yerview of Adult
the U.S. Context

I don't say learn the language out of any sense of etiquette or duty. Do it
50 you can participate fully in the life of the nation and make the most
of living in this country.

—Arnold Schwarzenegger (2008, para. 5)

On the 25th anniversary of becoming a naturalized U.S. citizen, Arnold
Schwarzenegger, action film star and former governor of California, reflected on
the fact that he came to the United States speaking very little English. “To make it
in business and Hollywood, I knew I had to take English lessons, speech lessons,
accent-removal lessons—anything to improve my chances of success. And I happily
did it all” (Schwarzenegger, 2008, para. 6). He represents, however, only one kind
of adult English language learner in an ocean of such learners in the United States.

An ocean is a large context, and within that context there are many dramatic
environmental habitats: open water, coastal water, coral reefs, salt marshes,
mangrove swamps, and so on. The online context for the adult English language
learner in the United States is similarly made up of multiple learning avenues:
intensive English programs (IEPs), proprietary schools, federally funded adult
education programs, privately funded community-based and faith-based organi-
zational programs, work-based programs, and privately conducted group lessons
and tutoring. To paint a picture of some of these avenues for learning, wé will.
look at Jack, Claudia, Maria, Tuan, and Edna as exemplars.*

Jack at the Intensive English Program

Jack came on a visa from the Kingdom of Saudi Arabia, like 39,990 other people
on student visas to the United States who were enrolled in English language
programs in 2013 (Institute of International Education, 2013). He is attending

4. These are representative, composite characters based on data and experience with students in these
different contexts. They are not based on any individual students.




English classes for at least 20 classroom hours per week, plus going on some fie]q
trips and receiving personalized instruction (formerly known as tutoring). Jack js
19 years old and hopes to enter regular university classes next semester. In fact,
he often expresses his belief that he does not need to be in a special English clasg
atall. He believes his English is good enough to make it through the freshman
year of college.

Jack has 15 clas'smages: 4 from Saudi Arabia, 2 from Japan, 2 from Venezuela,
and 1 each from Colombia, Vietnam, South Korea, Taiwan, Thailand, Turkey,
and China. The majority of students entering university English programs in
the United States in 2013 were from Saudi Arabia (10,852), Japan (5,825), and
Venezuela (6,158; Institute of International Education, 2013).

Like most intensive English programs, this school does not have a true
distance learning program. The idea behind intensive English is that students
are fully engaged in English studies in a live (i.e., not digital) environment for
large chunks of time. However, a few schools, like Sacred Heart University in
Connecticut, have fully online English programs along with their intensive

English program, particularly for students for whom travel to an English-speaking

country is not feasible (Sacred Heart University, 2014).

Jack’s school does not have this option, nor does it require much online
interaction with his teacher or classmates. Still, almost all of the textbooks Jack
uses have online components. He has to log into the school'’s intranet and access
his grammar and vocabulary text to complete his homework assignments. He
gets instant feedback from the program, and his teachers can see exactly where he
is doing well and where he may need more help. His writing instructor uses the
school’s learning management system not only to make assignments, but also for
students to submit their essays and receive feedback. She has a discussion board
where she requires that students make weekly posts and respond to at least two
posts by their classmates, but Jack writes only the minimum amount required to
maintain his grade average in the class. He prefers to avoid the computer lab, so
he uses his smartphone application for the discussion board and sometimes even*
to submit his essays.

.t

Claudia at the Proprietary (Private, For-Profit) School

Not all people who come to the United States temporarily to study English enter
into intensive English programs. Claudia is a professional website developer and
analyst for a large marketing company in Brazil. She studied English in high
school and through the university, but she has never been quite comfortable
with her spoken English since she has little opportunity to practice with native
speakers. In 2013, she decided to invest in a short-term language course offered
by a private language school in California. In Brazil, several agencies help match

cision on familiarity with the text used at the school, which was the same one

E.he had used in her university studies in Brazil, and had the agency help her

ake arrangements to enter the program. Many propri.etaryf s'chools hk(l)'- lt(he n:::t
laudia attended are directly tied to private or stat.e umversme's, but unlike ;
fegular IEPs, they often offer short courses. Claudia had a.ch01ce ofa 4;\;& ‘

or 3-month course. Because she had only 4 weeks of vacation, she opted for

, month's stay.

Like the IEPs, the focus of the proprietary school is to offer an immersive

4 experience. As a result, participants in the program spent very l.ittle.time og
' a computer. They had a few digital projects to do, which they did with word-

processing and presentation software. They also }.1ad access to some ix?lu:}el i
activities that accompanied the text they were using, the .same as Jac dlnh © tim,e
but these activities were optional, and most student.s decxd-ed to spend t T(E o
on dther things, like sightseeing and hanging out. w1th'the1r classmates. he ndlz
distance communication happened before Cl‘audla arrived on campus, toBraa ”
logistics and provide guidance prior to her tl‘lI:), and 'flfter she retl'nnfl toatisfac-,
wheh she received a short evaluation survey via emz.ul to determme. elr1 s e 2
tiont with the program and advise her of a discount if she r.eturnefi in the fu t.
Both Jack and Claudia came to the United States fully fntend.mg to return. o
their own country after their studies. Maria came w_ith no 1ntent1on. of lrfc;,turrslmg,
and her experience with learning English in the United States was significantly

different as a result.

Maria at the Public School Program

Maria was just 26 years old when she successfully crossed the southerr; u.s. )
border with her husband Gilberto, her son Ivan, age 9, and daughter E sa,t :Ig:; .
They paid a “coyote” (a human trafficker) US$§,OOO to help. them ge.t pas. e
border checkpoints. She did not realize at the time that getting past immig
just the start of her worries. .
Patr;l]i"t‘:;l':z legal visa, she and her husband enc.ountered z'md.ovilrc;me mlillt-ed
tiple barriers to providing a better life for their children, which is al t ei,a‘;v;s .
Without permission to work, Gilberto often had t? take low-wage, low-s s
jobs. In some cases, the company refused to pay him at all and threatene >
turn him in to immigration if he complained. In Texaf anld s.everal oth.er hstal e ,‘
undocumented immigrants are unable to acquire a dflver s license, w;n? also
means they are not able to purchase car insurance. Gilberto c-hose to fr{;ve o
without a license or insurance, and twice was stopped. by police for tra ! c;rl
tions. The fines were over $500 each time and if h'e failed tc.> pay, he.knetvlv e i
would likely be deported. On the other hand, if Gilberto did not tc-lnve, e v:r:t il
have to find a job close to their home or figure out other means of transpor .

+
+

Although they wanted to save for the future, Maria and Gilberto were unable
i

nd v oo s s i e o S s el to open a bank account because they did not have the types of identification

and Claudia used one of these agencies to find her school. She based her final
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» required by federal rules for banking. They kept their savings in their freezer ang
were twice robbed while they were at work.

At first, Maria was not interested in learning English because she had settled
in the southwestern part of the United States, where Spanish is commonly spokep
by about a third of the population (U.S. Census Bureau, n.d.). However, once her
children entered school, she found herself at a disadvantage when speaking to
their teachers, especially the ones who spoke limited or no Spanish. She decided
to enroll in a free, federally funded family literacy English language and civics
class being offered at her daughter’s elementary school.

Maria had no computer experience when she walked into the classroom, but
the teacher set up an email account for her on the first day of class. Every week for
the first few weeks, the teacher took the class to the computer lab, where they prac.
ticed using email: sending email, formatting text, forwarding email, adding attach-
ments, archiving messages into specific folders, and so on, Eventually, the parenting
specialist came to the class to help Maria and her classmates set up accounts on the
public school’s parent access program. At that point, her children’s teachers began
to keep her updated by email, and although Maria did not have a computer, she
was able to access the parent engagement program and her email on her phone.

As the semester went on, she had several projects to prepare which required
new computer skills. By Christmas, she was able to write essays using a word
processor, prepare a presentation, and even edit a short film on how to make
empanadas. When the semester resumed in January, the teacher started requiring
students to view instructional videos prior to coming to class so that they could
spend more time in the classroom actually practicing the skills. This flipped
classroom concept (see the Promising Practices section in Chapter 4 for more on
this topic) was difficult for students at first, especially because fewer than half had
access to a computer at home, but before the first month of the year was finished,
everyone was able to access the private YouTube channel to view the lesson expla-
nation and enjoy more of their class time in conversation and practice. Gilberto,
who was unable to attend classes because of work, often watched the videos with
Maria at home and started to be interested in learning English for himself. He
even went so far as to enroll in the evening classes offered at the same school.

A few weeks into the spring semester, the teacher introduced optional dis-
tance learning activities. Gilberto had bought a laptop for Maria and the children
for Christmas, so Maria was one of the first to apply to participate in the distance
learning program. Each week, in addition to her in-class activities, she completed
one or more units of an online English language learning course, USA Learns
(www.usalearns.org). When Gilberto was unable to find work and Maria had to
leave the class to help support the family, she continued using USA Learns until
she was able to return to the regular classroom. Before the year ended, she had
been promoted to the adult basic education class with native English speakers,
the first step toward passing the General Education Development (GED) test,
which is considered equivalent to a high school diploma in the United States.

ot all ESL programs are as fortunate as Maria’s to have computer lab access
nd integrated technology instruction. Tuan, who came from Vietnam, found

¥ a free English class offered by a church in his neighborhood. The teacher was
experienced and enthusiastic, and he and his classmates were dedicated, but the
classroom resources were very limited. There was no dry erase board, much less
,. a computer and projector. The teacher brought one old laptop for the students to
4 use to do some practice activities, but as there was no wireless Internet access in

the church, the types of activities were limited to those available on CD-ROM. To
further complicate matters, the majority of the students not only had no com-
puter skills, many had no first language literacy skills either. Initially, the teacher
spent as much time trying to have students identify the different keys as she did
having the students take turns practicing, and even then it was awkward having
small groups of students huddle around the small laptop screen so that she could
demonstrate what to do. Tuan was an exception, being both highly literate and
very comfortable with computer technology. He soon became the classroom
expert for the “computer center” and helped the other students with both learn-
ing the English alphabet and using the computer.

