UNIVERSITY LANGUAGE INSTRUCTORS’
PREPAREDNESS FOR TECHNOLOGY-
MEDIATED INSTRUCTION AND BURNOUT
DURING THE COVID-19 PANDEMIC

PREPARACION PARA LA ENSENANZA MEDIADA POR LA TECNOLOGIA Y DESGASTE
EN DOCENTES UNIVERSITARIOS DE LENGUAS DURANTE LA PANDEMIA DE COVID-19

PREPARATION POUR L'ENSEIGNEMENT MEDIEE PAR LES TECHNOLOGIES NU:\-[ERIQL_IES
ET EPUISSEMENT PARMI DES ENSEIGNANTS UNIVERSITAIRES DES LANGUES ETRANGERES
LORS DE LA PANDEMIE DE COVID-19

JesuUs Izquierdo

Professor, Universidad Judrez
Auténoma de Tabasco, Villahermosa,
México.

jesus.izquierdo@ujat.mx

https: / /orcid.
org/0000-0001-5605-2318

Maria del Carmen Sandoval
Caraveo

Professor, Universidad Judrez
Auténoma de Tabasco, Villahermosa,
México.
sandovalcaraveo@yahoo.com.mx
https: / /orcid.
org/0000-0002-5482-3032

Verénika De la Cruz Villegas
Professor, Universidad Judrez
Aufdnoma de Tabasco, Villahermosa,
México.
veronika.delacruz@hotmail.com
https: / /orcid.
org/0000-0003-3570-2021

Rubén Zapata Diaz

Professor, Universidad Judrez
Auténoma de Tabasco, Villahermosa,
México.

ruben.zapata@ujat.mx

ABSTRACT

This quantitative study explored the preparedness of foreign language teachers
for technology-mediated instruction and the burnout conditions that charac-
terized their transition from in-person to off-campus second/foreign language
education during the covip-19 pandemic. The data were collected from 104
university instructors through a Google Forms® survey and a burnour question-
naire in a Mexican state which was severely hit by the virus in the spring of 2020.
The survey elicited information abourt institutional conditions, teacher education
and technology access and use. The burnout questionnaire explored exhaustion,
depersonalization and accomplishment during off-campus technology-mediated
language instruction. Both survey and questionnaire answers were subject to fre-
quency analyses. In terms of teacher preparedness, dara analyses revealed that the
participants had a large number of teaching hours; they held sustained compurer/
Internet access but lacked technology-assisted language teaching training; thus,
they independently sought out technological resources for the delivery of their
lessons. With regard to burnout, dara analyses indicated that many participants
experienced exhaustion due to work overload, use of technology, and its proper in-
tegration in the lessons. Nonetheless, the use of technology helped them maintain
interest in their learners, feel satisfaction and accomplish academic aims.

Keywords: Technology-mediated language instruction; covip-19; language
teaching; online teaching; teacher education; teacher burnout.
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RESUMEN

Este estudio cuantitativo exploré la capacitacion de profesores universitarios de
lenguas extranjeras para la ensefanza mediada por la tecnologia y las condiciones de
desgaste profesional que caracterizaron la transicién de la instruccién presencial a las
clases virtuales durante la pandemia del covip-19. Por medio de una encuesta en
Google Forms® y un cuestionario para sondear el desgaste, se recolectaron daros de
104 docentes de una universidad publica en un estado mexicano que fue severamente
afectado por la propagacién del virus en el 2020. La encuesta indagé por las condiciones
institucionales, personales, la formacién de los docentes para la ensenanza y su uso y
acceso a la tecnologia. El cuestionario exploré tres dimensiones del desgaste docente:
fariga, despersonalizacion y rendimiento durante la docencia mediada por la tecnologia
fuera de la universidad. Las respuestas de la encuesta y el cuestionario se sometieron a
andlisis de frecuencia. En lo que respecta a la capacitacion, los andlisis revelaron que los
participantes tenfan un gran niimero de horas de clase; contaban con acceso permanente
a equipos de compuracion e internet, pero les faltaba capaciracién para la ensenanza de
lenguas asistida por la tecnologia. En consecuencia, de manera auténoma, tuvieron que
identificar recursos tecnoldgicos para sus clases. En lo que respecta al desgaste, los datos
revelan que los docentes experimentaron fatiga debido a la sobrecarga laboral, el uso de
los recursos tecnolégicos e incertidumbre en el empleo de la tecnologia. A pesar de estos
inconvenientes, la tecnologia les permitié mantener interés en sus estudiantes, sentir
satisfaccién con sus clases y alcanzar los objetivos institucionales.

Palabras clave: aprendizaje de lenguas asistido por la tecnologia; covip-19; docentes
de lenguas; ensenanza en linea; formacién docente; desgaste docente.

RESUME

Cette étude quantirative a exploré la formation des enseignants universitaires de langues
érrangéres pour l'enseignement médié par la technologie et les conditions d'épuisement
professionnel qui ont caractérisé la transition de lenseignement présentielle a
enseignement virtuelle pendant la pandémie de covip-19. Via une enquéte de
Google Forms® et un questionnaire pour se renseigner sur I'épuisement, des données
ont été collectées auprés de 104 enseignants d'une université publique dans un Erat
mexicain gravement touché par la propagation du virus en 2020. L'enquéte a examiné les
conditions institutionnelles et personnelles, la formation pédagogique des enseignants
et leur utilisation et acces a la technologie. Le questionnaire a exploré trois dimensions
de l'‘épuisement professionnel des enseignants : la fatigue, la dépersonnalisation et la
performance lors de I'enseignement assisté par la technologie en dehors de 'université.
Les réponses a l'enquéte et au questionnaire ont été soumises a une analyse de fréquence.
Concernant la formartion, les analyses ont révélé que les participants avaient un grand
nombre d'heures de cours ; ils avaient un accés permanent a du matériel informarique et
a Internet, mais manquaient de formation pour l'enseignement des langues assistée par
latechnologie. Par conséquent, de maniére autonome, ils ont dit identifier des ressources
technologiques pour leurs classes. En ce qui concerne I'épuisement, les données révélent
que les enseignants ont éprouvé de la fatigue en raison de la surcharge de travail, de
l'utilisation des ressources technologiques et de 'incertitude dans l'utilisation de la
technologie. Malgré ces inconvénients, la technologie leur a permis de maintenir
l'intérét pour leurs étudiants, de se sentir satisfaits de leurs cours et d'atteindre leurs buts
académiques.

Mots-clés: apprentissage des langues assisté par ordinateur; cOvID-19 ; enseignants
de langues; formation des enseignants ; épuisement professionnel des enseignants.
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Introduction

Prior to the world coviD-19 pandemic, research-
ers and educators had extensively debated on the
feasibility, strengths and shortcomings behind
the integration of technology in various sec-
ond/foreign language' education contexts (e.g.,
classroom-based, online and blended). Research
conducted with stakeholders, policy makers, teach-
ers and learners provided evidence of mixed reactions
that spanned from interest and enthusiasm, to anxi-
ety and rejection. In light of these results, researchers
and educators often agreed that educational sys-
tems need to foster proper teacher preparedness
should they want to reduce the number of caveats
behind the implementation of technology in lan-
guage education (Dooly & Sadler, 2020; Lord &
Lomicka, 2011). In addition to sustained access
to and use of technology (Hedayati & Marandi,
2014), teacher preparedness should include
educational policies and curricular guidelines,
well-planned logistics and infrastructure, technol-
ogy-enhanced language teacher education, and
hands-on experience in the use of technology for
language instruction (Bedoya et al., 2018; Lozano
& Izquierdo, 2019).

