture, increasing 

awareness about one’s own cultural affiliation, reducing stereotypes, interpreting, relating as 

well as translating information, respecting and valuing pluralism and decentring from one’s 

own perspectives. This productive learning opportunity allows us to get a glimpse of the 

critical role of collaboration in the improvement of IC regardless of the subject matter. Barrett 

et al. (2014) also support the application of such an approach because it engages learners as 

whole persons and also addresses their intellectual, emotional and physical potential. In 

addition, the authors point out that working in collaborative teams also helps improving 

“social skills and conflict-resolution strategies, and a gradual decrease in labelling and 

exclusion of individual members. In this pool of attitudes, knowledge and skills, every 

member brings their strengths to the work but also acquires new knowledge and develops” 

(Barrett et al., 2014, p. 38)  

 

6.2.2 Collaboration as a means to expand the notions of culture  
 

Collaborative associations in the current dissertation seem to facilitate the display of 

personal notions of culture, too. Indeed, the research participants reported views of culture 

based on their personal experiences and friendship with L1 speakers. Instead of taking into 

account external ideas independent from their personalities, the participants seem to favour 

their own life histories to root their conceptions of culture within collaborative encounters. 
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This means that past and current experiences as well as participation in activities with 

collaborative principles may have a mediating role in shaping their conceptions of culture.  

In the same vein, collaboration emerges as a practice in which the research participants 

could discover versatile images for themselves as FL learners (e.g., active partners) and at the 

same time they could share their multiple social roles (e.g., personal and academic roles). 

Actually, the participants’ situated roles have the potential to influence their thoughts about 

culture because they offer eclectic positions from which to view culture. For example, in the 

contexts under scrutiny, the research participants regarded culture from their position as 

language users, as FL learners and as individuals, too. This variety of probable positions 

adopted by the same individual transmits an intrinsic vitality to the way in which notions of 

culture could be constructed.  

In collaborative partnerships, culture was not only illustrated at the surface level; that 

is culture as cultural facts related to nations such as Hungary and Colombia. Rather, culture 

was demonstrated in the participants’ awareness about cultural products, practices and 

perspectives linked to specific communities that are not necessarily connected to national 

categories (e.g., family and elderly people). Interestingly, collaborating with others opened 

the way for the research participants to understand cultural elements (e.g., products, practices 

and perspectives) from their personal experiences. It occurred when the participating teachers 

employed their abilities in using the target language in meaningful situations where personal 

cultural contact was feasible and cultural learning was put into context.  

Although, it is acknowledged that the concept of culture is extremely multifaceted and 

mostly dependent on personal assumptions of the self and the other, this research agrees with 

early empirical studies claiming that through collaboration participants could develop “more 

sensitive and complex views on culture” (Itakura, 2004, p. 49). In the case of the pre-service 
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and the in-service teachers participating in this investigation, the construct of culture went 

beyond one of “the most common aspects of [cultural] essentialism [...] [that has] to do with 

separate cultures as physical territories” (Holliday, 2011, p. 4).  

In other words, the research participants succeed in defining culture outside from 

national categories by taking into account sub-cultures, peripheral communities and smaller 

groups of people. This may represent a probable way to put new energy in expanding the 

definition of culture towards a more multidimensional construct that comprises hidden and 

counter cultures. Cultures that are generally disconnected from the social and the academic 

network of learners and that are often absent from instructional materials since they are 

situated at the periphery and do not belong to dominant stances.  

An evocative example may be the possibility to define culture from third places 

(Kramsch, 1993a, 2000). In the studies in context, the research participants succeeded in 

creating alternative standpoints or third places from which to regard culture. Third places 

helped the participants to understand culture from outside and take into consideration the 

realities collected beyond the confines of the native (C1) and target cultures (C2). In short, a 

third place, using McKay’s (2002) words, “involves crossing borders, both literally and 

figuratively” (p. 81). In this way understanding the concept of third place and occupying this 

space also actively contributes to develop FL users’ mediation skills, which combine 

language and cultural skills and are therefore essential in Fl communication.  

The active dimension of collaboration also served the purposes of expanding the 

notion of culture for the reason that collaborative structures are deeply rooted in practice. 

Given the fact that collaborative learning entails both co-construction and involvement in 

action with others, and that those actions are framed by times, places and social relationships, 

collaboration occupies an advantageous position for shaping images of culture that are not 
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only fluid but also situated. Accordingly, in the present research, partnerships such as the 

telecollaborative e-mail project (see section 5.2.1, p. 82) and the CR classroom (see section 

5.2.2, p. 89) immersed the research participants in actions that enabled them to broaden their 

understandings of culture. For example, collaborative writing provided the research 

participants with opportunities to formulate initial understandings about cultural aspects and 

to question received ideas. 

Collaboration also promotes generating classroom communities; these appear as 

examples of promising extended views of culture. In the literature, the introduction of 

students into different communities has three major goals: the essential social interaction, the 

necessity of belonging and the updating of knowledge (Acero, 2015). From this perspective, 

classroom communities are based both on social and verbal interaction, as well as other tools 

embedded in the learning situation. Actually these resources combined with each other seem 

to regulate the nature of collaborative learning activity and to build a classroom culture, too. 

In fact, looking upon patterns of classroom practices as a possible cultural frame of 

reference entails per se a less static and homogenous approach to culture. The main reason 

supporting this claim is that each classroom community, by definition, is unique and 

possesses its own particular ways of operating, its own guidelines of behaviour (Nussbaum & 

Tusón, 1996) and it also depends on specific contextual realities. Therefore culture belonging 

to classrooms conveys views of heterogeneity and context-dependence. Correspondingly, 

classroom communities are genuine places to experience, to understand and to do something 

with culture promote intrinsically a non-conventional reading of the term culture, too. In other 

words, seeing classroom culture as a form of culture could be a way to address non-

essentialist views of culture because it takes a distance from a dominant approach of culture 

characterised by fixed social and national categories.  
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Furthermore, it also prompts that members of classroom culture could step outside 

their traditional designated places as students and teachers. In the present dissertation, 

collaboration between the research participants shaped a classroom culture where roles were 

reversed and sometimes blurred. For instance, the tutor challenged some of her conventional 

roles such as primary speaker or knowledge provider when she was contested by her students. 

The course participants, on the other hand, took the place of the tutor by acting as instructors 

who initiate discussions and comment on others’ contributions.  

 

 

6.2.3 Gaining a deep understanding of foreign language teachers’ professional culture through 
collaborative learning  
 

Last but not least, it is significant to mention that collaborative learning contributes to 

cultural growth in the training of Spanish teachers at university because in the studies carried 

out it enabled the participating teachers to gain a deep understanding of the professional 

culture of teachers. The first argument in favour of this is that in the collaborative 

partnerships, the research participants could reflect on their professional development. Future 

and practicing teachers as members of the classroom community got involved in reflective 

practice about their experience of undergoing professional culture. Reflection about the 

teaching profession took diverse faces or features. These ranged from elaborated reflective 

processes to personal ways of analysing, like capturing teaching models critically, questioning 

instructional practices or joining together theoretical and experiential knowledge. 

Understanding professional culture can be gained through reflective practice within 

collaborative classroom communities. Hence, collaboration emerges as a suitable practice to 
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understand teaching professional culture from the inside because teachers-in-training can 

experience ‘real problems’ as they develop professional skills in their own settings. 

