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Introduction
American higher education has attracted a big population of Chinese students, which not only results from university’s demand for ethnic diversity, academic enrichment, and economic profit, but also from Chinese students’ desire for a good education, personal fulfillment, and familial prosperity. Especially, the conditional enrollment of universities has accelerated a rapid growth of Chinese would-be undergraduates, who need English training for TOFEL or IELTS test. These students are recruited to English language institutes (ELI) that offer intensive and extensive pathway programs to help them improve their English language skills. However, it is difficult for ELI instructors to conduct class when Chinese students are unwilling to and/or unable to use English in class interactions. Furthermore, Chinese students’ constant use of their first language in group discussions not only hinders their own English improvement but also impedes other international students’ English enhancement. This case study explores the perspectives of one TESOL instructor towards her Chinese students in an ELI setting at a Southeastern U. S. university. Two questions are worth exploring: How does the ELI instructor perceive Chinese speakers of English in their English class? How might the instructor encourage Chinese students to speak English? To address these two questions, the researcher first reviews relevant literature to look for the research gap. Secondly, the researcher discusses the theoretical framework that guides the study. The following section addresses methodology, including the research site, participant, research methods, data collection and analysis. The last section concludes the findings, implications, limitations, and future research agenda.



Relevant Literature
Struggling to Participate in L2 learning 
A great deal of scholarship has focused on Chinese international students’ predicament of L2 learning. For example, Liu (2002) observed classroom communication patterns of three Chinese graduate students at a large Midwestern U.S. University and found that none of them were totally involved in class activities. These three students fell into three categories of classroom communication patterns: “conditional participation, marginal interaction, [and] silent observation” (p. 41), which mainly resulted from their inadequate L2 abilities. In addition, sociocultural, cognitive, affective, and pedagogical factors are responsible for these Chinese students’ unwillingness to contribute to class discussions. 
Hu and Fell-Eisenkraft’s (2003) study on international Chinese eighth graders in New York city shows that most of Chinese international students seldom participated in class discussions. They argue that shyness, fear of making grammatical errors, and uncertainty in speaking in L2 might have resulted in class reticence. Even though shyness could be explained as these students’ personality, it could also be a result of social and cultural alienation, unfamiliarity with institutional and academic discourse, lack of knowledge of subject matter, and/ or communicative competence (McCroskey, 1991).  Interestingly, none of these international Chinese students considered themselves as English speakers. Inadequate English proficiency restrained them from participating in L2 literacies practices. As a result of non-participation, taciturnity limited their opportunities to socialize for group membership. 
Likewise, in Tsui’s (1996) research on Chinese students’ reticence and anxiety in English as a foreign language setting in secondary schools in Hong Kong, thirty-eight English teacher participants stated that students’ limited participation in verbal activities was caused by low English proficiency. Specifically, students did not know how to express their ideas during group discussions. Students’ failure to answer questions was not because of a lack of related knowledge, but of the inadequate English proficiency. When students were called upon to respond to teachers’ questions, some of them maintained silence; others chose “I do not know” as a safe way out; still others used broken English to respond to their teacher. However, Tsui argues that English proficiency was not the only reason for students’ reticence. There were other factors, such as students’ level of self-confidence, willingness to take a risk, fear of mistakes and derision, teachers’ intolerance of silence, uneven allocation of turns, and teachers’ incomprehensible input, all of which spawned English learning anxiety and unwillingness to participate in interactions. 
Similarly, Miller (2000) examined English learning and identity negotiation of three Chinese immigrant students who attended an intensive ESL program and were enrolled into their high school ESL units in Australia. She found that these three students always stayed together, sitting and chatting in groups in Chinese, which they distanced and were distanced from the mainstream culture. Since there were a big population of Chinese students in that school, they did not need to speak English outside of class. They only spoke English to their teachers. Sometimes, even in class, they tried to sit together and speak Chinese. Limited English proficiency forced them to stick with each other. The tightly-knit Chinese group seemed like a safe place for these three students, which isolated them from English native speakers. Miller commented that the students’ unwillingness to mix with native speakers and choosing not to use English fits well with the stereotypes of Chinese students’ withdrawal, quietness, and resistance to integration. Miller hence contended that schools and ESL instructors have a responsibility to maximize the chances for linguistic minority students to use English in interpersonal relations and in academic settings for acquisition. 
Sticking in a tightly-knit ethnic group