The faith-based program had the same access to USA Learns as Maria's
federally funded program, but it did not have the resources to adequately prepare
students with the necessary technology skills. The teacher brought in her hotspot
to demonstrate the program, hoping some students would participate, but only
a few, Tuan among them, ever created an account. In the end, Tuan was the only
person who was actively using the distance learning option. Before the 3-month
course was over, many of his classmates had not only stopped using the online
program, but also stopped coming to the class as well. For many, family and work
demands made it difficult or impossible to continue. Tuan eventually realized he
could use the USA Learns courses without being part of the church’s program and
also stopped attending the class. When he completed all three of the USA Learns
course options, he found other free sites on which he could practice his English at
times that were more convenient for him. . . '

Edna at a Work-Based Program

Work can be a complicating issue for many adult immigrants who want to study
English. Some are fortunate enough to have English lessons offered at or through
their jobs. Since coming to the United States from Honduras 3 years ago, Edna
has been working as a housekeeper in a local hotel. Her job responsibilities along
with taking care of her children and husband did not allow her enough time

to also take English lessons, and while she wanted to learn English, she did not
feel any sense of urgency to do so. Her supervisor and coworkers always spoke

in Spanish, so she usually managed with no problems at work. Her children
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were enrolled in bilingual classes, so cornmpnicating with their teachers yqq
not a problem either. However, sometimes a hotel guest asked her -fOTVSOmeth
and she had to shake her head and say, “No English.” When her hote] mana’g |
decided to offer English lessons to the staff in order to improve their Custorhe!
service rating, Edna was one of the first to sign up. T,

The class met for just 1 hour 2 days a week, but the instructor also had th
participants use a special module of a business English course that addresseq
English for the hospitality service industry. This module allowed them to -
engage in role-playing situations with the computer even when the class wig
meeting. The computer program gave Edna feedback on her pronunciation ajp,
helped her gain confidence when guests asked for simple things like towels ap,
soap. During the class meetings, Edna’s instructor was able to monitor her pr§
ress and give her feedback about her lessons. Edna’s manager was happy beca
she received better customer service scores. Within 4 months, Edna had beep,
promoted to a supervisory position and was being groomed for management
long as she continued with her English studies.

Summary

As we can see by the experiences of Jack, Claudia, Maria, Tuan, and Edna, teac
ing in the digital context for adults learning English in the United States varies
greatly. In general, programs that cater to adult learners who plan to return to
their home country focus more on face-to-face personal experience and less

on digital contexts. However, some of these programs are starting to offer fully
online courses to reach potential students who are not able to come to the Unit
States. Publicly funded programs that reach adult learners who plan to remain
in the United States often include cornlﬁuter literacy (or workforce literacy, whic
includes computer literacy as a 21st century skill) in their English language
programs. Moreover, almost every U.S. state currently offers state-funded dis-
tance learning options for adult learners in English language and civics progra
those that do not are planning to do so soon. These programs are offered throu.
community colleges (2-year postsecondary schools), public school districts, an
community-based and faith-based organizations. The character of each organiz
tion, including its use of technology, is dependent on the organization’s missio
funding, and student base, although there is a gerieral movement toward includ
ing more technology in almost every adult learning context.

We have viewed these experiences from the point of view of the learners. In
the next few chapters, 1 will draw on my own experierice and informal intervie
with colleagues to look at three digital contexts in particular: the U.S. college an
university system, the U.S. adult education system, and tutorials and classes by
private instructors offered worldwide via the Internet. '

PERSPECTIVES ON TEACHING ADULTS ENGLISH IN THE DIGITAL WORLD

ey
(o]




. University |
oliege Settings o '

I was expecting to be able to speak more fluently and better than I can
speak now. We speak with other students like me from EFL so we make
mistakes and we don't notice that those are mistakes.

—student quoted in Study in the USA (2014)

When talking about English as a second language in college in the United States,
itis helpful to distinguish between two different kinds of institutions: 4-year
universities and colleges and 2-year community colleges.

4-Year Institutions: Intensive English Programs

There are more than 600 intensive English programs (IEPs) in the United States,
including both general academic English and English for specific purposes, such
as aviation and business. These programs are sometimes called university “cash
cows” as they can bring in large amounts of revenue based on out-of-state and
specialized tuition programs. However, they are highly susceptible to world
events such as natural disasters and economic downturns and as such are easy
targets for university programming cuts when enrollment slows (Rentz, 2012).

Students applying to a traditional 4-year university generally have to pass
entrance exams (such as the SAT for undergraduates and the GRE for graduate
school). Most schools require applicants to write an entrance essay, and many
programs are highly competitive, meaning even excellent students may find
themselves attending their second or third university choice. One marketing
advantage of IEPs in overseas markets is that many are able to integrate with their
host university to accept international students based on successfully completing
the [EP program instead of a standardized English test like the TOEFL (Rentz,
2012) and have preferential entrance into the for-credit university program.

The cost of postsecondary education in the United States is extremely high,
even at public universities. Students who are state residents can expect to pay
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nearly US$9,000 for 1 year of college, while students coming from outside of

the state will have to pay US$22,000 per year—$30,000 if they elect to attend a
private university—and these figures do not include student residence, meals, or”
books (College Board, 2014).

The majority of students in university IEPs are students from other countries
who plan to return to their home country or who want to enter a U.S. university
but lack university-level English language skills. Their motivations for study-
ing in the United States vary. Some students come simply for the experience of
living in the United States. Others must improve their skills in order to start the-"
undergraduate or graduate program of their choice. Some simply believe that
studying in the United States will improve them as a person and enhance their
career prospects.

A quick count of the intensive English programs listed under the Online/
Distance Learning category on the Study in the USA website (www.studyusa.com)
lists more than 115 programs, approximately 16% of all of the university English
programs. However, some of these, such as Kaplan, are proprietary programs
listed in various states, and others, when you follow the link, offer no informa-
tion about online or distance learning.

The lack of true distance learning programs is not surprising. As mentioned
in Chapter 3, the main draw of intensive English programs is living and practic-
ing English in an immersion environment. Nonetheless, the digital world is still '
important in this context. Instructors use technology during instruction and
require that students use supplemental online resources, U.S. textbooks these
days almost always have some sort of online component. Essays and research .."
papers require students to access library databases as well as other online
resources, and universities often have learning management syétems on which
some teachers require discussion board posts. In fact, many of the teachers in my’
community of practice are cdristaﬁtly looking for best practices for integrating
technology into their intensive English classes.

o

Community Colleges | - ,

While university IEP students tend to be younger (Zhao, Kuh, & Carini, 2005)
and focused almost exclusively on leairning the language (most cannot work in
the United States because of their student visa status), community college English
language students tend to be older (around 29 or 30 on average) working adults
attending part-time (American Association of Community Colleges, 2014).
Participants at the community college are usually immigrants who need English
to improve their quality of life in the United States. The difference in students’
prior education levels, life experience, and motivation are notable. Moreover,
there are many reasons why students may choose a community college over a

4-year institution when studying ESL in the United States.

Cost is one of the primary reasons that some students, incl}lding nont.ra-

i ditional students (those who did not transition directly fIOl‘l'.l high school uit.o

f‘ postsecondary education), may choose to attend a community college. Pub 1((:) 0
3 2-year tolleges have a price tag of about $3,250 per year, compared to the $9,

fﬁ' er year for in-state tuition at 4-year public universities (College Board, 2014?. In
“‘:‘,‘ l;ddition, many community colleges have programs that articulate directly with

larger.4+year institutions, meaning that after completing.the 2 years at the ccc;m;ll
munity college, students can feel confident that any credits tt'ley have ea}:nef w g
be accepted at the 4-year university with which the community college has Aorge
a relationship. In other words, by attending a 2-year college first, students can
save"over US$11,000, which can be an incentive to start at a 2-year college even
-year-degree career goal.
o asilz,siantia? savings ari, however, only one reason students may choose .to
attend a community college. In some cases, the chosen career may. not requlre‘
a*4-year degree. Community colleges offer many skilled-la}bor- certificates a.ndh
associate’s degrees for technical jobs, which are currently in high demand- int : e
United States (U.S. Department of Labor, 2014). If a studeTlt fan accoml?llsh his ,
or her career goal with a certificate or 2-year degree, tl'lere is little sensta in apply-
irig to and paying tuition at a 4-year institution. Imrmgra}nt adl-ﬂt English I.earners
may choose a 1-year certificate or 2-year degree to expedite the.lr.entrance mtlo .a
career. In some cases, they are able to build on their career decisions by acquiring
different levels of certification as they continue working. For e.x:%mple, a }.10me
health worker might pursue a 1-year certificate in medical assisting, mov1f1g up dto
a 2-year degree in vocational nursing, and then moving on to a 4-year r?glstere
nursing program, all the while continuing to work and support'the family.
Another reason students may choose a community college 1.s that the
entrance requirements tend to be less stringent, so those V\.IhO did not do well
in secondary school or who did not successfully pass required Placer.nent ’fests
at the college level can still take noncredit remedial classes. This testll}g differ-
ence is especially important in the case of nonnative speakers of English. Most ;
community colleges administer their own English language .placement tests, .an
even students who cannot pass a standardized English test like the TOEFL will be

i i i i - it English classes.
accepted into noncredit community English or remedial for-credit Eng

Community colleges have two basic types of English lan.guage pro-grams:
credit programs for advanced English language learners,‘whlch are typically for
those who intend to pursue further education in the United States and need to
improve their academic English, and noncredit programs for those who. m?ed“ '
practical, daily English to live and work in the United States. An.other dlsflnctlon
between these two types of courses is the students’ level of English proficiency.
The basic English programs use the National Reporting Sy.ster‘n (NRS) s?cale for'
measuring student proficiency. This scale ranges from Beginning ESL Literacy
to Advanced ESL. However, Advanced ESL on the NRS scale doe.s not represert
fluent or near-fluent préficiency in English. “To the ears of a native speaker, they
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would speak English with an ‘accent,’ make errors in grammar and syntax that
most native speakers would not make, and command a limited English vocabu-
lary” (Chisman & Crandall, 2007, P- 13). Noncredit courses teach survival skills,
social and work English, and because they are generally part of the national adult
education system, they are offered at low or no cost. These types of classes will be
discussed in more detail in the following chapter on adult education programs.