Nonetheless, facing ‘real problems’ and being trained in ‘authentic settings’ do not mean that 

collaborative structures involve the fabrication of fictitious contexts where predetermined 

‘problematic’ issues are placed. Rather, collaboration tends to dissociate from oversimplified 

approaches of teacher training that suggest that professional culture is made up of ready-made 

norms that can be easily presented. Collaboration, in the examined context, seems to 

emphasise that professional culture is not composed of a unified group of rules and neither 

does it attempt to provide a clear-cut definition of teachers’ professionalism. 

The second reason that supports the idea of gaining a deep understanding of the 

professional culture of teachers through collaborative learning is that the research participants 

could also get access to the culture of the people whose profession they are being trained for. 

For example, in studies 4 and 5 the tutor provided the course participants with opportunities to 

decide on and distribute readings, to develop course materials, to present their thoughts and to 

give feedback to their classmates’ oral reports. In other words, the participating teachers were 

able to enact some roles generally attributed to the tutor such as planner, checker or prompter. 

Empirical research on collaboration advocates that “collaborative learning has [...] 

taken the connotation of [...] acculturation into knowledge communities” (Oxford, 1997, p. 

444). So course participants are likely to get involved in classroom interactions that enable 

them to experience professional culture in their lives and settings. That is to say, teacher 

trainees as well as practicing teachers mostly shaped their visions of the teaching profession 

grounded in the social interactions inside the class and their insights coming from experiential 

learning  
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Accordingly, understanding the teaching profession from a social constructivist 

perspective presupposes that it is difficult to assign a literal reading to the professional culture 

of teachers. Likewise, if one assumes that making sense of the teaching profession within 

collaborative communities is governed by social constructivist paradigms, the presentation of 

ideal images of classroom situations are not applicable either. Rather, by emphasising situated 

and experiential perspectives in the understanding of professional culture, the pitfalls of 

idealised teacher training models may be avoided because ambiguity could be invited as a 

fundamental principle. 

Contrary to previous claims, in the examined contexts of this investigation, 

collaborative learning is not exclusively devoted to acculturating the in-service teachers to 

imitate and (re) produce standard instructional practices. Instead, collaboration is concerned 

with a process of socialisation of future and practicing teachers into classroom communities 

where their previously acquired resources are accepted and open to review, too. In short, 

collaboration comes out as a powerful tool to generate alternative and situated teaching 

practices that extend predominant instructional approaches. These findings underline the 

relevance of Byrnes’ (2001) study concluding that “becoming a teacher should […] be 

regarded and practiced as a process of socialisation into a professional discourse community, 

[…] a development of [...] [an] evolving identity [...] as teachers” (p. 521). 

It is out of the scope of this dissertation to examine how teachers embrace professional 

identity through collaboration. But raising this issue momentarily gives us a hint about why 

collaborative learning may help in gaining a deep understanding of the teaching professional 

culture at the same time that disciplinary skills are being improved. Collaborative learning 

calls on levels of critical thinking, openness and adaptation that many teachers never realised 

they had. However, professional identity may be problematic, too; since it can be either 
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dysfunctional or not actively considered at all by the setting (Servage, 2009). In other words, 

professional identity may be fraught with diffuse, implicit and unexamined assumptions that 

offer “few opportunities to openly express, test, and refine belief and practices” (Servage, 

2009, p. 153). 

The third reason for stating that collaborative learning contributes to a deep 

understanding of the teaching profession is because the participating teachers took 

considerably more empowered positions within the classroom CoP than they would have in a 

non-collaborative environment. Actually, the students’ empowerment was a pronounced and 

essential objective of the tutor (studies 4 and 5). The tutor of the course intended to involve 

the in-service teachers in their own process of professional development; this is why she 

devised collaborative endeavours that provided the research participants with opportunities to 

take more control of the course and to realise their own positions and power within the 

classroom CoP.  

This outcome of collaboration is especially important because it reveals new ways for 

separating from mechanistic and product-oriented approaches of learning that do not promote 

the empowerment of students. Besides, having students’ empowerment as a principled 

approach for FL teacher training, means that empowerment is intentionally, formally and 

routinely developed. In times when socialisation into the profession becomes hidden and 

haphazard (Servage, 2009), explicit and deliberate empowering instruction may foster 

scrutinising a richer range of legitimate and personal ways of teacher learning and 

professional development.  

Empowering teachers-in-training also contributed indirectly to reducing stereotypes. 

First, by stepping away from pre-determined roles or behaviours for students, the research 

participants challenged their images of passive FL learners. Second, by a deliberate effort to 
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use their multiple competences and already acquired knowledge, they took on the opportunity 

to exercise authority and play the tutor’s roles, as well as alternative ones facilitated by the 

classroom community.  

It is important to mention that opportunities to understand professional culture 

originated primarily in the creation of a classroom CoP. Certainly one of the tenets of 

collaborative learning underlines “people’s assimilation into communities of knowledgeable 

peers [...], a process of leaving one community of knowledgeable peers and joining another” 

(Bruffee, 1994, p. 41). According to this dynamic, course participants are called to be integral 

parts of the classroom community to observe usual practices and principally take 

responsibility for enacting and (re)creating new ones.  
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7 Conclusion  
 

This dissertation aimed at understanding how collaborative learning contributes to 

cultural growth in the training of teachers of Spanish as a foreign language (FL) at university. 

In order to answer the main research question, four sub-questions were proposed. Hence the 

summary of the results brings together the issues examined in each research question, namely, 

the views of pre-service teachers on useful cultural content, collaborative interactions that 

facilitate cultural growth and the cultural elements emerging in them, as well as the views of 

the designers of training programmes on collaborative learning for cultural growth.  

 

7.1 Summary of the results  
 

The views of the teacher trainees suggest that diverse conceptions of culture are at 

stake. The research participants’ experiences were at the core of the development of views 

related to culture because previously-acquired assumptions and friendship with L1 speakers 

were mostly applied by the participating teachers as a baseline for shaping notions of culture. 

This suggests that it is necessary to dig deeper into individual experiences and to incorporate 

the ideological forces at play as teachers-in-training attempt to express their perspectives 

about culture.  

Another aspect that mediates between notions of culture and the research participants 

is the multiplicity of positions from which they regarded culture. In the context under 

scrutiny, the research participants made an account of a rich range of academic and personal 

roles that helped them define cultural content in their particular contexts. They not only 



160 

 

positioned themselves as FL learners but also as FL users and individuals. These outcomes 

highlight the ongoing need to acknowledge complexity and individual variation with respect 

to the notion of culture. By the same token, the importance of context and life stories in FL 

teacher training is emphasised as well as the value of involving the participants’ personal 

assumptions and previously acquired culture-related resources in the process of examining 

cultural content in FL teaching and learning. 

In relation to the actual views of culture reported by the research participants, they 

seem to be of an expanded nature. The teacher trainees’ notions of cultural content, for 

example corresponded not only to national cultures but also to awareness of cultural products, 

practices and perspectives. This invites us to better appreciate the fact that cultural growth 

should not be limited to passive and fragmented learning about FL cultures, and that it should 

not be restricted to chronological studies of literature. Instead cultural growth should entail 

exploration of products, practices and perspectives of the target culture compared with that of 

those who learn about them.  