However, vis-a-vis the fast spread of the covip-19
pandemic in early 2020, educational organizations
had little time to scaffold teacher preparedness, as
governments urgently opted for the implementation
ofhuman isolation and physical distancing measures.
These measures aimed to safeguard the health and
well-being of citizens, but they came along with edu-
cational, social, and financial downturns. In terms
of education, worldwide, the measures abruptly
pushed more than a billion learners away from in-
person classroom instruction across all layers and
areas of education (Escudero, 2021). In Mexico,
in more than 6,000 higher-education institutions,
approximately four million students and 400,000
professors were pulled out from in-person instruc-

tion during the spring of 2020 (Escudero, 2021).

1 Inthisarticle “language education” is as an umbrella term
that refers to both second and foreign language.

Instead, for the accomplishment of curricular
goals, educators and learners migrated to off-cam-
pus educational conditions, where they needed
to rely on the use of technology as the means of
instruction in compliance with health protocols.

Recent research in the general field of education
indicates that the conditions under which this
migration occurred led teachers, parents,andlearn-
ers to experience negative psychological reactions
(Escudero, 2021). In language education, the var-
ious types of psychological reactions that teachers
experienced during the abrupt migration to off-
campus technology-mediated education require
research attention (MaclIntyre et al., 2020). It
should be noted that prior to the pandemic,
only some studies had explored the psychologi-
cal well-being of teachers in language classrooms
(e.g., Nagamine, 2018; M. Rezvani & S. Rezvani,
2017; Sadeghi & Khezrlou, 2016). Upon consid-
eration of Maslach and Leiter’s (2008) construct
of burnout, a handful of studies had examined
language teacher’ exhaustion, depersonalization
and reduced accomplishment. In these studies, it
was observed that overwhelming teaching con-
ditions led to high levels of burnout, which in
turn work to the detriment of language education
among teachers and learners (Meidani et al., 2019;

Sadeghi & Khezrlou, 2016).

Due to the aforementioned issues, this study
examined teacher burnout during the abrupt
migration of language educators to off-cam-
pus technology-mediated instruction during the
covID-19 pandemic. Moreover, it explored the
teacher preparedness conditions that character-
ized such migration towards technology.

Theoretical Framework

The following sections review theoretical and
empirical research on the two central concepts
that set the bases for the current study: teacher
preparedness for the integration of technology in

language education and language teacher bumout.
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Teacher Preparedness and the Integration
of Technology in Language Education

Extensive research has explored the manner in
which the use of technology can be optimized for
the enhancement of language teachingand learning
across different educational modalities (for reviews,
see Chapelle, 2001; Felix, 2004; J. Gillespie, 2020).
In language teaching, as in other areas of education
(e.g., Carrillo & Flores, 2020), there is a need of
consensus on the nomenclatures that can be used
for the categorization of the technology-enhanced
educational modalities. Nonetheless, they can be
classified as classroom-based, blended and online/
distance, depending on the reliance of language
education on technology use and classroom-based
interaction.

In classroom-based learning, technology serves to
scaffold in-person language teaching and learn-
ing. In this modality, inside of the classroom,
teachers may have access to technologies either
systematically or sporadically throughout the
lesson (Izquierdo et al., 2017). In blended learn-
ing, teachers implement language tasks that
need to be carried out through different phases
(Sagarra & Zapata, 2008). In this modality, for
instance, teachers focus on the initial stages of the
tasks in the classroom. Then, they ask the learn-
ers to complete the remaining stages of the task
outside of the classroom through the use of tech-
nology. Different from classroom-based and
blended teaching, distance language education
takes place entirely outside of a classroom, usu-
ally through a learning platform or environment
(Manegre & Kashif, 2020). In this modality, all
learning goals, instructional tasks, and materials
are conceived upon the principle that the course
is delivered remotely with the aid of technology.
Also, different from the other two modalities, in
distance education, the integration and selection
of technological resources adhere to institutional
regulations, curricular aims, a student learning
approach, and outcome evaluation principles.

Across these contexts, the number of resources
for the enhancement of language learning have
increased with the fast development of tech-
nology, as computer-assisted language learning
(CALL) research reveals (see Golonka et al., 2014;
Bedoya et al., 2018; J. Gillespie, 2020). The avail-
able resources span from technologically intricate
environments, such as virtual reality, online games,
and virtual classrooms to less technologically
demanding resources such as video communica-
tion, mobile texting, and emails. While the wide
array of technologies continues to increase, teach-
ers and learners do not necessarily share the same
viewpoint about the use of technology in lan-
guage education. Learners, on the one hand,
often value technology-enhanced education as
long as the integration of technology in the lan-
guage lessons and tasks comes with proper teacher
guidance and support (Bedoya et al., 2018; Felix,
2004; Harker & Koutsantoni, 2005). Teachers, on
the other hand, often display reactions that may
range from enthusiasm to rejection (Chambers &
Bax, 2006; Hedayati & Marandi, 2014; Manegre
& Kashif, 2020).

Negative feelings and attitudes among language
educators can be associated to lack of preparedness
for the proper use of technology (Dooly & Sadler,
2020; Lord & Lomicka, 2011; Yoon & Gruba,
2019). Language teacher preparedness involves
different readiness conditions. In this regard,
teachers would first argue that the institutional
conditions play a key role in their decision whether
technology could be implemented in their lessons.
Often, teachers emphasize that educational stake-
holders need to consider the provision of proper
physical, technological, and curricular infra-
structure, in addition to support and logistics
(Chambers & Bax, 2006; Izquierdo et al., 2017).
Once these aspects have been taken care of, teach-
ers would advocate for another condition: access
to technology. This involves not only the availabil-
ity of technological resources such as connectivity,
hardware and software at school and at home. It
also encompasses the institutional and personal
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allocation of time for the preparation, implemen-
tation, and follow-up of the technology-enhanced
lessons (Chambers & Bax, 2006; Hedayati &
Marandi, 2014).

Proper institutional conditions and technology
access are valuable conditions of teacher pre-
paredness. Nonetheless, language teachers may
yet struggle with the actual use of technology
when they lack techno-pedagogical competencies
(Bedoyaetal.,2018; Yoon & Gruba, 2019). These
competencies involve knowledge, skills, and atti-
tudes for the identification, selection, adaptation,
implementation, and evaluation of technological
resources that can help teachers create the neces-
sary conditions for language acquisition (Bedoya
et al., 2018; Chapelle, 2001; Lord & Lomicka,
2011). These conditions encompass ample oppor-
tunities for language exposure, production and
form-meaning mapping in the language tasks
that teachers implement by means of technol-
ogy (Izquierdo, 2014). The development of these
competencies is a complex process, but it can
be effectively scaffolded through cALL teacher
education where teachers gain technological
knowledge, knowledge of the process of language
acquisition, hands-on training on the design, and
implementation of technology-based language
tasks, as well as reflective skills and peer collabo-
ration experience (Bedoya et al., 2018; Lozano &
Izquierdo, 2019).

This section addressed the relevance of various
teacher preparedness conditions for the inte-
gration of technology in language education.
To this end, it provided insights into the insti-
tutional conditions of teachers (Izquierdo et
al., 2017; Chambers & Bax, 2006), technol-
ogy access and use (Hedayati & Mirandi, 2014;
Managre & Kashif, 2020) and CALL teacher edu-
cation (Bedoya et al., 2018; Dooly & Sadler,
2020) which deserve consideration for the imple-
mentation of technology-enhanced education
under regular instructional circumstances. To fur-
ther explore these conditions, empirical data are
needed when the implementation of technology

in language education is not a matter of choice.
Since the teacher preparedness conditions that
circumscribe the use of technology may lead
teachers to experience various types of psycholog-
ical reactions. The following section discusses the
importance of the study of teacher burnout when
technology is implemented under unconventional
language educational circumstances.