Students in for-credit programs have a higher level of English proficiency but

do not have the academic English required for understanding lectures, academic
writing,"and academic presentations that college-level classes require. As a result,
these courses typically focus on academic writing and speaking, and students pay
tuition for these classes like any other college class. Like some intensive English
program students, students in these classes may feel that they simply have to

get through these classes to get on with their academic career. For example, in a
case study on coping strategies utilized by community college ESL students, one
student said, “I just need to get this language down, so I can move on to my other
classes” (Richards, 2011). .

Like intensive English programs, community colleges in the United States
usually make supplemental use of online activities such as textbook support,
practice software in language labs, and learning management systems. As people
are becoming more and more proficient with Web 2.0 technology, however, some
promising practices are beginning to be used more extensively.

Promising Practices

Three instructional strategies that integrate online technology that frequently
appear in the literature-in both intensive English programs and community
college for-credit programs are project-based learning, hybrid models, and .
flipped classrooms.

Project-based learning is a teaching strategy that involves tasking students
with solving a problem, coming up with a digital product, or both. It is different
from simply preparing a teacher-assigned project in that the students themselves
come up with a driving question (problem), determine what they know and what
they need to know, and decide how to 8o about finding the solution and present-
ing it to an authentic audience. In general, you can tell the difference between a
project and project-based learning because all the projects presented in a teacher-
assigned project will look essentially the same, or very similar, whereas the prod-
ucts that groups of students produce through project-based learning look very
different from one another. In project-based learning, how the project develops
depends on the interactions among group members, although the teacher should
provide some guidance and assistance. As a result, each group’s project reflects the
collective and individual character and decisions of that group.

Both projects, especially technology projects, and project-based learning
are effective teaching tools, but project-based learning meshes particularly well

R
i
&
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:th adult learning theory principles: Learners determine what they want tf) )
o w and how they will go about finding that information, they are essentially
o)
kr;f directing using the instructor more as a resource, they have to rely on prior
self-

knowledge and mental models, learning is problem-centere}cll and :}(::te::;eitn
and the learning process is valuable to then;é)lezc)ause they choose the q
nowles, Holton, & Swanson, .
thenll;eIl(:Zlg Bikowski, and Boggs's (2012) studyf 38 su‘lc.lents used 1Googtle o
Docs, a web-based word processor with collaborative writing tech.nohogt}.r; :1 :in-
and conduct research. One of the useful features of .Google Docs is ’; a 1essar .
tains a history of who.wrote or changed what over tlm.e; therefori 1ﬁnecl s ;’;Ch
instrdctor can go back and see how each student contributed to ; e naordin
report. In this study, the students were allowed to group ther.nse v;s ;i}cl(; e gSiS
to their interests and come up with their own research questlon: n peans Sy
of the collaborative writing, the researchers found that most stul ents e
concerned the meaning of words but that the gfoup mem-bers a s.o c%rrdin -
errors and became more accurate writers over time. On.e.mterestm}?' ;11 afcurate
that the students who contributed less to the actual wr'mng made1 ig ! Zrl o)
changes (79% accurate) when they did decide to contribute (K;ss ere c.(,mSider.
As online collaboration'becomes more and more pol?ular, teac .erz Txflfa};em ides
including more of these kinds of projects, perhaps with class’es in diffe p
working together. .
o thlseilscl):fet al. (2§12)gused a hybrid approach. Writing instructlocrlx zlmcc)lfslc‘);r; -of
the planning took place in the classroom. In hy’ll)(rlt:(i1 (i:) :i:}?::(;lzoo ;1 isne o
i .to-face and online comporients are me -
gﬁhfizc;odel might be a class conducted syn'ch.ronou.sly_r, .ofte:n 1;1 zcal .comlz)t:ie;;l:
or it may be asynchronous participation in o.nhne actlvmes,. inclu Tgr i}; osne !
discussion boards or e-portfolios. (E-portfol;os are efl:}cltericr)rll;: :5:;1 :tivmes
nts create, store, arrange, and share evidence o : ities. -
’SI;;IS; have an advantage over tradi;ignal ﬁapegpaszi Iézritrfccall:l(:ise go.rplilr;gtg:h:j;o
s because all kinds of digital media c : photos, au
gfgil:;%i:ilaeir;?;resentations, documents, and so on.) In or.der fo'r hgfbrld i;a;lemg
to be most successful, the instructor must make the relationship et:;; e
classroom activities and online activities very c'le.ar to studenjcs. 1;1 adbl . “:hen
teacher needs to monitor students’ online activm'es and provide eed reasc e
appropriate. Particular to language learning, ha‘vn.)g st;udents ;‘ecoi - ff nses
and receive individual feedback about pronunciation is one a var;1 g of e
porating online activities. Some research suggests? t?lat stl.ldelrlxts w 1; :1e ;’vnon_
respond in class may actually participate more w1llmg'l}.r in t eon e e
ment (Grgurovic, 2011). Furthermore, research on writing mbstr;l]c n o sh
that the use of a blended learning enviro)nment can support both co
us learning (Larsen, 2012). '
andzi?erzci’:llic;ed form o? b(lended learning is the flipped classrcl)o.m. szz :z;ltxi-on
tional classroom, students come to class, where the teacher explains 1
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and/or demonstrates a skill. The format is “front-of-the-room” or teacher focused,
Students then practice the concept alone, as homework or independent study.
Some students are fortunate enough to receive help from family or friends, but
not everyone has expert advice readily available. In the flipped classroom mode],
students first prepare for class by watching a video explanation or working
through online modules that the teacher has prepared (or selected). Students

can then spend their time in class practicing the skills, with the teacher available
to answer questions and help hone the skill. The video lectures are sometimes
paired with interspersed quizzes or other online activities to support understand-
ing. In fact, one of the advantages to the flipped classroom model is that students
are able to pause, rewind, and replay the lecture as many times as necessary to
understand all the main points. In a traditional classroom, this is not the case.,
For students who have difficulty understanding spoken English, the ability to
rewind and replay the explanation is a distinct advantage over traditional in-class
explanations. Plus, spending class time on applying the skill or knowledge means
the teacher, acting as a resource or expert, can more easily identify problems that
individual students have in understanding or application (Educause, 2012).

In analyzing 24 research studies published between 2000 and 2012 (all but
one of which were from the postsecondary level), Bishop and Verleger (2013)
found the research focused mainly on student perceptions rather than student
outcomes, although the outcomes that were reported were generally positive,

In a study of preservice TESOL teachers in a Malaysian university, flipping the
classroom had a positive effect on active learning. Having viewed the lecture part:
of the class beforehand, students reported enjoying the class more, being more
attentive, and participating more actively in class (Jamaludin & Osman, 2014).

Clearly more research needs to be conducted on flipped classrooms in ESL at
the college level in the United States (and elsewhere). Since the focus of intensive
English programs and community college for-credit English is to prepare students
for academic English, dispensing with too much teacher talk at the beginning
of the class by using a well-prepared, 5- to 7-minute video lecture may enable
instructors to make the best use of their limited class time, especially for such
activities as writing conferences, in which the teacher gives individual feedback
on students’ writing in class. .

These practices—project-based learning, hybrid or blended models, and
flipped classrooms—are also common in adult basic education in the United
States, which we will discuss in the next chapter. The main differences are, in
general, the relative difficulty of the material, and the assumptions instructors
make about students’ technology skills.
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My wish is to read in English. Now I can say that I can write, read, .
and speak a little. I couldn't before. I was shy and embarras.sed to spea
and made mistakes. Now I am excited about studying English and

i lly soon.
ding other people. I still hope to speak better rea
nderstanding ’ —Maria (quoted in Salazar, 2011) .

In this chapter, we wil'l look at two types of adult education programs in the .
Ux;ited States: English language programs and workplace programs.

Adult Eduéation English-Language Programs -

Approximately 77,000 teachers in the Un?ted States wo‘rk in ac}gl}tl Zcit;c::grlll,d
which primarily includes teaching basic literacy, teacthg Elng is 20 aseconc
language, and preparing adults for the General Educ.atlona ! ?ve pedﬁC -
(National Center for O*Net Development, 2010).’ Without glymg fsp e dete a,-
the U.S. Bureau of Labor Statistics (2014) states, “Many pos1t10n§f f;)r tltlt A ﬁndpl
tion are part time, and full-time positions are uncornmc?n.and dil ;111 o .a
Asa result,’ prospects will be best for workers who are .w1111ng and a ; o e
part-time position.” Being part-time means that most 1nstructors- teachi i Org
as a second language to adults in community programs have 1?0 m.siral.nc o
retirement benefits. Some adult education teachers have full-time jobs 1nh e
tion or other fields. Some are retired or have other s?urces of SI;Pport sxig Lase
working spouse or partner. However, linan)(r1 have tto juggle teaching pos
brganizations in order to make ends meet. ‘ .
> t};;e:nc; iarly career, all of my teaching positio.ns were in the e\cflen;}?egi,rzc: 3;mo
hours a night, 2 or 3 nights a week. Twenty to thirty stL'ldents made i -ob}; ne
the classroom after working long hours in m?stly physically der}rlla? dmri 1) O‘;em_
publicly funded programs, financial support is funneled from t ei e etm egm
ment through the state to local programs through the Workforce Inves
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Act (WIA) of 1998. The WIA was replaced by the Workforce Innovation and
Opportunity Act of 2014, but at the time of this writing it is unclear exactly how
the new act will impact adult education, especially English language instruction,
WIA was intended to provide resburces for members of the population with
the most need: “low income adults who are educationally disadvantaged; indji-
viduals with disabilities; singie i)arents and displaced homemékgrs; individuals
with multiple barriers to educational enhancement, including individuals with
limited English proficiency; criminal offenders in correctional institutions and
other institutionalized individuals” (a.s. Départment of Edycation, 1999).
In other words, the English language students I taught in publicly funded
programs worked hard, but they were generally living below the poverty level
in the United States. These students had priority in the class based on funding,
and the class was almost always full. Because of their socioeconomic situation,
a host of other considerations had to be on my mind as an instructor. Could my
students afford to buy a textbook? Could they even afford to buy paper? Did the
story a student just told about his interaction with an employer indicate exploita-
tion or discrimination? What did another student mean when he said there was
no water at home? Was the plumbing broken or was he unable to pay the water
bill? I imagine every English language teacher in publicly funded adult education
in the United States could add dozens of questions to this list. As their instruc-
tor, I tried to make the classroom a safe, welcoming environment. Outside of my
class, the majority of these students were invisible people: construction workers,
housekeepers, food vendors. In my class, if nowhere else, I was determined that
these men and women would feel that someone noticed them, someone cared -

about them, and someone respected them for who they were as well as forthe
skills and abilities they already had.