Additionally, culture was associated with sub-cultures, peripheral communities and 

smaller groups of people. This means that notions of culture potentially come in a variety of 

guises, including that of traditional national culture. The multiplicity of views is informed by 

personal experience and perspectives. Hence renewed attention is required to recognise the 

necessity of incorporating creative standpoints of culture that prompt diversity, that emphasise 

the dynamic nature of cultures and that challenge, as the participating teachers did, the 

traditional preconceptions of culture as pertaining first and foremost to nations.  

The notions of cultural content also appeared to be connected to the idea of 

collaborating with others. The research participants mostly gained their cultural knowledge 

through experiential learning and participation in social processes in which a variety of 
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partners, not necessarily native speakers (NSs), were called into contribution. Indeed, the very 

nature of collaboration appears to be purposeful and functional for the co-construction of 

views about culture because collaborative practices in which the participants were involved, 

revealed a sort of meaning through communication that help them understand culture. 

A further aspect that has to do with the perception of useful cultural content refers to 

the implication of the research participants’ native culture. This entails increased awareness of 

varied cultural affiliations as well as incorporation of information about their course 

participants’ home cultures in FL teaching and learning. In fact, this accentuates the necessity 

to broaden the approaches of the teaching of culture in FL teacher training programmes 

towards the study of the course participants’ own contextual identities and native resources, 

too. In fact, the inclusion of home culture is likely to stimulate a process of identifying 

differences and locating these differences in relation to each other for collective explanations 

of how people differ and where their differences come from.  

In relation to collaborative interactions that facilitate cultural growth in the training of 

teachers of Spanish as a FL, three collaborative interactions were indentified in the context 

under scrutiny: Telecollaboration, collaborative reasoning (CR) and collaboration between in-

service teachers and the tutor. Even though the goal of this dissertation was not to establish 

clear-cut characteristics of collaborative interactions; some features deserve attention. The 

three types of interaction fostered personally inclusive interaction, less active teacher 

facilitation and authority. They also promoted group and peer work aiming at reaching 

common goals (i.e., constructing knowledge and reflecting). The three interactions also 

entangled sense and causality because they involved participants in externalising and 

verbalising their deepest concerns and opinions about the subject matter at hand. In short, the 

three collaborative interactions chiefly dealt with personal expression and involvement. 
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As an example, telecollaboration seems to provide pre-service teachers with a fertile 

ground for owning a voice that takes into account their historicity and particularities and that 

allows the discovery of new roles for them. Accordingly, telecollaboration may enable teacher 

trainees to go beyond the simple depicting of the target culture; rather it should involve them 

in exploring, analysing, and comparing issues related to different cultures including their 

home culture.  

Additionally, telecollaborative structures encouraged the development of various 

components of IC; so it seems to move away from unproblematic approaches FL and culture 

learning and to promote genuine communication and interpersonal relationships. Indeed, 

previous studies indicate that “setting up a trusting atmosphere” (Liaw & Johnson, 2001, p. 

249) and developing “personal (‘friendly’) relationships with their partner” (O’Dowd, 2003, 

p. 138) are crucial for e-mail exchange projects that intend to develop students’ IC.  

In relation to CR it is worth noting that this type of collaborative interaction seems to 

challenge the participants’ previous knowledge by providing them with a shared space where 

they can take some distance from personal assumptions and individual meanings in order to 

reach common goals. The shared space was promoted both by the shared activity of 

knowledge building and by the classroom culture. This embraced a specific framework for 

participation constituted by rules that enabled the participants to reflect and construct meaning 

with their peers. This outcome underlines the variety of ways in which students can access 

new knowledge through joint problem spaces. 

Another salient aspect of CR is the possibilities of participation in communities of 

practice (CoPs). In the studied context, the emergence of the classroom community allowed 

the research participants to work out their initial understandings with the purpose of 

transcending procedural meaning and develop advanced understanding of literary texts. In 
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addition, participation in CoPs appears to be an opportunity for teachers-in-training to take 

control of the course and to realise their own power and roles within the classroom 

community. These findings highlight the sort of collaboration in which participants may be 

engaged within CoPs and they also offer an approximation of possible gains provided by CR 

to FL teacher training processes.  

In a somewhat similar manner, collaboration between the tutor and the in-service 

teachers emphasised the establishment of an intentional learning community. In this case it 

was a way to involve teachers-in-training in their professional improvement. In other words, 

in-service teachers crafted their own understandings of the teaching profession in practice 

because the tutor aimed at empowering course participants and devised this as a fundamental 

goal for her course. As a result, and in line with Howkins and Ewens’ (1999) suggestions, 

professional development emerged as a dynamic and ever changing process and no longer as 

a reactive and linear procedure barely associated with the content of one single course. 

Accordingly, with the purpose of understanding professional culture, the participating 

teachers start experiencing the teaching profession from the inside and thus get involved in 

reflective practice about their own professional improvement to eventually make progress in 

embracing the teaching profession as their own.  

Actually, reflective practice was deeply rooted in teachers’ life stories and individual 

variation. The teachers-in-training reflected on their own conceptions and practices in relation 

to those of others and thus it gets a glimpse of probable ways in which teachers may reflect 

about their profession. Indeed, against the idea that “professional development has long been 

assumed to happen outside [...] classrooms” (Johnson, 2006, p.245), in the studied context, 

the research participants initiated the enhancement of their understanding of the teaching 

profession within a collaborative classroom community. 
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The results on the elements of culture emerging in collaborative interactions reveal 

that cultural content emerges from cultural products like literature; from the participants’ 

home culture and also from their practices enacted in the classroom culture. In fact, culture 

came first into view as part of nations and then, as part of particular communities such as 

family, elderly people or teachers’ communities. Therefore, the notions of cultural elements 

were again informed by the participants’ home culture, as well as their local and situated 

roles. Interestingly, cultural elements could also be observed from third places or outsider 

positions from which the research participants attempted to reach a less partial understanding 

of both target and home cultures.  

Classroom culture emerged as a further cultural content of the collaborative 

interactions examined here. The classroom community culture was driven by dialogue in 

which course participants not only personalised topics but also looked for explanations in 

their peers’ contributions, inferred information from them and made associations between 

their own ideas and those of others. These practices enacted inside the classroom became a 

common cultural frame of reference in which to enclose the participatory experience of 

meaning building. As an implication, designers of FL teacher training programmes should 

capitalise on the power of classroom community culture as an alternative cultural content to 

include in FL teacher trainings. Additionally, they should provide teachers-in-training with 

opportunities to reflect jointly on culture inside the classroom instead of persisting in 

fabricating artificial contexts for language use.  

Indeed, the cultural context emerged in collaborative classrooms could be considered 

as a cultural resource that separates from fictitious replications of cultural contexts related to 

the target language. Rather it could encourage students to express their own unique meanings, 
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to invest their cultural, historical and linguistic capital in generating interesting and original 

contributions.  

It is also acknowledged that, in the contexts under scrutiny, the study of cultural 

content does not relate exclusively to passive knowledge acquisition but to competence 

development (i.e., IC and teaching professional teaching skills). This is why FL teacher 

education should encourage classroom instructional approaches that serve both as vehicles for 

self-expression and reflection on others’ understandings, and as tools for cultural growth. As a 

result, training objectives should promote a clearer and more solid place for the whole process 

of learning and competence development rather than encourage pure acquisition of knowledge 

of the target language and culture as the final product.  