Chinese L2 learners’ unacceptance to membership of a dominant discourse and their unwilling to gain membership have tightened their ethnic bonding. In their study, Mckay and Wong (1996) claim that Chinese L2 learners used mandarin with their Chinese friends and English with their American friends; unfortunately, they had just a few American friends because of language barriers, cultural differences, and other implicit and explicit factors. So they associated mostly with their Chinese friends. Even though these Chinese students came from different regions like Hong Kong, Taiwan, Shanghai, and other provinces, and they spoke different dialects, they always shared the “Chinese table” in the lunchroom and in the quad. The designation of “Chinese speaking” became an important basis for their social bonding.
Stevens (2012) pays close attention to new arrival Chinese ESL students attending English intensive programs. He finds out that limited classroom participation of these students is attributed principally to Chinese cultural influences, such as collectivism-allegiance to a closely-knit circle of the Chinese group (Bartlett & Fisher, 2011), Confucianism, and the notion of social harmony and familial obligation (Wang, 2014).
Duff’s (2002) research on the discourse of a high school class that was comprised of local Canadian students and Chinese immigrant students reveals that Chinese background students relegated themselves and were relegated to passive recipients or a second-class. They were otherized among a big group of local students. These students consciously and unconsciously silenced themselves in class, because they considered silence as the only choice to protect them from being criticized or ridiculed. Chinese students’ interactional withdrawal was seen as “a lack of initiative, agency, or desire to improve one’s English or to offer interesting material for the sake of the class” (p. 312). As a result of silence and difference constructed by both native and non-native speakers, alienation, isolation, and failure became a natural situation for those linguistic minority students. Likewise, Lee’s (2008) report on Chinese ESL students at Pacific University shows that those students overtly and covertly were prevented from expressing dissent or critique by classroom discourse, and that students felt marginalized and discriminated. In this regard, Lee makes an argument that the classroom can be a site of reproduction of unequal power relations (Bourdieu, 1977b, Peirce, 1995; Norton, 2000, 2010; Norton & Toohey, 2004; Liu, 2001, 2002) by constraining students’ access to learning resources and opportunities and other powerful identities. Alienation, isolation, and marginalization forced these Chinese L2 learners to stick in the same ethnic group. 
Language Socialization and Community of Practice
Language socialization speaks to a domain that captures language leaners’ development of social and cultural capability and sensibility based on language use, which is stated as “socialization through the use of language and socialization to use language” (Schiefelin and Ochs, 1986b, p.163). Language socialization is characterized by agency, cooperation, and scaffolding. When novices become proficient communicators, they also become capable members of a particular community. Watson-Gegeo (2004) holds that a shift in rethinking of mind, language, context, and epistemology has fundamentally transformed research on second language learning, acquisition, and socialization. New understandings about cognitive development and language learning have triggered an inquiry on language socialization, which highlights the importance of language learners’ agentive and selective involvement in cultural and social interactions in complex, dynamic, and fluid social networks. She contends that the paradigm of language socialization for second language learning has dramatically revolutionized the research on second language socialization and use. 
Language socialization and use, “as a process of struggle to engage in participation in a specific speech community” (Kaplan, 2010, p. 179), demonstrates language learners’ difficulty of accumulating cultural capital to gain access to membership of a community, because oftentimes they do have neither the “right to speech”, nor the “power to impose reception” (Bourdieu, 1977b, p. 648). Even though they have the opportunity to speak, they might not be able to or willing to do so. It is not uncommon that L2 learners are silenced or silence themselves in a speech community. 
Language socialization is similar to the theory of community of practice. However, there is one important difference between the two; that is, the former is more related to power relations than the latter. The core of community of practice is the concept of legitimate peripheral participation. Full participation requires access to a given community’s resources and opportunities for socialization, but the prerequisite is that the learners must be deemed as legitimate participants. In this regard, access is defining and crucial. Lave and Wenger (1991) highlight the importance of access to community of practice,  
To become a full member of a community of practice requires access to a wide range of ongoing activity, old-timers, and other members of the community; and to information, resources and opportunities for participation. (p. 100)

L2 learners must be accepted by others in a learning community to gain access to material and symbolic capital for language socialization and identity development. Therefore, their agency is extremely important for shaping their language learning and participation (Lantolf & Genung, 2003; Norton, 2001). 
Conceptualizing Language Learning
Lave and Venger (1991) argue that learning is about participation and engagement in community of practice. They note that, 
In contrast with learning as internalization, learning as increasing participation in communities of practice concerns the whole person acting in the world. Conceiving of learning in terms of participation focuses attention on ways in which it is an involving, continuously renewed set of relations; this is, of course, consistent with a relational view, of persons, their actions, and the world, typical of a theory of social practice. (Lave and Venger, 1991, p. 49-50)