My best efforts notv’vitflstanding,, by the end of the semester, it was not
unusual for my evening class to start dwindling down, from 30 to 20 to fewer
than a dozen students. Work schedules changed. Family demands caused
“stop-outs,” which refers to students who leave the program but who come back
later. Most, according to research, never considered themselves to have quit the
program. They just had their studies temporarily interrupted (Belzer, 1998). Asa
teacher, this was frustrating, but it was also frustrating for the students. Because
of missing class, they would often fee] like they were not learning, and then they
would quit or stop out again. Here is how one student, who did consider his stz)p-
out as quitting, described the expgeriepce of coming back to class:

When you realize it's not easy, you feel it is better to quit. But later, when'you
meet your classmates who were studying with you in the same classroom,
and see they are speaking English better than you, you regret not being
consistent about studying English. Then you try going to school one more
time. (Juan, quoted in Ramos, 2003)

i
b

the adult students’ preschool children while I taught the mothers (and sometimes

Eventually, I was fortunate enough to secure a full-time position in adult eiu-
cation with Austin Learning Academy. The position \A{as o'nly 30 hours per week,
but it did at least have health benefits. It was in a farmly' literacy program, so rnyh
class met while the children were in school. I worked with a coteacher who taught

fathers) English. As a result, I had the adult students for 6 hours a day, 4 dzys a
week. Having so many student contact hours was marvelous. St.udents mz:1 .e. con-
siderable progress in what seemed like a very short amount of time. In ad 1t1on.
to léarning English, they learned about U.S. history and .governmenf, commun;lty
action, health, parenting, math, science, and computer literacy. Pers1stence. to the
end of the semester was better than 90%, an amazing rate for adult educ:.itlon.
However, students still often had to miss class for various reasons, sometl'mes ;
for weeks at a time, and the evening class I had been allowed to. start continue

to have the same challenges with regular attendance as all evening adult literacy
dast: t};z;:e;;oint, I worked with the Austin Learniflg Academy’s. directors hto have
the organization become state-approved to offer distance learning to bot ou.r
ESL and adult basic education students. Like traditional classr?om programs,
distance learning in publicly funded adult learning programs is governed by
rules set forth by the National Reporting System. These rules state t}}at students
must have at least 12 direct contact hours to be counted as students in the refiort-
ing system. If students start a distance learning course but d'o n9t c,omp.lefe. the
12 contact hours, they do not count for reporting the organization's activities to
the federal system. Therefore, it is important.to make sure that the 127 contact
hours take place éarly in the semester. Most programs use at least plart of the .

12 hours for orientation to make sure that they can report students’ progress 1

1 data tables. .

e f’l?}(i: 1~rigulations also identify threexbasic types ?f distance learning modells
that programs can use: clock time, teache{ verification, and learner mastefy. n

a clock time model, the computer program reports the actual amount of Elme‘
the student uses the program. The teacher prints out a report generated by.thé
software and enters the corresponding houfs into the data management system
for the program or state. Teacher verification means .that the teacher must o
check the student’s work and determine that it is sat.lsfactory before fawardn;g

a predetermined number of hours, based on the unit, to the student s' recorl . t
Learner mastery requires that students pass a cornputer-gradec.i test with at e;s .
70%-80% (depending on the program’s standards) before being awarded a fixe

ours.

numfz)errootfrhdistance learning program, we chose a learner mastery moc.iel for

two reasons: The programs, USA Learns (www.u'salean.ls.org) and English for
All (www.myefa.org; now defunct), were free and required the least ar.nountt

of additional planning and follow-up on the part of the teacher. That is not to

i
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say that there was not still a considerable amount of additional work involved.
Students had to go through an additional orientation about the requirements

of the programs if they wanted to participate. They had to show that they could
send and receive email without difficulty and that they could log on and off the
website on their own. In addition, I had to monitor their progress daily, evaluate
their writing activities and report their awarded hours in the adult education data
management system for the state,

At the end of the first year of using English For All with my class, most of the
students had participated to some degree, but only a few had finished the online
course. The next year, I implemented a systematic introduction to computers
before introducing the distance learning component. Students began email-
ing the first week of class, and before Christmas they had written reports on a
word processor, created graphs and charts in a spreadsheet, conducted projects
and shared the results in slideshows, and even produced short how-to videos
on cooking their favorite dishes. Before the semester break, they were ready to
engage in distance learning,

This gradual introduction to computers better prepared students to be suc-
cessful in the distance learning component. To help students, I acquired copies -
of the videos for the course on DVD, as some of them had difficulty viewing the
videos online, either because of bandwidth issues or because their computer
would not allow the video to play. Students still had to complete activities online,
but they were not stymied by poor video quality.

We enrolled 66 English language students, and 48 completed at least one
level. Combined, they added more than nearly 3,000 additional hours to their
regular studies (Texas Educating Adults Management System, 2012). In addition,

according to the results of an internal survey we conducted that semester, stu-
dents in my class (N = 25)

® increased in computer ownership by 199,

® increased in home Internet access by 33%,

* increased in ability to use a search engine by 389,

® increased in ability to use email by 27%.

In fact, on 23 different indicators we measured at the beginning and end of
the school year regarding computer use, the class as a whole showed significant
improvement on all but three: “I know what a URL is,” “I know what a PDF is,”
“I have used social media on the Internet.” Regarding that last item, students did
not consider using social media on their phones as using social media on the
Internet, so there may have been a change that did not show up in the survey.

This increase in skills that my class reported is reflected in state-level data.
By 2014, most pyblicly funded adult education programs in Texas had some sort
of distance learning program in place. Figure 1 clearly shows that students who
engage in hybrid distance learning programs (having both traditional classroom

Performance OQutcomes

Number of Texas Adult Education and Literacy Students
Completing a Level by DL Status

Texas Statewide Data

t

2009-2010

20112012
B MOSTLY PROXY

20102011
B SOME PROXY

M NO PROXY

Figure 1. Student Performance in Traditional, Hybrid, and Distance Programs

and distance compone;lts) outperformed both students .who .pal.'ticiPated only |
in traditional classrgoms and those who participated pnrnan%y in dlszince
learning programs. Proxy hours are hours earned when stud¥1ng ata 1sta.1nce‘
when the student’s identity cannot be easily confirmed, that is, when not in .a
traditional classroom setting with an instructor present, on a phone call, orin a

video conference.

Workplace Programs

Community education programs, whether st:}te,‘-fun.ded or privately fun;l'e;il, '
are not the only place that adults residing in the United St?tes learn Ex}g ish.
Many businesses are also encouraging their employees t'o 1rf1pn?ve thetlz -
English by offering classes on site. One nonprofit orgamzajaon in cenlr - )
English @ Work (http:// englishatwork.org), has vyorked w1t'h 30 emp -Ei’e

ers in grocery, healthcare, and hospitality industries to provide accessi
Eng]llrslhf::zsio: : recent sdrvey of 336 enterprise-sized compar'lies (1,009 e;nsploty-
ees or more) investing in English language instruction, 57% in the United States

AND WORKPLACE ESL IN THE UNITED STATES
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and Canada provided English language lessons on site, while 58% offered courses

to their employees using Internet-based software solutions. Virtual classroom
training was reported to be used by 49% of companies. (These percentages are
not mutually exclusive.) These organizations reported that improving the English
language level of their employees improved customer satisfaction, productivity,
and sales (Rosetta Stone, 2014).
In the fall of 2013 and spring of 2014, I also had the opportunity to teach in

a workplace English program offered by McDonald’s Corporation called English
Under the Arches (EUA). EUA is designed to help managers and manager trainees
who need to improve their English. Since 2008, more than 2,500 emplayees have
participated, with a course completion rate of 91%. These participants were also
very likely to improve their salary and remain with the company for several years
after their course (Aspen Institute, 2014).

The design of the EUA program may hold the key to its success. First, par-
ticipants are paid to attend their weekly English lesson, in person or online, and
are also paid for one additional hour of online activity each week which their
manager plans into their schedule. In my case, the regional coordinator was very
proactive, communicating regularly with store managers to make sure that the
participants were scheduled correctly and able to attend all the classes. In other
words, support for the program came from every level of the organization, which
undoubtedly contributed to individual successes.

The materials are specifically contextualized to working at McDonald’s, but
include tried-and-true activities such as general conversation, think-pair-share,
role-playing, and so on. Contextualizing the materials in words, objects, and
situations with which the participants are already familiar may help improve
learning. For example; the program at McDonald’s would include vocabulary

such as names of products (Big Mac, McFlurry), equipment (fry basket, dump tray),
and processes (restock lids, assemble sandwiches), which may not be common in
everyday conversational English but are heard daily in the McDonald’s restaurant
environment. Further, learners are immediately able to apply what they are learn-
ing at work through required on-the-job activities. By immediately applying what
they are learning, students seem to become aware of their own improvement and
stay highly motivated throughout the course. .