The examination of the views of the designers of training programmes on the possible 

role of collaborative learning for cultural growth demonstrate that collaboration is a necessity 

or even a requirement for actual teaching in current educational contexts. The tutors also 

perceive that collaborating with others calls for various partners different from conventional 

course participants (i.e., students and teachers). This is why FL teacher training should foster 

interaction with supplementary disciplines and collaborative partners that may help the field 

of FL teaching to move away from an isolated position to a more inclusive and 

multidisciplinary domain.  

In relation to cultural growth, the tutors considered collaborative learning a useful tool 

for enhancing cultural knowledge. First, because collaboration allows the target language to 

become a necessary vehicle for communication and so it facilitates exchanging cultural 

values, practices and viewpoints. In addition, according to the tutors collaboration entails 

working with different partners beyond the classroom, and therefore experiencing culture 

becomes a long-term process and a social meaning-making activity. The interviewed tutors 



166 

 

also looked upon collaborative learning as a way in which future teachers could take on the 

role of practicing teachers and be exposed to different ways of teaching  

 

To sum up and to answer to the main research question of how collaborative learning 

contributes to cultural growth in the training of teachers of Spanish as a FL at university, the 

present investigation affirms that collaboration does influence cultural growth positively 

because it empowers future and practicing teachers to enhance culture learning; it also 

provides participants with opportunities to expand their notions of culture and gain a deeper 

understanding of the culture of the teaching profession. These contributions of collaborative 

learning refer not only to increasing awareness and sensitivity of different products, 

behaviours and values of cultures but they presuppose the application of abilities to read and 

understand cultures and of making the experience of culture visible and accessible to others.  

 

7.2 Limitations and suggestions for further research  

 

Some limitations of the investigation and suggestions for further research also need to 

be pointed out. First of all, this complex case study was conducted within a population of 

Hungarian L1 teachers of Spanish with predominantly plurilingual and multicultural 

backgrounds. They were involved also in extended encounters with people from distant 

locations with different cultural backgrounds. Therefore it is important to be aware of 

complexity and possible unrecognised identities among the multiplicity of research 

participants’ profiles. More “creative methodologies such as personal narratives, diaries, 

popular culture and media” (Holliday, 2011, p. xi) need to be employed in future studies in 

order to understand and be able to create an account of how complex the participants’ cultural 

affiliations are and how this complexity reflects in the results.  
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It is also important to point out that the results about collaborative interactions 

illustrate, above all, successful experience. For instance, telecollaboration transcended 

superficial self-presentation and exchange (O’Dowd, 2016); CR and collaboration between 

the tutor and the in-service teachers intended to involve teachers in their own professional 

development. Therefore, forthcoming studies should focus on failed structures or stagnant 

interactions in order to provide deeper significance to the findings presented in the current 

dissertation.  

Another issue to consider is that the courses that formed the context of this dissertation 

were not burdened by having to prepare the students for a language exam. Contrary to 

prevalent claims of language teachers, the teaching of culture, in the studied context, was not 

a matter of time. Rather it was intertwined with language teaching and developed in an 

integrated way with other aspects. However, future research may hold relevant findings on 

how the integration of language and culture teaching is possible in cases where the teachers 

are under the pressure of immediate aims, such as exam preparation. 

Bearing in mind that one of the objectives of collaborative interactions was to provide 

teachers-in-training with experience that they could incorporate into their own teaching, 

effects should be studied in longer term, too. It would be useful to follow the participating 

teachers in further research to determine whether and how they apply collaborative models 

and techniques in their own classrooms. Likewise, a number of research participants indicated 

their appreciation for collaboration, therefore future research on the issue would require 

formal follow-up in order to support the outcomes, which is something that was outside the 

scope of the present doctoral research. It would also be constructive to note retrospective 

perceptions of positive and negative aspects of collaborative interactions by former students.  



168 

 

8 Pedagogical implications 
 

Although it goes without saying that a single complex case study cannot prove or 

disprove a theory, it may clarify meanings and raise ideas that can attract attention to 

problems that have been overlooked, or create awareness of powerful theories that have not 

been fully studied. This final chapter of this dissertation focuses on pedagogical implications 

of the preceding conclusions for areas like FL teaching, the teaching of culture in FL settings 

and teacher training programmes.  

To start with, the findings of this research provide evidence that components of culture 

and their teaching cannot be described in neat patterns. The views of the teacher trainees, 

cultural elements emerging in the collaborative interactions along with the views of the 

designers of FL teacher training programmes showed great variability in relation to the 

notions of culture and demonstrated that these notions are context-dependent and vary 

according to individuals. As a result, the inclusion of the cultural component in FL teacher 

training should be prompted by the need of a deep understanding of a particular community 

and even more by the desire to comprehend how individuals from that community conduct 

themselves, fulfil actions and use socio-cultural knowledge to manage local situations (Arens, 

2010). In short, culture learning should happen together with FL learning and vice versa, FL 

teaching should continue to include culture teaching, too. This underlines the relevance of 

Damen’s (1987) claims stating that “one can learn the formal system of a language without 

much culture learning but one cannot learn much about a culture without knowledge of its 

language or languages” (p. 222).  
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In this same vein and following Arens (2010), one may propose that culture teaching 

in FL teacher education should be centred on cultural identities and on the teaching of 

“pragmatic systems by means of which individuals negotiate individual identities and their 

membership (or exclusion) from its community” (p. 322). This perspective of culture 

teaching, though not sufficient, focuses on pragmatic accomplishments which are grounded in 

situation-based and socio-cultural necessities. As a result, the “new unit of teaching can no 

longer be the word, sentence, paragraph, icon or sign, […] instead our target for teaching and 

learning needs to be the field of action and agency of an individual within […] communities” 

(Arens, 2010, p. 322). 

Similarly, it may be central to integrating not only diverse cultures into FL teaching 

but also to including students’ home culture in addition to the mainstream of cultural 

diversity. This may be a way to go beyond a mere presentation of Spanish-speaking countries, 

such as Spain, Mexico, or Argentina, and cover a wide range of other cultural contexts and 

their relationship, with the students’ culture included. The option of giving voice to the 

students’ home cultures (that are generally absent from instructional materials) is regarded as 

an opportunity to access particular discourses of personhood and communication. Mallén 

(2007) highlights that learners’ experiences outside the classroom influence their thoughts and 

therefore learners may learn predominantly from personal contacts and situations in which 

their skills of discovery and interaction are called into contribution. Consequently, educators 

at all levels need to re-examine instructional content, approaches and assessments to ascertain 

that objectives in the areas of culture learning are met. Designers of FL teacher training 

programmes may also want to review language programmes to include cultural aspects of the 

students’ home cultures. 
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Another key issue for FL teaching is the notion of students as multi-competent 

learners. The emphasis on individual experiences within collaborative interactions challenges 

the idea of a homogeneous FL learner whose main goal is to emulate a NS model. Instead, it 

calls for a multifaceted learner fluctuating as much as their identities. The expanded view of 

learners as multi-competent individuals ought to open space for learners’ L1 and C1 within 

the FL classroom. Moreover, learners’ L1 and C1 are “no longer to be viewed negatively, as 

an impediment which teachers would naturally wish to avoid or remove, but positively as a 

resource” (accent in the original) (Widdowson, 2003, p. 152).  