Teacher Burnout in Language Education

Reference to the construct of burnout can be
traced back to the 1960s in the healthcare system.
Early explorations of burnout were conducted
with nurses and physicians to identify the dete-
rioration of their psychological well-being in
their work environment (Freudenberger, 1974;
Rotenstein et al., 2018). Results often pointed
to exhaustion, depersonalization and absence of
work commitment (Maslach et al., 2001). These
findings led Maslach et al. (1997) to conceptual-
ize these negative reactions as the dimensions of
the burnout syndrome, which results from the
interaction of service providers with individuals
in the workplace. The first dimension, exhaustion,
constitutes a response to working conditions that
lead to chronic physical and emotional fatigue.
The second dimension, depersonalization, relates
to the absence of concern for people in the work
environment. The last dimension, reduced accom-
plishment, is circumscribed to low self-realization
and productivity at work.

The concept of burnout was later extrapolated
beyond the healthcare system to institutional and
organizational contexts where other service types
are provided and which require contact with people
(Meidani et al., 2019). In educational institutions,
burnout and its three dimensions are explored
through the Maslach Burnout Inventory (Maslach
et al., 1997), or minor adaptations of this inven-
tory. In language education, this inventory has
been administered in various education contexts
which include elementary schools (Mukundan et
al., 2015), secondary schools (Sadeghi & Khezrlou,
2016), high schools (Heidari & Gorjian, 2017),
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private language institutes (Meidani et al., 2019)
and higher education (M. Rezvani & S. Rezvani,
2017). As in other areas of education, results indi-
cate that teachers experience substantial levels of
burnout which work not only to the detriment of
their well-being, but also to the detriment of their
professional interest and teaching performance
(Meidani et al., 2019). They also negatively
affect the well-being of the learners, as learners
become sensitive to teacher burnout and experi-
ence negative reactions such as stress and anxiety
(M. Rezvani & S. Rezvani, 2017), low achieve-
ment, and learner-teacher rapport deterioration

(Heidari & Gorjian, 2017).

As for the manifestation of burnout itself, research
reveals that language teachers do not necessar-
ily report similar effects across the exhaustion,
depersonalization and reduced accomplishment
dimensions. For instance, some teachers experi-
ence exhaustion and depersonalization, but may
maintain commitment with academic achieve-
ment in their classrooms (M. Rezvani & S. Rezvani,
2017). Other studies reveal that, as teacher exhaus-
tion increases, teacher empathy with the learners
and teacher accomplishment decrease (Heidari
& Gorjian, 2017). Furthermore, teacher burn-
out is sensitive to specific aspects of the teaching
context such as the workplace, infrastructure,
work overload, high job demands, and institu-
tional expectations (Meidani et al., 2019; Sadeghi
& Khezrlou, 2016). Language teachers in higher
education, for instance, experience less burn-
out than teachers in secondary schools. Likewise,
the amount of workload is another aspect of the
teachers’ context which is closely tight to emo-
tional exhaustion. Other aspects of the context
that contribute to teacher burnout are poor stu-
dent performance or misbehavior. These learner
characteristics have a negative impact on teacher
interest in the lessons and contribute to deperson-
alization and low academic achievement.

Particular aspects of the profiles of the language
teachers themselves have been identified as teacher

burnout predictors. In this regard, teachers’ view-
points of their own experiences influence their
level of burnout (Meidani et al., 2019). Teachers
with positive perspectives of their past experi-
ences are less likely to experience burnout, and
thus, more likely to display high achievement lev-
els. Nonetheless, teachers with fatalistic views of
their present conditions are prone to experiencing
higher levels of burnout. Another teacher charac-
teristic which can predict burnout is the number
of years in the teaching profession (Mousavy et al.,
2012). While teachers may display similar levels
of depersonalization and accomplishment irre-
spective of their number of teaching years, they
tend to experience more exhaustion as the num-
ber of years in the teaching profession increases.
The educators’ ability to reflect upon their teach-
ing practice constitutes another important teacher
characteristic that may predict burnout effects
(Shirazizadeh & Karimpour, 2019). Reflective
teachers, for example, are less susceptible to burn-
out, as their reflection ability heightens their
teaching confidence and efficacy.

In sum, teacher burnout is a complex psychologi-
cal reaction which has received research attention
in regular language classrooms. In these edu-
cational settings, research points to contextual
and personal conditions that promote teacher
burnout; furthermore, the empirical evidence
substantiates that some conditions may affect
some burnout dimensions more than others.
Due to the ongoing situation of the worldwide
covID-19 pandemic, which pushed teachers to
halt in-person instruction overnight, questions
arise with respect to teacher burnout and other
psychological reactions in the context of technol-
ogy-mediated education (Carrillo & Flores, 2020;
Escudero, 2021). In language education, recently
published research reveals that teachers from var-
ious international contexts have experienced high
levels of negative psychological reactions, such as
stress and anxiety during off-campus instruction
delivery. These and other psychological reac-

tions deserve research attention, as they interfere
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with the language educators’ ability to teach and
promote disengagement, denial and distraction

(MaclIntyre et al., 2020).

Method

To achieve the study aim, a quantitative descrip-
tive design was used. This design enables the
collection of numerical data without an alteration
of the natural conditions of the study participants
(Cohen et al., 2007; Field, 2013). Subsequently,
in this study, numerical data was collected about
teacher preparedness and teacher burnout con-
ditions during technology-mediated language
instruction. Based on the research design, the data
was analyzed for a description of the conditions of
interest. The following sections describe the par-
ticipant selection, instrument organization, data
collection, and analysis procedures of the research.

Context and Participants

In Mexico, the national and state governments
called for a halt to non-essential activities in the
spring of 2020; by the end of April 2020, all 32
Mexican states had ceased in-person education.
Facing the rapid spread of the virus in the state of
Tabasco (see Figure 1), the state authorities sus-
pended all types of activities across the levels of
education for three weeks around Easter break.

Figure 1 Spread of covid-19 in the Mexican State of Tabasco

After this time, the state authorities asked teach-
ers to resume their teaching duties from home. To
this end, the public university where this study
was conducted, granted all teachers access to
Microsoft Teams for the delivery of instruction.
Nonetheless, the use of this platform remained
optional and teachers were allowed to imple-
ment the technological resources that best suited
their teaching needs. All university instructors
were required to submit their lessons and lectures
weekly, but the principles behind the integra-
tion and selection of technological resources, the
learning-teaching approach and outcome evalua-

tion remained institutionally undefined.

At the start of the pandemic, the university’s
language center counted with approximately
150 instructors; they taught Chinese, English,
French, German, Hebrew, Italian, Portuguese,
and Russian to more than 12,000 students in a
total of 577 groups. They attended 495 groups in
the weekday option and 82 groups in the inten-
sive Saturday program. During regular in-person
teaching conditions, instructors in the weekday
program would daily teach each group a one-hour
lesson from Monday through Friday, whereas
teachersin the intensive program would work with
their group for four hours every Saturday. The

teachers deliver their lessons on the main campus

Source: https://www.arcgis.com/apps/opsdashboard/index.html#/c7776ae836434{th9659e9ctfdda71b22
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of the university or on one of the university lan-
guage center’s seven campuses which are located
in various geographical areas of the state. With the
in-person teaching prohibition, the entire teacher
population had to migrate to off-campus technol-
ogy-mediated instruction under the technological
circumstances previously mentioned.