The hybrid model of the course also contributes to its success. The teacher
and students meet together in a traditional class at the beginning of the course.
This face-to-face meeting helps establish rapport and also ensures that expecta-
tions are clearly communicated. Moreover, much of the first meeting is spent
making sure that participants can easily log into the online component. The
online space contains the link to the meeting room for their weekly lessons
online with their teacher as well as activities that they have to complete on
their own.

Periodically, the teacher returns for another face-to-face class. This reinforces
the teacher-student relationship. My students became very accustomed to sending

| -

| ,‘ e text messages between lessons and to communicate if they were going to be
nllasent or late. Most of the participants improve in the English they need for W.Ol'k
:nd their general English as measured by the Basic English Skills Test and testi-

' monials such as this one:

Before I took the class, I was afraid of a lot of things—when.l was at \fvork,
talking to the customer, and with my co-workers. I was afraid of talking to
my kids” teachers. . . . But now, the people that I work with and my customers
CAN understand me. I have relationships with them. (Edna Barrera, quoted
in Aspen Institute, 2014)

Although I've specifically discussed companies !Jased in. the United States, [
would like to point out that companies involved in 1nterna.t10nal commerce can
be based anywhere. The movement toward providing Er.lghsh language less?ns
to employees is not limited to companies based .in English-speaking cour?trles.
English is the lingua franca of international business, and rr'lany compafu;s .
around the world provide incentives for their employees to improve their Englis

ills.
langgfeg:rls;:lteaching English in the digital context in publi.cly func.ied adul.t
education and workforce programs is helping studel.lts achle've t.helr goafls. 1n1 new
ways. In the next chapter, we will look at how teaching ErTghsh in the dlilta -
context is helping individuals around the world reach their goals through private

and group lessons.

.
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I was really very scared with talking to native speakers. My opinion ,

is now totally changed. As you remember that I am very shy to talk co,
first time with a strange person. So after this experience I feel more .
confident and now I don't feel any hesitation to talk with native

speaker. I improve a lot, a lot confidence. .

, —Saba (quoted in S. Memon,
personal communication, June 9, 2014)

In the past few chapters, we talked about people learning English while living in
the United States, as either students or immigrants. The programs in which they
are enrolled offer at least some face-to-face hours with the instructor or some
aspect of blended online/offline instruction. However, over the past 5 years, I
have become more and more engaged with learners around the globe learning
English—with me at home in the United States and them at home in their own
countries. These are students whom I have not yet had the pleasure of meeting
in the physical world. It is a context unique to the digital age. We are simultane-
ously oceans apart and together in the same room. In this chapter, I will talk
about this unique context in terms of social media classes, online tutorials, and
webinar classes.

Social Media Classes

Nowadays, there are various wayé to connect with people online, especially
people you may have never met in person. One of the most common ways is
through the use of social media such as Facebook and Google+. This is generally
done asynchronously, meaning that each person makes posts and responds to
posts but is not typically together with other people online at the same time;
however, both Facebook and Google have instant message optiomns.

g
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When I first started using Facebook for education, it was mainly for classroom
administration purposes such as reminding students of registration dates and
upcoming events. Students who were missing at the beginning of class would
receive a Facebook message along the lines of “Class is starting. Where are you?”
Having received this message, more often than not, my wayward students would
slink through the door 20 minutes later. I created a Facebook group page on
which students could share photos and engage with each other outside of class
in a “safe” network. Most of them ended up “friending” each other outside of
the class page, and soon the page became pretty much obsolete as everyone was
seeing everyone else’s posts on their own profiles anyway.

I have also seen some very creative uses of social media by other instructors,
such as having students post and respond to video presentations, Twitter classes,
and Pinterest collages. Pinterest is a social media site that allows users to post

pictures on different “boards” so that they can organize and share them. You can
also put pictures from other people’s boards onto your boards. I use mine primar-
ily to find and organize teaching materials. My board is public (www.pinterest
.com/DrGlenda), but you can also make boards private, which is éxcellent for
creating a class Pinterest account.

Nonetheless, these uses still mostly benefit local students. In 2011, was
asked to facilitate the LiveEnglish with Livemocha Facebook class. I had already
been providing “expert reviews” on Livemocha for about a year, and when they
needed a new teacher to replace the incomparable Nina Weinstein (who ventured
off on her own to start Nina’s Easy English), Livemocha asked me to take over

the class. "

For 3 years, I met with hundreds of people from all over the world every
weekday for an hour in what was essentially an evolved synchronous chat
class. I posted a comment or question. Students simply read the comment and
responded if they so chose. We would refresh the screen and continue on. While
more than a thousand people typically viewed the posts, only about 15 to 20
people engaged in the lesson by commenting, '

1 use the term evolved synchronous chat because the lessons were not limited to
text. I shared videos, either from the web or ones that I uploaded. I could share
photos and clip art. To focus on listening, I often recorded and/or uploaded an
audio file to Vocaroo (www.vocaroo.com) and shared the link. These listening
activities were great for warm-up dictations or listening comprehensiori activities,!
or to clarify pronunciation, especially of informal English. The lessons covered
all kinds of topics and skills. We worked on grammar, reading, writing, informal
speech, and cultural norms. On Fun Fridays I would often offer an “open mic”
and spend the entire lesson simply responding to questions the participants
posted at the beginning of the lesson.

In 2011, I was giving a conference presentation on teaching using Facebook at
a statewide conference for the Texas Association for Literacy and Adult Education.
Facebook itself had been around only for about 7 years at that time, and the

: oncept of using itas a teaching mechanism rather than a purely social or online
c : :

) ,aming mechanism seemed pretty radical. The room was completely filled with

ieople'interested in learning how to use Facebook for teaching English, but one

attendee kept interrupting to argue that I could not tea.xch Engl'fsh on Facebook. If
1 used a word like dialogue or conversation, he quickly Jumpe-d in t? let everyolne
know that it was impossible to have a dialogue or conversation using text oE :’1
He was so adamant that other members of the audience began to argue wit dlm
on my behalf. For the rest of the conference, people would come up to me an

L% out that guy.”
say;%:’ }rzlioits:rr:: saotinewhat agn:oying to have a hecklerata ﬁrofessiona‘l cor-1fer-
ence, the only things I remember thinking at the time were: (1) Why did this Irlnan
comé to a session on teaching on Facebook when he was clearly opp?seld) tot ;.
concept of Facebook in general? (2) And, more important, what was. it about I e
idea of teaching on Facebook that caused him to feel threatened? Did techno oglyzi
somehow challenge his self-perception as a teacher? Perhapsj he felt that he wou
be obsolete in the digital English learning environment. V'wsh I cou'ld have X
allayed his fears. Teaching in the digital context requires different skills, but't e

ing remains the same.
essefIl';Z?i:)?ec 101; cfelivery, even if that mode is based in high tech, cannot re:plac?
a living, breathing, skilled teacher. Teaching English x'n a live, synchronous .
class on Facebook is not easy and it required every skill I had garnered ov'ef the
years. | had to use my background in syntax, phonology, readmg,'and wnur-xg
instruction. In addition, I had to handle questions about international English
and adjust my responses to “incorrect” answers if I found. that the grammar or
vocabulary item was correct in a different variety of E.nghsh. -

On top of that, I had to use all of my technical skllls.' To keep u? with the -
class, T had to read and type very quickly. If I made a typing .error, sorfleone (cf)rI
everyone) would surely let me know. Lurking critics were.qmck to po-mt (cl)ut i
made a grammatical mistake, typed the wrong word, or simply explame1 sontlef:ul
thing in a way that is different than what they would say. I was extremely grate

when Facebook Pages added the edit option to posts in September 2013. At least

now I can correct the mistake before two dozen people comr.nent onit

Since text does not have tone or facial expressions, wording become.s very
important, as does timing. If I make the post.s too slowly, stude'nts lose mtere;t.
If I go too fast, they complain that I do not give th'em enough tl.n?e' to res(i)on . -
This balancing act is further complicated by the dlffefent capabilities arf colrlm
tion speeds of the devices students use to participate 1n. the class..Occasmnzla( \/
a student may become offended or upset and make an inappropriate remark.
Classroom management techniques then come into play. Fortunafely, ona ‘
Facebook Page, the administrator has the ability to hide or delete 1nap1?roPr1ate
posts, but I still negd to follow up with the student to ﬁnd'out what I did to cause
offense, to explain appropriate ways of expressing complam'ts, and try to ensure
that the offending student knows she or he is still welcome in the lesson.
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Nonetheless, it is extremely rewarding to get the feedback from student
p.articularly when they pass a standardized-or classroom test, had a converss’
tion in English for the first time, or were offered the job they interviewed foa-'
‘English, and credit their regular attendance in the Facebook lessons as contrrill)n
ing to their success. Clearly, these language learners are doing more than just *
'attending the Facebook lesson, but the students themselves attribute theill' su
in part to the lessons there. In addition, cultural bridges are made in almost eccess
lesson. People talk about their religious holidays, learn to politely discuss oivery
about which they disagree, such as political situations, and still show respfct ntscl
concern for their Facebook classmates. Many true cross-cultural friendshi e
started in the Facebook English class. P

'V?/'hen Livemocha, which had been purchased by Rosetta Stone, made the
dec1?10n to stop these classes, | could not imagine not spending an ilour of m
day in such a dynamic, vibrant classroom, so I started offering similar lesspnsy o
the. GREAT English Online page. Amazingly, these dedicated students made then
s.w1tch very easily. At the time of this writing I am still offering these extremel
lively and enjoyable live lessons there (www.facebook.com/greatenglishonli ¢
and I have no intention of stopping anytime soon. . e
. Regardless of the Facebook naysayer at the conference, I can assert ;hat I hav
in fact, been teaching English on Facebook for many years, and my students havee '

indeed improved and, perhaps more important, have developed a community of
learners among themselves.