Although the aim of this dissertation was not to identify a definite cause-and-effect 

relationship between collaborative learning and cultural growth, some of the findings give an 

indication of areas that may be helpful in understanding the role of collaboration in teacher 

educational programmes. First of all, it would be worth favouring learner-centred practices in 

the area of language and culture teaching. Collaboration entails listening to students and 

requires their participation, too. Learner-centred approaches could assist the emergence of 

knowledge from practice (e.g., field-work and problem solving) and experiential learning 

since participants are personally involved in reaching a common goal. The consideration of 

this approach might be useful in FL teacher training to develop flexible pedagogies which 

position course participants as independent producers of knowledge (Gan, Humphreys & 

Hamp-Lyons, 2004) and culture learning as a contextualised practice that entails personal 

cultural contact (Liaw & Johnson, 2001), too. 

Secondly, given the fact that the participating teachers highlighted friendship and 

personal involvement as key tools to access cultural content, it is inferred that interaction and 

interpersonal relationships ought to be fostered in FL teacher training programmes. The 

contact with various individuals and communities proves to be challenging for teachers-in-
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training, it provides them with opportunities to reveal and display their own identities and get 

access to various meanings. In this investigation meanings were inserted in specific 

communicative practices that represented cultural and pragmatic accomplishments of the C2 

and C1. This could happen in other contexts as well. Therefore, cultural growth should also 

entail contextualised and reflective practice of the target and home cultures of various 

participants.  

Thirdly, more opportunities for collaborative and nonthreatening language and culture 

practice are also needed so that teachers-in-training could take their role seriously as FL users 

reveal their home culture and develop partnership with other speakers. Although 

telecollaboration was a ‘first’ as an experience in the studied context of teaching, similar 

projects could be incorporated in training programmes. Actually, the results of this 

dissertation draw attention to the salience of extended collaborative partnerships for FL 

learning and teaching. Thus it is important to open space for students to collaborate in solving 

questions that expand their learning world and connect them to other questions, other students 

or teachers and alternative collaborative partners. 

Even though collaborative learning seems almost too easy to defend, its inclusion into 

FL teacher education would entail a high degree of planning because it needs to be modelled, 

explicitly planned and controlled throughout the whole process of training. It is acknowledged 

that for teacher trainees to benefit from collaboration, they should ease slowly into the process 

to eventually make extensive use of it in class. Collaboration, then, needs to be closely 

monitored and supported by well-defined guidelines, clear goals and chiefly by well-trained 

teacher trainers. Thus the inclusion of collaborative learning and culture teaching in FL 

teacher education does not only presuppose planning the activities and syllabi but also 

training the trainers. This is why tutors play a crucial role within planned collaboration. Their 
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support is important to create initiatives, and especially to plan activities and incorporate 

structures to promote the development of a collaborative culture. This suggests that tutors 

should overtly recognise diversity, emotionality and subjectivity among their students and that 

they support collaborative and conversational inquiry, too. Supposing that the preceding 

implication finds its way into FL teacher training on a large scale and in the long term, future 

FL teachers would be much better equipped to integrate, if needed, the teaching of FL and 

culture in a collaborative fashion in their own classrooms, which in turn would lead to many 

more people than today becoming competent intercultural speakers and FL users.  

By the same token, the outcomes of this dissertation could be valid for general FL 

teaching, too. Taking into account that FL teacher training should influence FL teaching, and 

FL teaching in turn should also have some effects on teacher education, what has been learnt 

about collaboration and cultural growth (particularly IC development), in the studied context 

is not only relevant for the teaching of Spanish as a FL. The outlined results could also inform 

and reinforce teaching and learning practices of other FLs as well. In addition they may be 

used to raise FL teachers’ and teacher trainees’ awareness of integrating cultural elements in 

language teaching and using collaborative techniques in teaching FLs.  

The incorporation of collaborative approaches into FL teacher education also points to 

the need of renewed attention to professional collaboration. This may help moving teacher 

education in the direction of opening training programmes towards establishing more space 

for collaboration among practicing teachers and also towards the development of team 

culture. The results of the present investigation emphasise the importance of local 

communities such as the ‘Pestalozzi Fridays’ meetings in Hungary (Lázár, 2016). The group 

meets once a month on a voluntary basis to share ideas and teaching experiences for 

professional development. In fact, the collaborative nature of this kind of learning community 
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makes them important sites for innovation, reflection and community building in the teaching 

profession. This means that the most stimulating possibilities to take advantage of 

collaboration rest in the hands of teachers and not somewhere out there independent of 

themselves. 

Finally, since collaborative strategies as well as cultural growth can be easily forgotten, 

ignored or given passing attention in FL teacher education, it is fundamental to insist on 

explicit instruction of both areas. However, as shown by the present complex case study, 

culture teaching and collaborative learning do not take time away from language (or other 

subject) learning; therefore instruction of both areas can take place in an integrated way. 

Culture teaching and collaborative learning should be overtly stated in the curriculum of 

teacher training programmes, even though they are already part of the hidden agenda. 

Mainstream teacher education should continue to address the important challenge of 

experiencing and talking about language and its culture rather than merely using it. 
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APPENDIX A 
DETAILED DESCRIPTION OF BYRAM’S (1997) MODEL OF INTERCULTURAL 

COMPETENCE 
(Compiled on the basis of Byram, 1997) 

 
The components of IC 

 

1.
 

A
tt

itu
de

s 

curiosity and openness, readiness to 
suspend disbelief about other cultures 
and belief about one’s own 
 

• Willingness to seek out or take up opportunities to 
engage with otherness in a relationship of equality, 
distinct from seeking out the exotic of the profitable.  

• Interest in discovering other perspectives on 
interpretation of familiar and unfamiliar phenomena 
both in one’s own and in other cultures and cultural 
practices 

• Willingness to question the values and 
presuppositions in cultural practices and products in 
one’s own environment 

• Readiness to experience the different stages of 
adaptation to and interaction with another culture 
during a period of residence 

• Readiness to engage with the conventions and rites 
of verbal and non-verbal communication and 
interaction 

 

2.
 

K
no

w
le

dg
e 

Knowledge of social groups and their 
products and practices in one’s own 
and in one’s interlocutor’s country, 
and of the general processes of 
societal and individual interaction 

• Historical and contemporary relationships between 
one’s own and one’s interlocutor’s countries 

• The means of achieving contact with interlocutors 
from another country (at a distance or in proximity), 
of travel to and from, and the institutions which 
facilitate contact or help resolve problems 

• The types of cause and process of misunderstanding 
between interlocutors of different cultural origins 

• The national memory of one’s own country and how 
its events are related to and seen from the 
perspectives of other countries 

• The national memory of one’s interlocutor’s country 
and the perspectives on them from one’s own 
country 

• The national definitions of geographical space in 
one’s own country, and how these are perceived 
from the perspectives of other countries 

• The national definitions of geographical space in 
one’s interlocutor’s country and the perspective on 
them from one’s own  

• The processes and institutions of socialisation in 
one’s own and one’s interlocutor’s country 

• Social distinctions and their principal markers, in 
one’s own country and one’s interlocutor’s 
Institutions and perceptions of them, which impinge 
on daily life within one’s own and one’s 
interlocutor’s country and which conduct and 
influence relationships between them. 