In order to carry out the study, the research team
contacted the language center dean and vice-dean
for academic affairs and informed them of the
study purpose, data collection instruments and eth-
ical procedures. Upon approval from the dean’s
office, the vice-dean for academic affairs con-
tacted all the teachers via the instant messaging
service. WhatsApp. For compliance with ethical
regulations, in the text message, the teachers were
informed that participation was voluntary. Teachers
who were interested in the study accessed the data
collection instruments through a link to Google
Forms. On the welcome page of the Google Forms
site, they were informed of the study purpose and
ethical regulations. They were also provided with
an email address should they later wish their data to
be removed from the study.

A total of 104 teachers of English (85%), French
(7%) and other languages (8%) were included in
this study. They all consented to participate in the
study and electronically completed the data col-
lection instruments. This sample provides a
high level of representativeness, as it constitutes
approximately 70% of the entire language cen-
ter teacher population. From the total number of
participants, 53% of them were female teachers.
While the age of the teachers ranged from 25 to
59 years old, 80% of the respondents were within
the 30 - 40 years-old range. Approximately 50% of
the teachers were affiliated with the main campus
of the language center, whereas the other half of
the teachers were affiliated with one of the other
campuses across the state of Tabasco. The largest
number of teachers (50%) taught weekday courses
only, whereas the others would teach in the inten-
sive program (25%) or in both modalities (25%).
In terms of their health conditions during the
transition to off-campus technology-mediated

language instruction, 20% of the participants indi-
cated that they or a family member with whom
they lived had contracted covip-19. Further
details on their institutional conditions are pro-
vided in the teacher preparedness result section.

Data Collection

The data were collected via Google Forms (see
Appendix). After the welcome page, participants
were presented with the teacher preparedness sur-
vey and teacher burnout questions in Spanish.

Teacher Preparedness Survey

Based on the consideration that surveys constitute
a valuable instrument for the collection of factual
information in education (Cohen et al., 2007),
this instrument was selected for the exploration
of the teacher preparedness conditions for tech-
nology-mediated language instruction and the
teacher socio-demographics. In terms of teacher
preparedness, the
teacher education and technology access/use were

institutional  conditions,
explored. These areas of exploration emerged
from the theoretical and empirical research that
was reviewed in the sections above (e.g., Chambers

& Bax, 2006; Dooly & Sadler, 2020; Hedayati &
Marandi, 2014; Lord & Lomicka, 2011).

The survey questions, in the Appendix section,
included 21 prompts which were presented in
the form of close-ended (7 = 19) and open-ended
(7 = 2) questions; the questions were distributed
across three sections. Section 1 included nine
questions about the socio-demographics of the
participants, their on-going COVID-19 situation
and one aspect of teacher preparedness (i.e., their
institutional condition). Section 2 included three
questions that explored other aspects of teacher
preparedness: language teacher training, educa-
tional technology knowledge and CALL teacher
education. Section 3 investigated teacher prepared-
ness in terms of technology access and use during
language teaching. In this section, six close-ended
questions elicited information about teacher access
to connectivity, hardware, and software at home.
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Through two open-ended questions, this section
also inquired about the technological resources
that teachers relied upon for the development of
their lessons prior to and during the pandemic.
Additionally, a teacher education question was
included in this section and asked for the manner
in which teachers had gained experience with the
resources they were using in the technology-medi-
ated lessons.

Burnout Questionnaire

For the exploration of teacher burnout, the
Maslach Burnout Inventory (Maslasch et al.,
1997) was considered. Adapted versions of this
instrument have been used in previous language
investigations and have yielded high reliability
coefficients (e.g., Meidani et al., 2019; Mukundan
et al., 2015; Nagamine et., 2018; Sadeghi &
Khezrlou, 2016; Shirazizadeh & Karimpour,
2019). In these studies, the three dimensions of
teacher burnout have been examined. Within the
dimensions, researchers have modified some ele-
ments of the sentences for each item or for items
excluded for compliance with ecological validity
during the study realization.

In the current study, the three dimensions of the
burnoutquestionnaire were retained aswell: exhaus-
tion, depersonalization, and accomplishment
(Maslasch et al,, 1997). The burnout questions that
our participants completed included similar num-
bers of items (7 = 8) in each dimension, and thus,
the total number of items added up to 24 (see
questions 26-49 in the Appendix). Modifications
were made in the items’ sentences for their contex-
tualization within technology-mediated language
instruction. For instance, Depersonalization
[tem 2 stated, “In my technology-mediated lan-
guage lessons, [ feel less interest in my students.”
Within each dimension, all the items were ver-
ified for adherence to semantic direction (Field,
2013; Hodge & D. Gillespie, 2007). Upon this
consideration, the items held a negative seman-
tic load for exhaustion (I work too much, I feel
more stressed-out, | experience frustration) and
depersonalization (e.g., I feel less interest, less

tolerance, less sensitive, etc.). Nonetheless, within
the accomplishment dimension, the items carried
a positive semantic load (e.g., I feel satisfied, the
university values my use of technology, etc.).

In the original questionnaire, the level of partic-
ipant burnout is documented through a series of
items with a Likert-scale in which the participants
express their level of agreement with the situation
in the items (Maslach et al., 1997). In the versions
of the questionnaire which have been used with
language educators, the number of agreement
levels has varied, with some authors including a
neutral point. In our version of the questionnaire,
the participants were presented with a four-value
scale where they could select: I disagree, I par-
tially disagree, I partially agree, or I agree. The
use of a four-value scale favored the elicitation
of a more concise participant viewpoint in com-
parison to scales that include a larger number of
values (Field, 2013; Hodge & D. Gillespie, 2007).
Moreover, the exclusion of a neutral point forced
the participants to take either a positive or nega-
tive position while allowing them to express this
position through two magnitude levels (e.g., I
disagree or [ partially disagree). For the reliability
analyses, the answer choice accounted for 1 (dis-
agree), 2 (partially disagree), 3 (partially agree), or
4 (agree) points.

Instrument Validity and Reliability Analyses

The initial versions of the survey and of the burn-
out questionnaire prompts were prepared by the
first author. Then, the co-authors and a sample of
teachers from the language center acted as judges
who analyzed both instruments for construct and
ecological validity. As for construct validity, the
judges analyzed the congruence between each sec-
tion or dimension and its questions (Cohen et al.,
2007). As for ecological validity, the judges exam-
ined the pertinence of the survey and questionnaire
prompts considering the study participants and
their context (Cohen et al., 2007). After this pro-
cess, five questions were added to the initial version
of the survey; additionally, the semantic direc-
tion of some items from the exhaustion (z = 3),
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depersonalization (7 = 4), and accomplishment (7
= 3) dimensions of the questionnaire was revised,
as well as their adherence to the principles of uni-
vocity and unidimensionality (Field, 2013; Hodge
& D. Gillespie, 2007). The final version of the
burnout questionnaire prompts were further sub-
ject to reliability analyses, which yielded favorable
Cronbach alpha coefficients (see Field, 2013) for
the three dimensions: exhaustion (.90), deperson-

alization (0.72), and accomplishment (.87).
Data Analysis Procedures

Google Forms automatically generated an Excel
spreadsheet with the survey and questionnaire
answers. A research assistant checked the Excel
document to identify missing data or confusing
answers. The research assistant and the first author
also analyzed the answers to the two open-ended
survey questions to identify the technological
resources reported by the teacher. Using the statis-
tical software, SPSS version 25, frequency analyses
were run on the answers to the close-ended ques-
tions of the survey (Field, 2013) and the resources
reported through the two open-ended questions.
As for the burnout questionnaire, independent
Cronbach analyses were run with each dimension
to identify reliability coefficients (Field, 2013).
Then, for each item, frequency distribution anal-
yses of the participants’ answers were performed
across the Likert-scale values.
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Results

In the following sections, the results for the var-
ious aspects of teacher preparedness are first
presented. Then, the results of the burnout ques-
tionnaire are provided for each dimension.