Private Tutoring '

Through Livemocha and also through the live F'acebook classes, I came into
contact with many people who wanted English tutorials via Skype. While I had
used Skype as a way of communicating with students in the past, t‘eaching on
Skype v.vas a novel idea at first. The first issue, of course, was trying to find a time
convenient to both the teacher and the student when we live half a world awa
from each other. When initially resolving this issue, I came across the World g
Clock Meeting Planner (www.timeanddgte.com/worldclock/meeting html). These
c%ays, however, there are many free applications to assist with scheduiing ac.ross
tlr.ne zones. | use Schedule Once (www.scheduleonce.com) because it integrates
w1t'h my Google Calendars (personal and professional calendars) and cangbe
' easﬂ}.' embedded on my website. English language learners simply go to the
website or to my calendar at meetme.so/greatenglishonline, set their local time
zone, and choose a time. I have set Schedule Once for my regular availabilit
but the program also reads my Google Calendar. If I want to make an exce tyi’o
to the rule, I simply put “unavailable” on my calendar for any times that arLe) noI:

officially scheduled, and the learner is lef
’ tto ch :
actually available. oose only from times when I am

Teaching on Skype, or any videoconferencing platform, comes with many

challenges. I use or have used Google Hangout, Blackboard, GoToMeeting, Adobe

I Connect, Genesys, and WebEx and have found that each of them has its own set
of advantages and disadvantages. Here are some things I've learned:

e Be presentable. Even though I am working from home, I dress for work.
When I am about to tutor, I check the camera. Do I look professional?
What about the background? The learner may or may not turn on his or
her camera (because of personal preference or bandwidth issues), but
most of the time learners want to see me, at least at the beginning and end

of the lesson.

e Be totally present. My clients are paying for my time. My dogs often have
to get thrown outside or upstairs temporarily if they are disrupting the
lesson, even a little. (My students will sometimes say “hi” to my dogs
by name when they bark during the lesson and I have not yet turned off
my microphone to deal with them.) This dedication to being focused on
the lesson is extremely important for paying clients. I had several clients
start working with me because their previous teacher had a young child at
home and they felt they were not getting their teacher’s full attention. It is
also important to close all the other programs on the computer to avoid
being tempted to check émail, look at social media, or do something else
on the computer during the lesson.

® Be tech savvy. I invest in good equipment, and I use a computer connected
By wire to the Internet for most of my lessons. Wireless does not work
as well in general. T make sure my computers are fast enough and have
enough memory for the demands of multiple large programs. A good
headset or podcasting microphone makes a world of difference. Also, a
good battery backup system is critical, as well as a Plan B, such as getting
in touch with my student through a phone or tablet application if that
becomes necessary. I also use a virtual private network so that if I need to
access my home computer, I am still able to conduct any business I need
to conduct while traveling. )

e Be organized. Each of my private tutoring clients has a folder on Dropbox
(www.dropbox.com), a cloud storage program. Any files that we need to
share, including notes of our meetings, go into those folders. I also keep
all of my curricular materials on Dropbox so that [ can easily access it and
share files regardless of what computer I happen to be using.

Be creative. 1 often use a Word document as a white board, and I purchased
a lower cost portable document file editor (PDF Studio by Qoppa) that
allows me to make all kinds of annotations and “Good Job” stamps.
Using a graphic tablet makes my handwritten notes onscreen a little easier
to read. (I find it terribly difficult to write legibly with a mouse!) I also
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have an application that turns photos into portable document files on
my phone and tablet, both of which are linked by an application called
Mighty Text to sync with my desktop. In using technology, the questions |
constantly ask myself are: How can I.do this better? What is going to help
the student have a better experience?

¢ Be flexible. This is true for both equipment and content. If I start out on
Google to find that my student’s network is not working well in Hangout,
we switch to Skype or WebEx. Many students have figured out how to
make international calls for free on the Internet, so sometimes they
simply call me. As far as content, I may have spent time planning for the
lesson, but if a teachable moment arises, or the student has something
specific that he or she wants to address, the lesson plan can wait. We can
use it another day. I have to be ready to teach anything and everything
every day. ‘

® Be clear about boundaries. Another challenge for teaching on Skype and

Google Hangout in particular is that students can see when you are logged

.+ into those accounts. Of course, you may sign out of these applications,
but then people who need to get in contact with you will not be able to do
so. Some students may not realize that being online does not mean that
you are available to speak with them. Establishing the rules for online
communication with students is essential regardless of the teaching
context, but it is especially important for individuals you have never |
physically met. I am careful to let them know not to call me if they do not
have a lesson scheduled as I am most likely working with another student
or teaching a class. They are welcome to email me, and I have an email
set up expressly for this purpose. Or they can send me an instant message
and I will return it when I am able. To this date, I have not had anyone
violate that request.

That is not to say I have not had some difficult situations when dealing with
online-only students. One student insisted that I sponsor him to come to the
United States and essentially cursed me for not being willing to do so. A student
[ had taught for a very short time asked me for a letter of recommendation for her
master’s degree program and did not understand why I did not feel comfortable
providing that recommendation for her.

Despite these sometimes uncomfortable situations, the rewards from teach-
ing English to private clients through web conferencing are immense. 1 become
very close with all of my clients. They send me pictures of their children and |
we share our joys and frustrations, just as students in my local classroom do. 1
cannot imagine my life without having met them, and I sincerely hope to meet at
least some of them in person at some point in the future.

+
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| Webinar Classes

Another way that I interact with students that I have nev.er phys%cally met is
through webinar classes. When Livemocha sgarted tutorials online, one of the
creative,ways I worked within the tutorial system was to hafre four or more
indiviéluals share their lesson time. By doing so, all four paid for only one leéson
but got to meet with me and three other people every week. Thesc? conve'rsatlon
classes were very popular and eventually Livemocha started offering their own
versio'n of online classes, Livemocha Classroom. . ‘

I:ivemocha Classroom initially was based on Livemocha’s Active E.nghsh
series,ﬂbut it soon bgéamg evident that students did not want.a rehashing of the
material they had already studied online. Why do aflult English language learners
sign up for a live, online webinar lesson? Tpe majority do .so because the.y }:vz;nt
tq interact in English. The classes were redesigned to provide stuc.lents with the
oﬁi)ortunity to communicate in spoken English as much as pos§1ble. .

The truth is, the majority of my webinar class students studied Er.lghsh for at
least a few years in school. In fact, some of them have studifad extensively and are
themselves English language teachers in their home countries. To be hone.st,.mo;t
of my students have watched more movies in English than 1 ever.plan to, listene
to ;nusic in English that I have never heard of, and watch.ed English 'languag.e .
television programs I know nothing about. These strategies—watching mov.les,
listening to music, viewing videos and TV programs——afe. all exgel}ent.praCUCe;
for developing receptive skills, but they are not as effective for promoting speak-
ing skills. And the students want to speak. . o ,

So regardless of the topic of the class (grammar, pgon}lnaatlon, vo§al.)ulary, .
reading, etc.), the majority of my online class time is dedicated to providing
students with the opportunity to use their voices. That is not'to say thatl am
quiet the whole time. If you have not yet guessed by my writing style, [ have been
gifted v{rith the ability to talk the ear off an elephant, whether or not the elephant

Care;tgrrse}jgtc;ﬁldl be sil;ant, because often the allure of the class is having a teacher
with a native accent who may or may not adjust her speech rate for y'ou. However,
when designing the lesson for the class, I make sure that ev?ryone vx.71¥1 havelan
opportunity to speak and respond to everyone elseﬁ. Just a.s in a traditional class-
room, | stay alert for teachable moments and remain flexible enough to change .,
directions midway through the lesson. .
Unlike the traditional classroom, though, I have to manage technologlcal
issues. Often, managing a digital classroom means having a Plan B, Plan C, and
Plan D in case the materials I choose to use fail to upload or share, or the plat-'
form is too unstable, or the audio for half of the students suddenly stops WOIkng.
Again, I have used multiple platforms for small groups, and each platform has its
own benefits and challenges. Skype has better sound, but Google Hangout has
better application sharing. WebEx has better stability and allows me to take over a
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student’s keyboard and mouse if necessary, but Blackboard Collaborate has better

previewing (i.e., seeing what the student sees). This added dimension of class-
room management is one of the true challenges of online teaching.

The second, and perhaps most important, challenge is creating a cohe-

sive community of learners among people who have never met one another.
Establishing trust among these individuals is essential so that they feel able

to $hare in whatever English they have without fear of judgment. In order to
promote trust, I have to provide many different opportunitiés for students to
connect with each other, not just in the group lessons, because “as the level of
interaction increases, a greater sense of community can occur, where learners
can share their divergent thoughts and perspectives to construct knowledge and
understanding” (Stavredes, 2011, P. 131). In an online class with students at
different levels, strategies such as asking advanced speakers to speak more slowly
or asking lower level students to type their answers (they are often more comfort-
able writing than speaking) may bé useful and make all participants sensitive to
the needs of their classmates,

I should point out that I currently offer two very different types of webinar
classes. The first type is a drop-in class. These classes are independent of one
another and do not require registration. I never know who, if anyone, is going to
show up. In the beginning with Livemocha Classroom, I often was sitting in the
room by myself, Fortunately, for my own lessons at GREAT English Online, I have
yet to have an'empty class. '

For these drop-in classes, I post the class information on the website
each week: grammar, accent reduction, songs and music, slang and informal
speech, article discussion, and conversation. In order to offset the problems of
international currency and the digital divide, these classes have no set charge.
Students pay whatever they are able to pay, if they are able and if they care to do
so. Establishing trust with new students in this environment can be difficult,
as I never know who is going to be in the class on any given day. Designing '
nonthreatening class activities and conversation questions is the best I can do.
Unpredictable attendance notwithstanding, regular attenders of these lessons i

tend to develop friendships that spill over into out-of-class connections.