• The processes of social interaction in one’s 
interlocutor’s country 
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3.
 S

ki
lls

 o
f i

nt
er

pr
et

in
g 

an
d 

re
la

tin
g 

ability to interpret a document or 
event from another culture, to explain 
it and relate it to documents or events 
from one’s own 

• Identify ethnocentric perspectives in a document or 
event and explain their origins 

• Identify areas of misunderstanding and dysfunction 
in an interaction and explain them in terms of each 
of the cultural systems present 

• Mediate between conflicting interpretations of 
phenomena 

 

4.
 S

ki
lls

 o
f d

is
co

ve
ry

 a
nd

 in
te

ra
ct

io
n 

ability to acquire new knowledge of a 
culture and cultural practices and the 
ability to operate knowledge, attitudes 
and skills under the constraints of 
real-time communication and 
interaction 

 
• Elicit from an interlocutor the concepts and values 

of documents or events and develop an explanatory 
system susceptible of application to other 
phenomena 

• Identify significant references within and across 
cultures and elicit their significance and 
connotations 

• Identify similar and dissimilar processes of 
interaction, verbal and non-verbal, and negotiate an 
appropriate use of them in specific circumstances 

• Use in real-time an appropriate combination of 
knowledge, skills and attitudes to interact with 
interlocutors from a different country and culture 
taking into consideration the degree of one’s 
existing familiarity with the country, culture and 
language and the extent of difference between one’s 
own and the other 

• Identify contemporary and past relationships 
between one’s own and the other culture and society 

• Identify and make use of public and private 
institutions which facilitate contact with 
other countries and cultures 

• Use in real-time knowledge, skills and attitudes for 
mediation between interlocutors of one’s own and a 
foreign culture 

 

5.
 C

ri
tic

al
 c

ul
tu

ra
l 

aw
ar

en
es

s a
nd

 p
ol

iti
ca

l 
ed

uc
at

io
n 

an ability to evaluate, critically and on 
the basis of explicit criteria, 
perspectives, practices and products 
on one’s own and other cultures and 
countries 

• Identify and interpret explicit and implicit values in 
documents and events in one’s own and other 
cultures 

• Make an evaluative analysis of the documents and 
events which refers to an explicit perspective and 
criteria 

• Interact and mediate in intercultural exchanges in 
accordance with explicit criteria, negotiating where 
necessary a degree of acceptance of those exchanges 
by drawing upon one’s knowledge, skills and 
attitudes 
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APPENDIX B 

INTERVIEW GUIDE FOR THE PRE-SERVICE TEACHERS ABOUT USEFUL 

CULTURAL CONTENT FOR CULTURAL UNDERSTANDING 

(Translated from Spanish) 

1. What does culture mean to you?

2. Could you give some examples of culture?

3. What does culture mean in the context of teaching Spanish as a FL?

4. Provide some examples of culture that you have experienced personally in learning

Spanish as a FL or that you were taught during your language studies.

5. How would you describe your interactions? Or your relationship with Spanish L1

speakers?

6. Can you mention any skill, knowledge or perspective about culture that is particularly

useful for succeeding in your interactions with Spanish L1 speakers?

7. What kind of cultural information is presented during your interactions or during your

language studies that help you to understand Spanish L1 speakers?

8. In your opinion what is the key element for understanding Spanish L1 speakers?

9. What difficulties have you experienced in making sense of cultural issues in your

personal experience of using Spanish with Spanish L1 speakers?

10. Can you recall any area / content/ or information about culture that made you react to

in your interactions with Spanish L1 speakers?

11. How do you see the way you react to Spanish L1 speakers’ cultural information?
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12. In terms of cultural content, what have you gained from your interactions with Spanish 

L1 speakers or during your language studies?   

13. Has the experience of exchanging with Spanish L1 speakers added any ideas to your 

earlier views of Spanish language? / Of learning Spanish? / Of Spanish L1 speakers?  

14. Have you ever used any of the cultural information coming from these exchanges in 

your language learning? / In your personal life? / In your professional context?  If yes, 

why and what kind of information /knowledge have you used? / If not, why not? 

 

Spanish version 

ENTREVISTA PARA PROFESORES EN FORMACION 

LOS CONTENIDOS CULTURALES UTILES PARA EL ENTENDIMIENTO 

CULTURAL 

 

1. ¿Qué significa para ti la cultura?  

2. Da ejemplos de cultura. 

3. ¿Qué significa la cultura en el contexto de la enseñanza del español como lengua 

extranjera (ELE)? 

4. Da ejemplos de aspectos culturales: Que hayas experimentado de manera personal en 

tu proceso de aprendizaje de ELE o que te hayan enseñado durante tus estudios de 

idiomas. 

5. ¿Como describirías tus interacciones o tus relaciones con los hispanohablantes? 

6. Menciona algunas destrezas, saberes o ideas acerca de la cultura que hayan sido 

especialmente útiles o determinantes para el buen manejo de tus interacciones con 

hispanohablantes  
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7. ¿Qué tipo de información cultural se presenta o se ha presentado en tus interacciones o 

en tus estudios de idiomas que creas que te han ayudado a entender mejor a los 

hispanohablantes?   

8. En tu opinión, ¿Cuál es el elemento clave para el entendimiento con los 

hispanohablantes?    

9. ¿Qué dificultades has tenido tratando de entender asuntos relacionados con la cultura 

en tu experiencia de uso del español con hispanohablantes?     

10. Recuerdas alguna área, contenido o información relacionada con la cultura con la cual 

hayas chocado durante tus interacciones con hispanohablantes?  

11. ¿Cómo calificarías tus reacciones o respuestas hacia la información cultural 

relacionada con los hispanohablantes?    

12. En términos de contenido, ¿cómo te has beneficiado de tus interacciones con 

hispanohablantes of durante tus estudios de idiomas?     

13. ¿Crees que la experiencia de interactuar e intercambiar con hispanohablantes ha 

modificado de alguna manera tus ideas previas acerca del ELE? del aprendizaje ELE? 

de los hispanohablantes?   

14. ¿Has tenido la oportunidad de usar información cultural proveniente de dichos 

intercambios en tu propio proceso de aprendizaje de lenguas extranjeras? En tu vida 

personal? En tu contexto profesional?  

Si alguna de tus respuestas es afirmativa: ¿Por cuáles razones y qué tipo de 

información o saber has utilizado?  

Si alguna de tus respuestas es negativa: ¿Por qué no la has utilizado?  
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APPENDIX C 
 

INTERVIEW GUIDE FOR THE PRE-SERVICE TEACHERS ABOUT 

TELECOLLABORATION WITH SPANISH L1 SPEAKERS 

(Translated from Spanish) 

1. Could you explain your reasons / your motivations for exchanging e-mails with your 

native speaker correspondent? 

2. ¿How do you see your role in this exchange? Did you notice an evolution of your 

roles?  

3. How would you describe your relationship with your correspondent? What kind of 

personal information did you provide to your correspondent?  

4. What have you gained from this exchange?  What are you taking away from this e-

mail exchange? 

5. Have you ever used any of the information coming from this exchange in your 

language learning? / In your language classroom? / In your homework?  If yes, why 

and what kind of information /knowledge have you used? / If not, why not? 

6. What elements of culture did you identify during your exchange with Spanish L1 

speakers? 