Teacher Preparedness

The upcoming sections present the frequency
analysis results for the three teacher preparedness
conditions that were explored in the survey.

Institutional Conditions

In this survey section, the data revealed that the
majority of the teachers had taught at the lan-
guage center for fewer than 10 years. Specifically,
Figure 2 illustrates that half of the participants
had been in the language center between six and
10 years (7 = 52) and that the most recently hired
instructors constituted the second largest group
(7 =22). The most experienced group of teachers
(between 20 and 30 teaching years) accounted for
6% of the population. In terms of age, the survey
data indicated that the most senior teachers (50 -
60 years old) were the smallest age group (7 = 3),
followed by the youngest group of instructors
(n = 9; 25-30 years old). The age of the largest
group of teachers ranged between 31 and 40 years
old (n= 65), followed by the 41 - 50 years-old
teacher group (7 = 27).

52
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Figure 2 Distribution of the Language Teachers According to the Number of Teaching Years
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Figure 3 Teaching Workload of the Participants

As for the weekly workload, at the time of the study,
the vast majority of the teachers worked at the lan-
guage center only (62%), whereas other teachers
held additional teaching appointments in other
institutions. Figure 3 reveals that, approximately, half
of the participants (7 = 53) taught between 20 and
30 hours per week at the language center. Outside
of the language center, about 25% of the teachers
would work for more than 16 hours per week.

Teacher Education Conditions

With regard to language teacher education and
training, the majority of the participants had
earned an undergraduate degree only (7 = 60).
Other participants held either an advanced
diploma (7 = 2) or an MA (7 = 41) that was related
to language pedagogy. None of these studies

included training on educational technology or

® OQutside of the language centre

cALL. However, some teachers had independently
attended seminars or workshops in educational
technology (7 = 48), and fewer participants had
undertaken some kind of professional develop-
ment that focused on CALL (7 = 28).

Technology Access/Use Conditions

In terms of the technology access conditions that
characterized off-campus technology-mediated
language instruction, Figure 4 shows that access
to hardware, home Internet and mobile Internet
for the delivery of the lessons from home was not
a limitation. Moreover, approximately 70% of the
informants had a designated workspace at home and
did not share their equipment with family members.

As for technology use, the two open-ended ques-
tions inquired about the technological resources

that the language teachers would use for teaching
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: 9 ] | 10 |
29
80
@
ab
] 67
g 60
O:Jl 56
s 95 91 90
= 40
= 71
U
=
20
33
0
Desktop/laptop Smartphone Home internet Cellphone internet Home working space Shared technologies

Yes M No

Figure 4 Teacher Technology Access During the Pandemic
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Figure 5 Technology Resources for Language Teaching Support Before and During the Pandemic
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Figure 6 Teacher-Learner Interaction Resources Before and During the Pandemic

before and during the pandemic. The resources
were identified as technologies for lesson support or
for teacher-learner interaction. Figure 5 shows that,
in the former category, some participants (7 = 32)
reported using Google Drive®, Google® search,
Kahoot", language websites, MS PowerPoint" files,
videos, or Youlube® videos prior to the pandemic.
Nonetheless, during the pandemic, the teachers

infrequently relied on their use.

Figure 6 displays the resources that the major-
ity of teachers (7 = 93) used for interaction
with their learners during the pandemic. Among
these resources, Google Classroom®, WhatsApp”,
Zoom"®, and Microsoft Teams® were the most pop-
ular choices. Prior to the pandemic, with the
exception of WhatsApp®, teachers did not much
favor their use. In the survey, one-third of the
participants reported that they had used these
resources during in-person language instruc-
tion. However, the vast majority (64%) of the

informants had not used them before the pan-
demic and, had to autonomously learn about
them and figure out their use. Only a small num-
ber of teachers (3%) received assistance from
peers, relatives, or friends for the implementation
of these resources.

Teacher Burnout

Figures 7 through 9 display the distribution of the
participants’ answers across the Likert-scale values
for the items in each dimension. In the upcom-
ing descriptions, the number of participants who
reported agreement and partial agreement were
added. Likewise, the participants who indicated dis-

agreement and partial disagreement were pooled.
Exhaustion

For this dimension, Figure 7 shows that, from the

eight items, three of them elicited negative reactions

MepeLLin, CoLomsia, VoL. 26 Issue 3 (SeptemBer-Decemser, 2021), pp. 661-695, ISSN 0123-3432

www.udea.edu.co/ikala



fkala

UniversiTy LANGUAGE INSTRUCTORS' PREPAREDNESS FOR TECHNOLOGY-MEDIATED InsTRUCTION AND Burnout During THE covip-19

amongst the participants. Specifically, the major-
ity of participants agreed that they felt the pressure
to integrate technology in their lessons (67%),
experienced work overload for the integration of
technology in language instruction (71%), and felt
worried about the proper use of the technology they
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were relying on (58%). Nonetheless, in the items that
explored the effects of institutional demands, many
participants expressed disagreement with the idea
that institutional demands had led them to experi-
ence stress (60%), exhaustion (75%, 70%) or anguish
(70%).
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Figure 7 Teacher Exhaustion During Technology-Mediated Language Instruction

Depersonalization

Figure 8 shows that, from the eight deperson-
alization items, five of them elicited high levels
of disagreement. A large number of participants
rejected the idea that they felt less interest (87%),
concern (93%), tolerance (94%), susceptibility
(97%) and understanding (98%) towards their

learners during technology-mediated language

instruction. In comparison to these numbers, the
lack of personalization (57%), flexibility (66%) and
closeness (58%) during the language lessons elic-
ited less rejection.

Accomplishment

The items in this dimension systematically elic-
ited agreement in terms of accomplishment. In
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Figure 8 Teacher Depersonalization During Technology-Mediated Language Instruction
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Figure 9 Teacher Accomplishment During Technology-Mediated Language Instruction

this respect, Figure 9 illustrates that the partici-
pants felt that they paid attention to learner needs
(74%) and provided solutions to their problems
during technology-mediated instruction (76%).
Moreover, they felt that their teaching perfor-
mance with the use of technology helped them gain
learner appreciation (85%) and positively influ-
enced the performance of the learners themselves
(93%). At the institutional level, the respondents
felt they had complied with guidelines (94%),
met expectations (88%) and goals (95%), and
gained appreciation (88%).

Discussion and Conclusion

This section first summarizes the participants’
teacher preparedness and burnout conditions
around the use of technology for off-campus lan-
guage instruction delivery during the covip-19
pandemic. Then, the potential interface between
these conditions is discussed.