The other type of webinar classes I offer simulates an intensive, all-skills
course. In addition to two webinar classes each week, I use the free learning
management system (LMS) Schoology (www.schoology.com) to post unit
activities: text, listening activities, video, workbooks, vocabulary flash cards from
Quizlet (www.quizlet.com), writing exercises, audio discussion posts, projects,
and quizzes. Students receive grades and certificates of completion. It is a rigorous
and demanding class. '

One of the ways I promote trust in that class is by having students respond to
each other’s comments in class and to their writing assignments in the LMS. They
do not typically respond to the English language use in the writing, but to the
content only. For example, in one assignment we were practicing using used to for

: past habits. The students wrote paragraphs about their childhood memories that

included one thing that was not true. Other students had to respc?nd b.y .identify-
ing what the incorrect information was. The surprising pé.ll't of thl‘S activity on the
discussion board was the manner in which they accomplished this.

Joe wrote a long paragraph that ended, “Every Sunday, [ wotll’d also W?.llk
my dogs and play with my polar bear cub.” Melanie re”sponded I'd s.ooo like .to
see a picture with you and your polar bear cub . . . :-). -Rather than Tnmply point
out the false comment, Melanie responded the way a friend wo.uld, mform'ally.
Both Joe and Melanie are professionals in their 40s. Although it was early 1n'the
course, I could easily see from the tone of the exchange that the clas§ was gom.g to
become a community quickly. Having activities that invited authentic expression
and interaction helped make that possible. . .

We have looked at the digital context as it applies to adults learning E.lnghsh
as a second language in formal learning programs such as intensive English
programs in the United States, community education progra.ms and‘ workfo‘rcle
programs in the United States, and online-only lessons (social me?ha: tutoria hs, .
and classes). In the next chapter, we will consider what the future is likely to ho
for teaching and learning English in the global digital context.
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Future of ESOL
e Online Context.

Technology gives us power, but it does not and cannot tell us how to use
that power. Thanks to technology, we can instantly communicate across

the world, but it still doesn’t help us know what to say.
—Jonathan Sacks (2012, para. 11)

“Why are there so many songs about rainbows and what's on the other side?” |
asked Kermit the Frog in The Muppet Movie (Frawley, 1979). That year, in 1979,

I remember spending hours on my TRS-80 computer writing and debuggiﬁg a,
simple code so that the song would play while the computer randomly displayed
colors on my television screen. One of the first home computers, the TRS-80 we
had did not come with a monitor, and to save data, you had to attach a cassette
player that recorded your program onto metallic tape with a horrendous metal-
on-metal squeal. .

A little more than a decade later, in 1992, I was able to take my five-pound
(2.3 kg) IBM Thinkpad laptop into my beginning ESL classroom to demonstrate
colors and other items on PowerPoint. We had only one computer in the class-
room, and we did not have Internet access. '

Another decade passed, and by the early 2000s I was fortunate to have access
to a full computer lab connected to the Internet. The textbook series I was using
came with CD-ROM exercises and videos, and students used Microsoft Office
products to prepare their reports and projects.

In 2013, I had a class set of tablets wirelessly connected to the Internet. .
Students watched a popular children'’s show character, Kermit the Frog, sing
“The Rainbow Connection” for themselves and wrote about their dreams for the
future. Where do we go from here? ;

When I think about the future of ESL in the digital context, the first thing
I consider is English as a global language. There are more nonnative speakers
of English than native speakers of English. It is the lingua franca of many busi-
nesses, countries, and, in general, of the Internet. If this trend continues, English
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must stay informed about situations that may affect their ability to participate in
online learning.

Computer technology is becoming better at being able to understand and
respond to humans. One of the computer programs I used to support learning
in my beginning ESL classroom was Learn to Speak English, by the Learning
Company. This program had early voice recognition software and gave students
feedback via a red-yellow-green gauge that indicated how “native” their pro-
nunciation was. At the end of each lesson, there was a computer simulation. My

will not be considered a foreign language but an additional language for many
people (TESOL, 2008). For teaching English, the focus will shift from English as

a medium for communicating with people from English-speaking countries to
English for international communication, with more conversations taking place
between nonnative English speakers. The cultural aspect of the language will
have to be tempered by international culture for business and travel. In one Tecent
post on LinkedIn, for example, a practicing EFL teacher noted that “the students
were interested in learning English to communicate with their Asian counter-
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parts (Expanding Circles) and hence there was absolutely no need for them to
know about an Inner Circle culture” (Mohamed, 2014), such as U.S., British, or
Australian culture. For teaching English in the digital context, this shift in the
use of English will require sensitivity on the part of online language instructors
to why students are seeking to improve their English. If English language learners
are not planning to interact with native speakers, then imposing cultural lessons
into their learning could be viewed as hegemonic.

Another factor that will influence the future of teaching English in the digital
context is the continued penetration of affordable and stable Internet access in
areas where it is not currently available. Many nonprofit organizations such Close
the Gap and GeekCorps are working toward the goal of making the Internet
available to everyoné on the globe. As previously underrepresented areas come
online, remote teachers of English may become a daily part of a virtual classroom
in previously underserved areas.

" In addition, as Internet speeds continue to increase, the resources available to
online teachers will continue to explode. Currently, I have to weigh the resource -
that I want to share against the bandwidth available to my students. If I share
my screen or turn on my webcam, will students risk being “kicked out” of our
classroom? If [ share a video, will it stream appropriately or will it be broken up
and unintelligible? If I pass access to my mouse and keyboard to a student, how
much time will I have to allow for the delay of movement? In the future, I expect
Internet quality to continue to improve and these considerations to become léss
and less important.

A factor that may still exist will be sociopolitical instability. While I fully
expect to see the Internet continue to'improve, human history is not so encourag-'
ing with regard to our ability to avoid armed conflicts. Online teachers will have
to continue to consider the living situations of students. Even in local classes,
students sometimes decide not to share the most unpleasant realities in their
personal lives. As adult learners, they have the right to disclose or not to disclose ~
that kind of information with their instructor. The same is true for online stu-
dents; nonetheless, if we are aware by way of international rrews that they may be
in a crisis situation, it stands to reason that we may need to make some adjust-
ments to our topics, our meeting times, or simply our tone of voice. We still must
respect students’ right to decide what to share and what not to share, but we also '

favorite simulation was the very first one, where the student was at a virtual party.
Students had to identify their gender and the program adapted to their response.
For example, if a woman asked a man at the party if he was married, the com-
puter simulation would ask, “No, are you?” in a sexy voice. If the c,omput‘er could
not understand the student after two or three tries, it would very politely say,
“Well, I Have to go now.”

The Turing test is “test of a machine’s ability to exhibit intelligent behaviour
equivalent to, or indistinguishable from, that of a human. In the original illustra-
tive example, a human judge engages in natural language” (“Turing Test,” 2014).
No computer passed the Turing test until June 2014, at which point a computer
was able to convince 33% of the people it interacted with that it was a 13-year-
old boy from Odessa, Ukraine. The test was conducted in English, so essentially, -
during the Turing test, the computer program was able to convince 33% of
the people that it could speak English like a 13-year-old Ukrainian nonnative
speaker (McCoy, 2014). While that may not be a true “pass,” it does indicate that
technology is moving toward an artificial intelligence with which a human can
truly interact.

Does that mean language teachers will no longer be necessary? That the
online proliferation of self-study courses will replace living, breathing English
teachers? Perhaps, but it will likely be several decades before such technology
is readily available. Currently, online translation is not consistently reliable.
Anyone who has had a student turn in a paper translated using an online service
can tell you that the available online translators still have a great deal of room
for improvement. In fact, one expert estimates that electronic translation will
not reach the same level of accuracy as human translation until around 2029
(Kelly, 2011). However, Kelly (2011) points out that using a translator is not the
same thing as learning the language for oneself, because cultural references and
humor are founded in interpretation. The primary purpose of language is, after
all, to be able to communicate with other humans, and while practicing with
a computer may be appealing to some because of convenience or lower risk to
self-esteem, eventually language learners need to interact with people who speak

the target language.

There is the possibility, however, that technology will develop a universal

translator. This technology has already been introduced in the genre of science

r
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fiction. In the television series Star Trek: Enterprise, which was first screened
between 2001 and 2005, we find out that the Universal Translator was invented
to get rid of the language barrier on Earth, eventually leading to world peace. The
technology was then extended to other species as they were encountered until,
eventually, it could even be used with nonbiological life forms, although there
were limits. For example, in a commentary on the complexity of legal language,
the Universal Translator could not translate the language of a race who spoke

in legalese (the language of law and lawyers; “Universal Translator,” 2014). The
key characteristic of the Universal Translator in the television series was that it
functioned through some sort of wave technology so that people heard others in
their own language regardless of the language spoken, functioning as a kind of
technological in-ear simultaneous translator.

We already have technology that can alter perceptions in the brain to help
those with disabilities. Neil Harbisson was born with a rare disability that makes
it impossible for him to see color. He is not just color blind (having difficulty
distinguishing shades of color), but actually sees the world in shades of gray, a
condition called achromatopsia. He had a device implanted into his brain that
interprets color frequency as sound frequency, so that he can “hear” the color he
is looking at (Harbisson, 2012). It is, then, not too far-fetched to imagine that .
technology will be developed that will use voice recognition and digital transla- .
tion to allow us to hear what someone says, regardless of the language spoken,
in our own language. In the event of the development of a universal translator,
learning English, or any language, will no longer be a necessity but a matter of
personal choice.

Changes in technology delivery will also impact how we teach. Currently,
when I teach online, I ask that students not use their tablets or mobile phones to
access the live lesson unless there is simply no other alternative. Smaller devices
in general are not quite ready for the memory and bandwidth demands of live
webinars online. In addition, the application versions of the webinar platforms
are often missing some aspect of the course, such as the ability to share screens or
view videos inside of the platform itself. This problem will likely be resolved as
mobile technology continues to improve.

Also, the move toward mobile technology will continue to, introduce more
and different kinds of activities for learners and teachers..Learning management
systems will become more robust. Pronunciation checkers already exist and will
start to provide not only feedback but adapted instruction. Podcasts will include
listening comprehension tasks. The possibilities seem endless, but teachers and
students will need preparation to take advantage of the world of mobile-assisted
language learning (Tai & Ting, 2011).

As technology continues to develop, traditional textbooks may one day disap-
pear completely. I recently tried to purchase a “digibook” of a popular textbook.