7. What differences do you find between you and your correspondent? (In thinking, in 

values, in behaviour, etc.) 
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Spanish version 

ENTREVISTA CON PROFESORES EN FORMACION: 

TELECOLLABORACION CON HISPANOHABLANTES 

1. Explica tus motivaciones o razones para intercambiar correos electrónicos con 

hispanohablantes 

2. ¿Cómo calificarías tu rol en ese intercambio? ¿Identificaste algún cambio en tus roles?  

3. ¿Cómo describirías tu relación con tu amigo por correspondencia? ¿Qué tipo 

información (personal) le suministraste a tu amigo por correspondencia?    

4. ¿Qué tipo de beneficio o ganancia has obtenido de ese intercambio? ¿Qué te llevas 

contigo después de este intercambio por correo electrónico?  

5. ¿Has empleado alguna vez alguna información proveniente de ese intercambio por 

correo electrónico en tu propio proceso de aprendizaje de ELE? ¿En tu salón de 

clases? ¿En la realización de alguna tarea?  

Si alguna de tus respuestas es afirmativa indica ¿por qué y cuál tipo de información o 

saber has empleado?  

Si tu respuesta es negativa, indica ¿por qué no la has utilizado?  

6. ¿Cuáles elementos relacionados con la cultura has identificado mientras realizabas el 

intercambio por correo electrónico con hispanohablantes?  

7. ¿Qué diferencias percibes entre tú y tu amigo por correspondencia? (En cuanto a 

maneras de pensar, valores, comportamientos etc.)  
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APPENDIX D 
 

INTERVIEW GUIDE FOR THE IN-SERVICE TEACHERS  

(Translated from Spanish) 

FOCUS ON THE WORLD LITERATURE COURSE  

1. Could you explain the reasons for attending a world literature course? /for doing your 

PhD? 

2. What have you gained from the course?  What are you taking away from this course? 

3. How would you describe the discussions that took place during the course? 

4. How would you describe the atmosphere of the course? 

PERSONAL EXPERIENCE OF READING LITERATURE 

1. What processes do you follow in working with a text for this course?  How do you 

decide what to concentrate on? 

2. What difficulties have you experienced in making sense of the literary works for this 

course? 

CULTURAL CONTENT IN THE WORLD LITERATURE COURSE 

1. Can you mention any content or knowledge related to culture that was salient / useful 

for you when reading the literary works? / That was mentioned during the course? 

2. What kind of cultural information was presented during the lessons that helped you to 

understand the texts? 

3. Can you recall any cultural area / content or knowledge that made you react while 

reading or while participating in the course? 
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THE PARTICIPANTS’ PERCEPTION OF THEMSELVES WITHIN THE WORLD 

LITERATURE COURSE 

1. How do you feel about attending this course? 

2. How do you see your role in this course? 

3. Have you had any difficulties concerning the course? If so, what were they? 

4. What is the interaction of students like in the course? What do you think about the 

interaction of the students? How do you see the way you react to the others? 

 

TEACHING EXPERIENCE 

1. Can you tell me about your professional experience in language teaching? 

2. Have you ever included literary works in your language teaching?  If so, why and what 

kind of activities have you given to the students?  If not, why not? 

3. In your opinion, what kind of cultural content, skills or knowledge can be provided to 

students using literary works in language teaching? 

4. Has this course added any ideas to your earlier views of teaching culture? 

 

Spanish version 

ENTREVISTA DE PROFESORES EN EJECICIO  

 

PREGUNTAS ACERCA DEL CURSO DE LITERATURA UNIVERSAL  

1. Explica tus razones para asistir al curso de literatura universal o para adelantar tus 

estudios de doctorado.  

2. ¿Qué tipo de beneficio o ganancia has obtenido de este curso? ¿Qué te llevas contigo 

después de culminado el curso?  
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3. Como describirías el tipo de conversaciones que se llevaron a cabo durante el curso?  

4. Describe el ambiente del curso  

 

PREGUNTAS ACERCA DE LA EXPERIENCIA DE LEER LITERATURA  

1. ¿Qué procesos aplicas cuando estás leyendo textos para este curso en particular?  

2. ¿Qué procesos aplicas cuando estás trabajando para este curso? ¿Cómo decides en cual 

aspecto concentrarte cuando estas elaborando tus análisis o interpretaciones?  

3. ¿Qué dificultades percibiste o experimentaste cuando tratabas de analizar o interpretar 

el significado de las obras literarias asignadas para este curso?  

 

PREGUNTAS ACERCA DEL CONTENIDO CULTURAL EN EL CURSO DE 

LITERATURAL UNIVERSAL 

1. Menciona algún contenido o saber relacionado con la cultura que haya sobresalido o 

que haya sido particularmente útil para la lectura de las obras literarias o qué haya sido 

desarrollado o tratado en el curso.  

2. ¿Qué tipo de información relacionada con la cultura se presente durante la clase? ¿Te 

ayudó para entender las obras literarias?  

3. Recuerdas algún área, contenido o saber en particular que te haya llamado la atención 

mientras leías las obras asignadas o mientras participabas en las sesiones de clase?  

 

PREGUNTAS ACERCA DE LA PARTICIPACION DE LOS ESTUDIANTES EN EL 

CURSO DE LITERATURA UNIVERSAL 

1. ¿Cómo te sentiste en general en el curso? 

2. ¿Cómo describirías tu rol en el curso?  
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3. ¿Tuviste alguna dificultad con el curso? Si tu respuesta es afirmativa, indica ¿cuáles 

fueron tus dificultades? 

4. ¿Cómo calificarías la interacción entre los estudiantes del curso? ¿Qué opinión te 

merece dicha interacción? ¿Cómo crees que reaccionaste frente a las aportes de tus 

compañeros de clase? 

 

PREGUNTAS ACERCA DE LA EXPERIENCIA DOCENTE 

1. Resume tu experiencia profesional en la enseñanza de lenguas extranjeras.  

2. ¿Has incluido alguna vez en tus clases, obras literarias?  

Si tu respuesta es afirmativa, explica por qué y cuál tipo de tareas asignaste a tus 

alumnos.   

Si tu respuesta es negativa, ¿por qué no?  

3. En tu parecer, ¿cuál tipo de contenido cultural, destrezas o saberes pueden ser 

proporcionados a los estudiantes de lenguas extranjeras a través de la literatura? 

4. ¿Cuál fue el impacto de este curso sobre tu quehacer docente? ¿El curso ha cambiado 

tus ideas previas acerca de la enseñanza de aspectos culturales en ELE?  
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APPENDIX E  
 

TEMPLATE FOR FIELD NOTES 

 

DATE  
PLACE  
DURATION  
PARTICIPANTS  
 

 

LITERARY WORK  
PLANNED TOPIC: 
 

 

SETTING (classroom) 
 

 

OVERVIEW OF THE LESSON 
(brief summary of the lesson with key 
topics, concepts, objectives and tasks 
etc) 

 

Noteworthy  events (including 
participants’ reactions/ 
responses/behaviours) 

 
 
 

Response to cultural content 
(including what the participant said, 
reactions/ Responses) 

 
 
 

Participants’ cultural self 
(including 
What the student said / did and how 
he behaves)  

 
 

 

Classroom atmosphere & sensory 
impressions 

 
 

Raw notes  
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APPENDIX F 
INTERVIEW GUIDE FOR THE COURSE TUTOR 

(Translated from Spanish) 

 

CULTURAL CONTENT IN THE WORLD LITERATURE COURSE 

1. In terms of cultural content / knowledge /skills, what are the aims of the course? 

2. Why and how did you choose the texts for the course? 

3. What type of cultural content / areas / knowledge did you plan to present in your 

course? 