In terms of teacher preparedness for technology-
mediated instruction delivery, the participants
faced institutional challenges related to a heavy
workload in their teaching context. As for tech-
nology, they held sustained access to hardware
and Internet. However, they lacked teacher train-
ing, or knowledge and experience on the use
of software and applications for language edu-
cation. Thereafter, they autonomously worked
on the identification of technological resources
forthedelivery of theirlessons’ contentand figured

out their use. With regard to burnout, the partic-
ipants experienced exhaustion during the delivery
of technology-mediated language instruction,
pressure for the identification of technologies that
could facilitate instruction delivery, and concerns
about the proper use of the selected technologies.
Institutional regulations did not lead the partic-
ipants to experience exhaustion, however. The
depersonalization data indicates that the partici-
pants rejected the idea that the use of technology
had had a negative impact on teacher-learner
rapport. As for accomplishment, the teachers
felt their use of technology helped them accom-
plish their teaching duties and gain institutional
and learner appreciation.

The teacher preparedness conditions for tech-
nology-mediated instruction in this study can
partially explain some of the burnout effects that
the teachers experienced during off-campus tech-
nology-mediated language instruction. The data
analysis results made evident that the university
instructors enjoyed a privileged technological sta-
tus due to their sustained access to hardware and
connectivity. This access to technology differs
from the conditions of teachers in other sectors
of Mexican public education who showed limited
access to hardware and the Internet during the pan-
demic (Escudero, 2021). Moreover, it diverges from
the limited access to technology and connectivity
that language teachers had often reported in other
levels of public education (Izquierdo et al., 2017).
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Their technology access is even remarkably differ-
ent from the technology and Internet which are
available to teachers for language instruction in

Mexican rural schools (Izquierdo et al., 2021).

Nonetheless, despite favorable technology access,
other aspects of teacher preparedness brought
about major challenges for the integration of tech-
nology in off-campus language instruction at the
start of the pandemic. The first challenge related
to the participants’ institutional conditions. As in
other international contexts (Chambers & Bax,
2006; Hedayati & Marandi, 2014), the partic-
ipants faced the demand of technology use for
language instruction with an overwhelming num-
ber of teaching hours in addition to the lack of
time allocation for lesson preparation/follow-up
and assignment marking. The second challenge
emerged from the lack of technology-oriented
teacher education (Dooly & Sadler, 2020; Lord
& Lomicka, 2011). In the absence of educational
technology or CALL teacher education, the teachers
were in need of technological knowledge, peda-
gogical principles and expertise for the creation of
optimal language acquisition conditions through
the use of technology (Chapelle, 2001; Lozano &
Izquierdo, 2019). These findings substantiate the
argument that educators often lack the necessary
teacher preparedness conditions for the enactment
of institutional and curricular policies that demand
innovation in public language education through
the use of technology (Hedayati & Mirandi, 2014;
Izquierdo et al., 2017).

Prior to the pandemic, some teachers were accus-
tomed to technological resources for supporting
in-person language instruction. For instance, they
were at ease with resources such as PDF files, videos,
PowerPoint presentations and websites. For in-
person instruction, these resources are becoming
normalized in public classrooms (Izquierdo et al.,
2017, 2021). Teachers have been observed to rely
on PowerPoint slides and videos for the provision
of grammar and pronunciation rules, in addition

to vocabulary. PDF files serve for the provision of
grammar-oriented sentence completion activities.
Their use is often regarded as an element of tech-
nological innovation in public language education
although they merely constitute a replacement of
traditional printed and audio-visual classroom
materials, or input for structure-based instruction.

The change in technological resources that teach-
ers faced during the pandemic points to the need
of complex technological platforms and networks
such as Microsoft Teams’, Google Classroom”,
and Zoom®. These resources constitute valuable
options for remote language instruction, as they
embody several tools for class management, mate-
rial repository, and teacher-learner interaction
through written, oral, and video-based commu-
nication in a synchronous and an asynchronous
fashion (Bedoya et al., 2018; Hsu, 2016; Peeters
& DPretorious, 2020). Nonetheless, their func-
tionality requires that users develop advanced
technological knowledge and acquire a sound
understanding of their pedagogical use (Hsu,
2016; Peeters & Pretorious, 2020).

Bedoya et al. (2018) indicate that these types of
platforms serve various pedagogical purposes of
which language teachers need awareness. One
of them relates to the development of the class
dynamics. That is, teachers may use platforms
for the provision of reminders and information
about assignments, the class pace and feedback on
the class performance. Another function is infor-
mation management. This allows teachers to use
the platform as a material repository, from which
learners could access material that scaffolds lesson
content delivery. Finally, the platform can func-
tion as a communication means between teachers
and learners, and among learners themselves. The
communication function of platforms is highly
valued in cALL (Hsu, 2016; Peeters & Pretorious,
2020), as during technology-mediated interac-
tion, learners have opportunities for negotiation
of meaning and attention to form with peers and
teachers in the target language (Chapelle, 2001;
Izquierdo, 2014).
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Under these circumstances, the migration to
technology-mediated instruction brought about
major teaching challenges, and thus, created burn-
out conditions that seem to have emerged from the
pressure that teachers experienced for the identifi-
cation and proper use of technological resources
for remote language instruction. It then comes as
no surprise that teachers needed to invest impres-
sive amounts of time and work in off-campus
language teaching preparation and follow-up. The
feelings of work overload, exhaustion and pressure
that were documented among our participants
have also been reported in previous CALL research
which has explored teacher attitudes towards the
integration of technology in language education
(Chambers & Bax, 2006; Izquierdo et al., 2017;
Yoon & Gruba, 2019). In burnout research, these
feelings constitute aspects of chronic fatigue that
are associated with demanding language teaching

conditions (M. Rezvani & S. Rezvani, 2017).

Burnout research provides evidence that language
teachers who experience exhaustion also tend to
show less empathy with their learners and less
academic accomplishment (Heidari & Gorjian,
2017; Sadeghi & Khezrlou, 2016). Nonetheless,
our informants indicated that they did not
experience reduced accomplishment or deper-
sonalization during instruction delivery. These
findings confirm that language teachers exhibit
different tendencies across the burnout dimen-
sions (e.g., M. Rezvani & S.Rezvani, 2017; Heidari
& Gorjian, 2017), and that teacher exhaustion is
susceptible to contextual demands (Meidani et al.,
2019; Sadeghi & Kezrlou, 2016). One possible
explanation for this finding is that the technolog-
ical resources upon which the language teachers
relied helped them maintain effective communi-
cation with their learners, as in previous research
(Bedoya, et al., 2018). It may also be that the
teachers were able to cover all the units of the lan-
guage class through the use of the technological
resources for which they opted.

It should be noted, however, that the remote
instruction that our teachers delivered during

the pandemic did not adhere to the pedagogical

principles, curricular aims, student learning
approaches and evaluation criteria that should
characterize proper online/distance language edu-
cation (Harker & Koutsantoni, 2005; Manegre &
Kashif, 2020). Moreover, different from the use of
technology in other language education contexts
(Chambers & Bax, 2006; Hedayati & Marandi,
2014; Hsu, 2016), our participants did not have
specific institutional regulations and demands for
the use of technology during language instruction.
These findings corroborate results from other
areas of education that show that, during the pan-
demic, educators were left to their own devices
in terms of pedagogical and technological guid-
ance for the proper use of technology (Carrillo
& Flores, 2020; Escudero, 2021). Thereafter, it
remains debatable whether the remote instruction
that was delivered during the pandemic should be
classified as distance/online education (Carrillo
& Flores, 2020; Escudero, 2021). Moreover, in the
absence of guidelines and principles for the use
of technology in remote language teaching, each
teacher established discretional levels of academic
accomplishment and patterns of teacher-learner
interaction. Due to these circumstances, the
depersonalization and accomplishment levels that
accompanied teacher exhaustion among our lan-
guage teachers deserve further exploration.