The idea of the digibook was interesting, having embedded audio and video files
that students could click. Unfortunately, the download, even on my high-speed,

hard-wired computer, took several hours. Further, after waiting for the download,
the installation program did not work properly and I was never able to use the
product. I think the producers of this particular series would have better invested
in a cloud version of the interactive textbook. Nonetheless, it is an indicator

that paper texts may eventually become a thing of the past. Materials writers

will focus on instructional design for online components that can be accessed

on tablets, phones, and whatever other devices are developed over the next few
years. These components will integrate authentic video and text from the Internet
and create a language environment in the online language classtoom that closely
mimics the language environment in the physical world at large.

Finally, teacher training and professional development for English language
learners will be redefined with changes in technology. There are already many
online programs offering certificates and degrees in TESOL, and one might be
tempted to assume that these certificates and degrees cover the topic of using
technology in the classroom, but that is often not the case. Virtual and physical
teacher preparation programs are still lagging behind in preparing teachers to
teach with technology. With regard to mobile technologies, the training is almost
nonexistent. As Hubbard (2008) indicates, it is not only best practices with
current technology for which we need to prepare the next generation of teachers.
The technologies I am using today did not exist when I started teaching. Some
of them did not exist even 5 years ago. Therefore, we need to include in teacher
training how to evaluate the usefulness of technology in our classrooms.

The future of technology in the professional development of English language
teachers is twofold: Technology will be both the subject and the medium of
professional development. Some self-study professional development is already
available strictly online, such as the U.S. government-funded Literacy Infor-
mation and Communication System (LINCS) English Language Learner
University courses and the LINCS Technology and Learning course (http://lincs
.ed.gov/courses).

While the online modules may be convenient, they lack the interaction with
other colleagues that some language teachers prefer. Local workshops and acad-
emies are one way that instructors are able to improve their skills and interact
with their colleagues, but the cost of providing local professional development
can be considerable. Furthermore, while many teachers would prefer sustained
professional development opportunities rather than one-shot workshops, paying
for mileage, meals, and lodging accommodations for participants and facilitators
makes single-day events more practical.

In the past few years, I have either participated in or facilitated several
hybrid professional development academies. In the spring of 2014, for example, I
worked for several months with a cohort of adult educators in Socorro, Texas. The
Technology and Project Based Learning Academy met face to face once a month
in January, February, and April. In between our face-to-face meetings, we met
online to discuss what the participants had been putting into practice in their
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classrooms. Participants commented on the advantage of having the between-
session webinars. ESL teacher Neryza Rivera wrote, “During the webinars I gained
some ideas from my colleagues that were adapted to my PBL [project-based learn-
ing]. I felt hesitant about the webinars, because it was my first on WebEx, but it
went well and the second one was a breeze.” Hybrid professional development
reduces costs but still ensures that teachers have an opportunity to practice and
get feedback on the strategies presented in professional development.

Professional development on technology is also critical. Teachers have
limited time to look for, experiment with, evaluate, and implement new tech-
nologies. One of the reasons that teachers may be slow to integrate technology
is a lack of confidence in their own ability to use that technology. In the Will-
Skill-Tool model of technology integration (Christensen, Griffin, & Knezek,
2001), improved student outcomes were associated with the teacher’s willingness
to integrate technology, skill in using technology, and having the technology
available to use in the classroom. The “will” and “skill” of the teachers were
measured by self-report survey, meaning that it may not be the actual skill of the
teachers, but their perception of their abilities with technology that influenced
to what degree technology was integrated in their classrooms. With technology
changing constantly, providing professional development on different technolo-
gies and their uses in the classroom will help teachers improve their confidence
and competence in technology use. Providing sustained professional develop-
ment will provide scaffolding as they experiment with new technology-based
instructional strategies.

In short, nobody can predict with any accuracy what the next few decades
will hold for teaching English in the digital context. Nonetheless, whatever the
next iteration of language learning and technology holds, we must remember
that technology is the tool. As Sacks (2012) writes, “It cannot tell us what to say”
(para. 11). We must not lose sight of the fact that language is a social endeavor.
The teacher-student and student-student relationships will always remain one of
the most important “technologies” available in our classrooms.

tions on Writing
the Digital Context

By three methods we may learn wisdom: First, by reflection, which is
noblest; second, by imitation, which is easiest; and third by experience,

which is the bitterest.

*

—Confucius

and challenging for me. It was challenging

due to the enormous number of articles and vast amount of information avail- :
able on the concept of learning language on the Internet. I had heard the term big
data from students in information technology, but writing this book gave me ?.
glimpse into how complicated managing so much information can be. Each time
I began to research a point or look for an example, I invariably got lost. for h01'1rs
in a never-ending loop of hyperlinks, each piece of information more .1nterest1ng
than the previous and leading to yet more sites with more interesting informa-
tion and more hyperlinks. As a researcher, I felt it necessary to confirm that the
information I was reading was accurate, which would cause me to then s.pend
more hours trying to corroborate undocumented statistics and i'nformatlon or
trying to find, often in vain, the original source of the information. - )
Getting lost in cyberspace is probably one of the biggest drawbécks of living
and teaching in the digital world. Estimates are that the amount of informa-
tion available in the digital world is more than doubling every 2 years (Gantz &
R‘einsel, 2011). The vast amount of information on the topic of languag? learning
online alone is overwhelming. My experience in leading workshops on integrat-
ing technology has confirmed for me that more is not alwa?'s a good thing. In
my first few workshops, [ wanted to provide participants w1t'h as rflany useful
resources as I could. As a result, I flew through examples at lightning speed,
trying to get in as many resources as possible. By the end, .many of 'the workshop
participants were feeling frazzled from the blitz attack of information, b.ut rather
than provide them with specific information about how to get sta.rted with '
implementing technology, 1 simply left them with more information: long lists
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of links and applications. In short, instead of helping these colleagues overcome
their fears of technology, or “techno-geebies,” I sometimes succeeded in simply
terrifying them. Too much information and too many resources can be paralyz-
ing to anyone trying to learn something new, including teachers.

In ancient times, sailors navigating the sea focused on a few stars to guide
their way, not the entire ocean, When starting out in the digital context, the same
approach may be useful. Taking into consideration the limited amount of time
English language instructors have to look for and evaluate tools and resources,

I purposefully select and provide sufficient demonstration and practice time for
instructors to become comfortable implemehting new technologies. Whenever
possible, I determine the tools that would be most useful for the group of teach-
ers I am coaching, based on conversations with their administrators and when
possible with the instructors themselves. In the process of writing this book, I
have become more determined than ever to focus on depth rather than breadth of
knowledge when it comes to technology workshops.

The other challenge I faced surprised and frustrated me. In this information-
rich day and age with “accountability statistics” available on numerous govern-
ment websites, there were some data sets that simply did not exist. I could not
find any solid statistics on community college English language learners, for
example. Upon asking colleagues at the state level, I found that no one was col-
lecting data on this population unless they were in the program on a student visa,
which omits a great number of students, perhaps the majority of students, at the
community college level. Most English language'learners on student visas turn up
in intensive English Programs or proprietary schools. However, because no one is
tracking what kind of studen(s (on a visa, generation 1.5, citizen, resident alien,
undocumented immigrant, etc.) are in the English lariguage program at commu- °
nity colleges, I could not substantiate the 'cornplexity of the problem.

Similarly, I could not find any data on the number of proprietary English
schools in the United States, who (if anyone) is monitoring those schools for
quality to ensure peopleare not paying good money for poor language experi-
ences, or any information about the people participating in those schools,

Nor could I find an exact number about online learning. How many strictly
online, teacher-facilitated English courses are available? A quick Google search’
will give you 432 million hits in less than 1 second if you type in “online English
courses.” Talk about big data! I continue to have many unanswered questions
about the proliferating number of “English course” websites. How many are
teacher facilitated? How many are free or low-cost? How aré those that are free
financed? Who are the stakeholders and what is their endgame? How many
“courses” are nothing more than a few ill-designed exercises? Who is taking these
courses? What is persistence like? You can see how I could get lost for days trying

to find answers. Eventually, I had to turn the monitor off and walk away. These
questions will have to wait for another day.

1

The challenges of too much information and not enougl.l info;mation a::fé
through the process of looking at what other people were doing, I ecan;lz Ia:t
of some wonderful practices and new resources. There are so many e);ce S
teachers doing incredible things with online tec.hnologc;lyt. .lt)slsl reflected on my
i ivated to try some new practices and tools.
Prac}tll::;rll’:;,; ? :::Zaa Toastr;};ster’s International meeting and thet;peechswas
on “stuff.” The speaker pulled out some stuff that he ha.d collecte.d haftl wa e
essentially useless: a cassette tape, a 5.25-inch floppy disk, a 3.5-1;nc : thoeI:Ie)I}; anc,l
a Read-Write CD-ROM, a zip drive (I had complet.ely forgo'tten abou p is; ,Oin
so on. I realize that the technology that we think is so. cuttmg-edge';;)bay.'oi fin g
to wind up in the computer museum in a very short tln?e—and I w1. : er :n " aﬁd
them in the museum, if I do not purposefully and cor.mnually stay info
in practice with new technologies as they become available. e
However, the technology can make me a better teacher on' yi ccl>n we
to stay engaged with students, whether I see them face to face in dl:ly ceazsfrmes-,
through a monitor on a web conference, or only th.rough the e>f a’?gc e
sages in a text-based forum. The writers of the National .Educatlc?n (.2 ooy
Plan observed, “Although using technology to pers.onahze learr.ung llS at o
effective teaching, teaching is fundamentally a social and e'motlon? enIertIzon 1
(U.S. Department of Education, 2010, p. 42). For language {nstructlofn, CZ o ‘g y
believe the personal touch cannot be overstated. L.ar.lguage 1:C> mea;lnt ?ru o
munication, and while computers can simulate this fntera.cnon, t ﬁey la sho
of producing meaningful social and emotional relationships. .My n? ;\efe e
tion is to remind myself and you, my reader, that technology is a tool.

the teachers.
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