4. What other cultural categories / useful areas emerged at the end of the course?  

 

DEALING WITH CULTURAL CONTENT IN THE WORLD LITERATURE 

COURSE 

1. How would you describe the teaching processes of the course? 

2. What tasks and activities have been devised to deal with cultural content and why? 

How useful were these tasks and activities? 

 

THE TEACHER’S STRATEGIES TO HELP STUDENTS DEAL WITH CULTURAL 

CONTENT IN THE WORLD LITERATURE COURSE  

1. Can you recall any cultural difficulties experienced by your students while 

participating in the course?  If yes, how did you help your student(s) to overcome 

these problems?  
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2. How did you help your students comprehend/ interpret /make sense of/ infer meaning 

from the texts? 

3. Can you mention the most useful areas / content / skills or knowledge that you gained 

from teaching this course?    

 

INCLUDING THE STUDENTS’ ASSETS 

1. How did your students react to cultural content areas that arose in class?  To one 

another’s’ comments?  

2. What are the assets of your students that they bring to the course?  

3. How did you involve your students’ assets in your course?   

4. What opportunities did you provide to your students to participate and respond 

personally to the text?  

5. How do you think your students profited from this course in terms of useful content 

areas, skills or knowledge? 

 

Spanish version  

ENTREVISTA PARA EL DOCENTE  

CONTENIDO CULTURAL DEL CURSO DE LITERATURA UNIVERSAL  

1. ¿Cuáles son los objetivos del curso, en términos de contenidos culturales, saberes, 

destrezas etc.?  

2. ¿De qué manera y bajo cuales criterios elige usted las obras para leer en el curso? 

3. ¿Cuál clase de contenido cultural, áreas, saberes, planeó usted presentar durante el 

curso?  
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4. ¿Cuáles otras categorías o áreas de interés común surgieron durante o al final del 

curso? 

 

PREGUNTAS ACERCA DE CONTENIDOS CULTURALES EN EL CURSO DE 

LITERATURA UNIVERSAL 

1. ¿Cómo describiría usted los procesos de enseñanza-aprendizaje que se dieron durante 

el curso? 

2. ¿Qué tipo de tareas o actividades fueron diseñadas para tratar el contenido cultural y 

por qué? Consideras que dichas tareas y/o actividades fueron de gran utilidad para los 

estudiantes? ¿para la enseñanza de aspectos culturales? 

 

PREGUNTAS ACERCA DE LAS ESTRATEGIAS DOCENTES PARA AYUDAR A 

LOS ESTUDIANTES A ESTUDIAR CONTENIDOS CULTURALES EN CLASE DE 

LITERATURA UNIVERSAL  

1. Recuerdas haber experimentado alguna dificultad durante tu participación en este 

curso? ¿Notaste que algún estudiante tuvo dificultades?  

Si tu respuesta es afirmativa, comenta ¿cómo ayudaste a tus estudiantes a solucionar 

los problemas?   

2. ¿Cómo ayudaste a tus estudiantes a comprender / interpretar/ darle sentido/ inferir 

significados de las obras literarias asignadas? 

3. Menciona las áreas, contenidos, destrezas o saberes que tu consideres mas utiles y que 

han surgido durante el curso 
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PREGUNTAS ACERCA DE LA INCLUSION DE RECURSOS PROVENIENTES DE 

LOSESTUDIANTES  

6. De qué manera reaccionaban tus estudiantes frente a los contenidos culturales 

seleccionados para el curso? ¿Cómo respondían a los comentarios de los demás 

estudiantes?  

7. ¿Qué tipo de recursos provenientes de los estudiantes se incluyeron durante las clases?  

8. ¿De qué manera fueron implicados los recursos o valores de los estudiantes en las 

clases?    

9. ¿Qué tipo de oportunidades le fueron suministradas a los estudiantes para que 

participaran de manera active y respondieran de forma personalizada a todos y cada 

uno de los textos literarios?  

10. De qué manera sus estudiantes sacaron provecho de este curso, en términos de 

contenidos, áreas, destrezas o saberes relacionados con la cultura?   
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APPENDIX G 
 

INTERVIEW GUIDE FOR THE DESIGNERS OF TRAINING PROGRAMMES 

(Translated from Spanish) 

1. What contents do you consider essential for the training of teachers of Spanish as a 

FL? 

2. In the area of culture, what contents/ areas/skills /competence do you consider as 

important for the training of teachers of Spanish as a FL? 

3. What of these contents/ areas/skills /competences have you already taught or treated in 

your classes? 

4. How do you define the term collaboration or collaborative learning? 

5. In the current teacher training programmes, which is the role of the tutor? In 

collaborative structures? 

6. How do you think that collaborative learning contributes to the development of 

cultural growth in the area of cultural competence? 

7. What kind of collaboration / collaborative partnerships have you already experience? 

8. Could you give examples of your participation in the following collaborative 

partnerships? 

a. Collaboration with other institutions 

b. Collaboration between teachers 

c. Collaboration between students 

d. Collaboration between student and tutor 

e. Collaboration with native speakers  
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9. Could you name further collaborations that need to be developed in order to expand 

cultural growth of teachers of Spanish?  

 

Spanish version  

ENTREVISTA PARA LOS DISEÑADORES DE PROGRAMAS DE FORMACION 

1. ¿Cuáles contenidos considera usted esenciales para la formación de futuros docentes 

de español como lengua extranjera (ELE)?  

2. En el área de la cultura, ¿cuáles contenidos, áreas, destrezas y/o saberes considera 

usted importante para la formación de futuros docentes de ELE?  

3. ¿Ha tenido la oportunidad de enseñar en sus propios grupos de clase alguno de los 

contenidos, áreas, destrezas o saberes mencionados? 

4. ¿Cómo definiría usted la palabra colaboración o aprendizaje colaborativo?  

5. En los programas de formación actual, cuál es el rol del tutor o maestro? cuál seria su 

rol en estructuras colaborativas?  

6. Cree usted que el aprendizaje colaborativo aporta al crecimiento cultural de los 

estudiantes? ¿De qué manera?   

7. ¿Qué tipo de colaboración o de asociaciones colaborativas ha usted experimentado 

anteriormente?  

8. Enumere ejemplos de las siguientes asociaciones colaborativas:  

f. Colaboración con otras instituciones 

g. Colaboración entre docentes 

h. Colaboración entre estudiantes 

i. Colaboración entre estudiantes y tutores 

j. Colaboración entre hablantes nativos  
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10. Mencione otras posibles colaboraciones que se requieran llevar a cabo con el objetivo 

de desarrollar el crecimiento cultural de los futuros docentes de ELE 
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APPENDIX H 
 

TRANSCRIPTION CONVENTIONS APPLIED IN THE DISSERTATION 

Adapted from (Menard-Warwick, 2009) 

 

[…] Text omitted 

[text] Paraphrase or author’s note 

Italics Author’s emphasis 

((   )) Comment on voice quality or paralinguistic features (e.g., laugher, 

gestures) 

-- 

/?/ 

... 

The speaker cut off the word or phrase 

Undecipherable word or phrase 

Pause 
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