In conclusion, this study provided some initial
insights into the preparedness and burnout con-
ditions that seem to have characterized the use
of technology in off-campus language education
during the covID-19 pandemic. Nonetheless, fur-
ther research is needed to better understand the
interface between teacher preparedness and the
level of depersonalization and accomplishment
of the participants during off-campus technol-
ogy-mediated instruction. One alternative for the
exploration of these issues could be the inclusion
of different quantitative and qualitative data col-
lection instruments. Previous research shows that
learner dissatisfaction with the interaction and
academic conditions of distance language educa-
tion leads to high learner dropout rates (Harker &
Koutsantoni, 2005). Thereafter, learner dropout
statistics and the conditions that lead to learner
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dropout should be considered. Furthermore,
language learner anxiety scales can provide
insights into the effectiveness of teacher-learner
interaction, and its potential impact on deper-
sonalization (M. Rezvani & S. Rezvani, 2017).
Observations also constitute a valuable data collec-
tion instrument for the identification of effective
teaching practices and teacher-learner interaction
in language education (Izquierdo et al., 2016).
Moreover, learner and teacher interviews can be
integrated in future research designs (Cohen et
al., 2007) for the exploration of depersonaliza-
tion and reduced accomplishment during remote
language instruction. Research that includes
diversified data collection and triangulation pro-
cedures could provide a different perspective
on the teacher preparedness and burnout con-
ditions that have characterized the unexpected
integration of technology in language education
during the covID-19 pandemic.
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Online Form with Teacher-preparedness Survey and Burnout Questionnaire

Anonymized Empleo de las TIC en los profesores del XXXX durante la .

1of 17

Anonymized Empleo de las TIC en los
profesores del XXXX durante la
Pandemia Covid 19. Semestre Febrero -
Junio 2020

* Required

Objetivo:

E! objetivo de este cuestionario es identificar el impaclo a nivel personal, profesional
y emocional que ha tenido el empleo de la tecnologia en las clases que han
impartido los profesores de lenguas del Centro de Ensefianza de Lenguas
Extranjeras durante la pandemia del COVID 19, Abril = Junio 2020,

Untitled Section

Instrucciones:

Por favor, responda de manera honesta a las siguientes situaciones, La informacion
que nos brinde seré manejada de manera confidencial y anénima. Los resultados
se podrian emplear de manera anonima en reportes institucionales y de divulgacion,
Si después de haber enviado el cuestionario, desea que sus respuestas sean
excluidas de la base de datos, favor de remitir su solicitud a: ruben.zapata@ujat.mx.

Datos Laborales:

https:/idocs google com/forms'w/d/ | FdgupwIRzkAYS4PgpAZPTSAWY

TI2321,11:40 PM
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1. 1.Edad (en afos): *

2. 2.Genero:*
Mark only one oval

Masculino

Femenino

3. 3. Ano de ingreso laboral al CELE: *

4. 4. Por favor indique en qué modalidad tuvo asignadas horas durante el ciclo
680 Febrero — Junio 2020 en el CELE. *

Mark only one oval

De Lunes a Viernes
Sabatinos

Ambas modalidades

5. 5. Por favor indique cuantas horas de clases tenia asignadas durante el semestre
Febrero — Junio 2020 en el CELE (incluyendo cursos sabatinos): *

20017 T2320, 11:40 PM
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6. 6. Idioma que impartio durante el semestre Febrero — Junio 2020 en el CELE (En
caso de haber impartido mas de un idioma, indique el idioma donde tuvo su
mayor carga laboral): *

Mark only one oval

Inglés

Francés

Italiano
Portugués
Aleman
Japonés

Ruso
Chino-mandarin

Hebreo

7. 7.Indigque la sede del CELE donde laboré de Febrero - Junio 2020, Si laboré en 681
dos sedes, seleccione aquella donde tuvo su mayor carga laboral. *

Mark only one oval.

Sede 1 Zona De La Cultura (DCELE)
Sede 2 Chontalpa

Sede 3 Centenario

Sede 4 Comalcalco

Sede 5 DACA

Sede 6 DAMRios

Sede 7 Biolégicas

Sede 8 Bicentenario

Sede 9 Salud

Sede 10 Ciudad Del Conocimiento
Sede 11 DAMJalpa

lof 17 T2320, 11:40 PM
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8. 8. Sidurante Febrero - Junic 2020 tuvo diversos empleos como profesor de
lenguas, por favor indique el total de horas de clases semanales que tenia
asignadas fuera del CELE (en caso de no laborar en otra institucion indique 0): *

9. 9. Durante el periodo de confinamiento que impartia clases de lenguas en linea
para el CELE: *

Mark only one oval

Contrajo usted COVID
Algun familiar muy cercano contrajo COVID
Usted y algun familiar cercano contrajeron COVID

Ni usted, ni algan familiar cercano contrajeron COVID

Formacion en la Docencia de Segundas Lenguas

682

10. 1. Maximo grado de estudios (Favor de considerar solo los grados relacionados
con Idiomas, Linguistica, Lingiistica Aplicada, Estudios del Lenguaje, Ensefianza
de Lenguas): *

Mark only one oval.
Técnico
Licenciatura
Especialidad
Maestria
Doctorado

Ninguno de los anteriores

4o0f 17 TI2320, 11:40 PM
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11. 2. Por favor indique si ha tomado cursos mayores a 30 horas relacionados con el
empleo de aplicaciones tecnologicas en la educacion. *

Mark only one oval.

Si
No

12. 3. Por favor indique si ha tomado cursos mayores a 30 horas relacionados con el
empleo de aplicaciones tecnologicas en la ensefianza de segundas lenguas. *

Mark only one oval.

Si

Na

Recursos Tecnologicos

683

Durante el confinamiento Abril - Junio 2020, para la planeacion e implementacion
de sus clases:

13. 1. ;Conto con un equipo de computo de escritorio o una laptop? *
Mark only one oval,

Si
Nao

14. 2. ;Conto con un Smartphone o Cellphone? *

Mark only one oval.

Si

Na

Sof17 F2320, 11:40 PM
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15. 3. ;Compartia estos equipos frecuentemente con familiares? *
Mark only one oval,

Si

No

16. 4. ;Contd con servicio de Internet en casa? *
Mark only one oval.

Si
Na

17. 5. ;Contod con servicio de Internet a través de su celular? *
Mark only one oval.
684 Y

Si

Na

18. 6. ;Conto con un espacio para trabajar sin distracciones al momento de
interactuar en linea con sus estudiantes? *

Mark only one oval.

Si
No

7. Por favor indique las tres aplicaciones tecnologicas, herramientas, recursos en
linea, etc. que empleaba mas frecuentemente en sus clases de lenguas del CELE
antes de la pandemia.

6ol 17 23120, 11:40 PM
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19. a.
20. b.
21. «c

8. Por favor indique las tres aplicaciones tecnologicas, herramientas, recursos en
linea, etc. que empled mas frecuentemente en sus clases de lenguas del CELE en
linea durante la pandemia.

22. a.
685
23. b.
24, c
Tof17 2321, 11:40 PM
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25. 9. Estas aplicaciones tecnologicas que uso para interactuar con sus alumnos
durante la pandemia: *

Mark only one oval,

No las conocia, y tuvo que aprender a utilizarlas por su cuenta.
No las conocia, pero le explicaron como usarlas.
Las conocia, pero no las habia utilizado.

Las conocia y ya las habia utilizado.

Las TIC y el trato a los estudiantes

Instrucciones: Por favor, elija la respuesta que mejor represente su opinién.

686 26. 1. Durante la pandemia, el empleo de la tecnologia me ha hecho tratar a los
alumnos de manera menos personalizada en mis clases de lenguas. *

Mark only one oval.

En desacuerdo
Algo en desacuerdo
Algo de acuerdo

De acuerdo

Bof 17 T2320, 11:40 PM
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27. 2. Durante la pandemia, el empleo de la tecnologia me ha hecho sentir menos
interés en los alumnos en mis clases de lenguas. *

Mark only one oval,

En desacuerdo
Algo en desacuerdo
Algo de acuerdo

De acuerdo

28. 3. Durante la pandemia, el empleo de la tecnologia me ha hecho preccuparme
menos por los alumnos en mis clases de lenguas. *

Mark only one oval.

En desacuerdo
Algo en desacuerdo
Algo de acuerdo

De acuerdo

29. 4. Durante la pandemia, el empleo de la tecnologia me ha hecho mas estricto
con los alumnos en mis clases de lenguas. *

Mark only one oval,
En desacuerdo
Algo en desacuerdo

Algo de acuerdo

De acuerdo

Yol 17 T2320, 11:40 PM
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30. 5. Durante la pandemia, el empleo de la tecnologia me ha hecho menos tolerante
con los alumnos en mis clases de lenguas. *

Mark only one oval.

En desacuerdo
Algo en desacuerdo
Algo de acuerdo

De acuerdo

31. 6. Durante la pandemia, el empleo de la tecnologia me ha hecho menos sensible
con los alumnos en mis clases de lenguas. *

Mark only one oval.

En desacuerdo
Algo en desacuerdo

Algo de acuerdo

688 De acuerdo

32. 7. Durante la pandemia, el empleo de la tecnologia me ha hecho menos
comprensivo con mis alumnos en mis clases de lenguas. *

Mark only one oval,

En desacuerdo
Algo en desacuerdo
Algo de acuerdo

De acuerdo

100f17 F2320, 11:40 PM
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33. 8. Durante la pandemia, el empleo de la tecnologia me ha hecho sentir menos
cercano a mis alumnos en mis clases de lenguas. *

Mark only one oval.

En desacuerdo
Algo en desacuerdo
Algo de acuerdo

De acuerdo

Las TIC y desemperio académico

Instrucciones: Por favor, elija la respuesta que mejor represente su opinion,

34. 1. Durante la pandemia, el empleo de la tecnologia en mis clases de lenguas me 689
ha hecho sentir que logro satisfacer las necesidades de aprendizaje de mis
alumnos. *

Mark only one oval.

En desacuerdo
Algo en desacuerdo
Algo de acuerdo

De acuerdo

Mol 17 F123/21,11:40 PM
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35. 2. Durante la pandemia, el empleo de la tecnologia en mis clases de lenguas me
ha hecho sentir que soluciono los problemas que se le presentan a los
estudiantes para aprender la lengua. *

Mark only one oval.

En desacuerdo
Algo en desacuerdo
Algo de acuerdo

De acuerdo

36. 3. Durante la pandemia, he percibido que mi desempefio con la tecnologia en
mis clases de lenguas es importante para la universidad. *

Mark only one oval.

En desacuerdo
69 u Algo en desacuerdo

Algo de acuerdo

De acuerdo

37. 4. Durante la pandemia, he percibido que la universidad valora mi empleo de la
tecnologia en mis clases de lenguas. *

Mark only one oval,

En desacuerdo
Algo en desacuerdo
Algo de acuerdo

De acuerdo

120017 T2320, 11:40 PM
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38. 5.Durante la pandemia, he percibido que mis estudiantes valoran mi empleo de
la tecnologia en las clases de lenguas. *

Mark only one oval.

En desacuerdo
Algo en desacuerdo
Algo de acuerdo

De acuerdo

39. 6. Durante la pandemia, he percibido que mi empleo de la tecnologia en las
clases de lenguas influye positivamente en mis estudiantes. *

Mark only one oval.

En desacuerdo
Algo en desacuerdo
Algo de acuerdo

De acuerdo

40. 7. Durante la pandemia, me he dado cuenta que mi empleo de la tecnologia en
las clases de lenguas cubre las expectativas de mi institucion. *

Mark only one oval.
En desacuerdo
Algo en desacuerdo

Algo de acuerdo

De acuerdo

130017 T2320, 11:40 PM
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41. 8. Durante la pandemia, me he dado cuenta que mi empleo de la tecnologia en
las clases de lenguas contribuye de manera positiva al alcance de los objetivos
institucionales. *

Mark only one oval.

En desacuerdo
Algo en desacuerdo
Algo de acuerdo

De acuerdo

Las TIC y carga laboral

Instrucciones: Por favor, elija la respuesta que mejor represente su opinién,

692 42. 1. Durante la pandemia, el empleo de la tecnologia con mis alumnos en las clases
de lenguas me ha generado mucha tension. *

Mark only one oval,

En desacuerdo
Algo en desacuerdo
Algo de acuerdo

De acuerdo
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43. 2. Durante la pandemia, considero que estoy trabajando demasiado para
emplear la tecnologia con mis alumnos en las clases de lenguas. *

Mark only one oval,

En desacuerdo
Algo en desacuerdo
Algo de acuerdo

De acuerdo

44, 3. Durante la pandemia, las indicaciones emitidas por mi institucion para el
empleo de la tecnologia en las clases de lenguas me han generado mucho
estrés. *

Mark only one oval.

En desacuerdo
Algo en desacuerdo
Algo de acuerdo

De acuerdo

45. 4. Durante la pandemia, la presion ejercida por mi institucion para favorecer el
empleo de la tecnologia en las clases de lenguas me ha desgastado. *

Mark only one oval,
En desacuerdo
Algo en desacuerdo

Algo de acuerdo

De acuerdo
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46. 5. Durante la pandemia, el empleo de la tecnologia en las clases de lenguas con
mis estudiantes me ha generado frustracion. *

Mark only one oval,

En desacuerdo
Algo en desacuerdo
Algo de acuerdo

De acuerdo

47. 6. Durante la pandemia, siento que trabajo demasiado para emplear
satisfactoriamente la tecnologia con mis alumnos en las clases de lenguas. *

Mark only one oval.

En desacuerdo
Algo en desacuerdo

Algo de acuerdo

694 | De acuerdo

48. 7. Durante la pandemia, me he sentido angustiado con respecto a las acciones
emprendidas por mi institucion para favorecer al empleo de la tecnologia en las
clases de lenguas. *

Mark only one oval.
En desacuerdo
Algo en desacuerdo

Algo de acuerdo

De acuerdo
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49, L bDurante la pandemia, he sentido desgaste para alcanzar las expectatvas de
miinstitucion con respecto al empleo de latecnologia en las clases de lenguas. ~

Mark oniy one oval.

En desacuerdo
: Algo en desacuerdo
i Algo de acuerdo

" De scuerdo

Freguntas de consentimiento:

SU. [ Porfavorindique s esta de acuerdo en participar en una entrevista en linea de
apraximadamente 30 minutos para profundizar en algunas de las respuestas que
havertido en este cuestionario.

Mark onfy one oval.

s
_.INO

695

51. L Fortavor siestade acuerdo en participar en la entrevista, dejenos un numero
de telefono donde podamos comunicarnos con usted paraprogramar lafechay
noradelaentrevista 9 no desea ser entrevistado indique 0.~

This content is neither created nor endarsed by Google.

Google Forms
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