According to Lave and Venger, learning is a process of participation and engagement in social practices. Similarly, Swain and Deters (2007) observe that “[l]earning is a process of becoming a member of a community, and this process involves developing the ability to communicate through the language and behavior that are deemed acceptable by the community” (p. 823). Swain and Deters’ understanding of learning more focuses on membership. L2 learners must be equipped with abilities to interact with native speakers and other capable members to gain acceptable and identifiable membership. In this sense, learning not just a process of accumulating knowledge and honing skills, but also a process of identity development by securing access to membership. Language learning is a site of struggle when leaners move from the margins to the center of community of practice, in which they socialize through language and use language to socialize in order to become full participants and legitimate members. 
	Based on theories of language socialization and community of practice, this research aims to understand how Chinese ELI students learn English by participating in an international learning community. To reach this goal, two research questions guide this study: How do the ELI instructor perceive Chinese speakers of English in their English class? How might the instructor encourage Chinese students to speak English?


Methodology
Research Context and Site
The population of international Chinese students at the Southeastern U. S. University in this study has dramatically increased in recent years. The total numbers of Chinese undergraduates currently enrolled by this university are 2442 (the information provided by Office of Institutional Research & Assessment at this university); 3% of them are conditionally admitted by this university because of their limited English proficiency. These conditionally enrolled students have to attend the ELI programs in order to pass the TOEFL test (Test of English as a Foreign Language) or meet the English requirements set by the ELI before starting their program studies. This group of Chinese ELI students are marked as “cash cows”, most of them from nascent middle class (Stevens, 2012), and/or “TOEFL failures” who lack the necessary knowledge of the target language and culture (Walker, VWhelan, & Moore, 2013). To help these Chinese ELI students improve their L2 literacies skills, the ELI at this university has developed pathway programs to facilitate second language socialization and use. Specifically, the ELI offers six levels of intensive English classes, including level 1 (low beginning), level 2 (high beginning), level 3 (low intermediate), level 4 (high intermediate), level 5 (low advanced), and level 6 (high advanced) (referring to the ELI website). On the first day of the first session, the ELI students need to take the Placement Exam.  The ELI places these students into different classes based grades on the exam. Once students pass the level 6 of all classes (speaking, listening, structure, reading, and writing) or the TOEFL test, they can graduate from the ELI and start their program studies. The ELI has 26 English instructors, all of whom have master’s degrees in TESOL and some of whom have lived and taught overseas.
To capture and understand the complexities of L2 teaching and learning, the current study selected one American instructor as unite of analysis to conduct a case study investigation. The case study approach holds the potential to answer the research questions according to its numerous advantages: 
•	The case study offers a means of investigating complex social units consisting of multiple variables of potential importance in understanding the phenomenon.
•	Anchored in real-life situations, the case study results in a rich and holistic account of phenomena.  
•	It offers insights and illuminates meanings that expand its readers’ experiences. (Merriam, 1998, p. 41) 

This study lent itself to a case study inquiry, because this methodology allowed the researcher to investigate complex units of analysis, offered her opportunities to garner rich and holistic information, and helped her gain insights into participants’ lived experience in order to illuminate meanings. In short, this case study facilitated the researcher to illuminate the situated nature of English learning and socialization, and the complexity of individuals’ stories. 
For this study, the researcher first talked with the instructor in the fall of 2015 as part of a big research project. And then formal and informal interviews were conducted mainly in the spring of 2016. Also, participant observations, field notes, and researcher’s journal entries were used to collect data. The researcher read all the data line by line iteratively from interview transcripts, field notes, and her reflective journal entries, noting words or phrases that seemed relevant to the purpose of the study. After reading carefully and repeatedly the data, the researcher started with In Vivo Coding and Axial Coding to discover patterns in order to generate categories. In addition, the researcher analyzed memos based on analyzing all the data and triangulating and crystalizing the emerged themes and patterns by relying on multiple data sources. She constantly compared interview transcripts with field notes and her personal reflexive journals to look for congruence and correspondence between the data so that she was able to include them into categorized themes and concepts. The coding process was cyclical in which data were coded and recoded over and over again: data to code, code to category, category to code, code to category, and category to data (Saldaña, 2009). By using In Vivo Coding and Axial Coding, the researcher obtained rich information about the instructor’s perceptions of Chinese ESL students’ learning experiences, habits, and strategies, factors that resulted in non-participation and limited participation in class activities, and her solution for breaking out of “Chinatown”. 
Participant
The researcher chose Mrs. Nichols, an American TESOL instructor, as a participant based on purposive sampling (Patton, 1990). Mrs. Nichols has an undergraduate degree (B.A.) in English literature and a master’s degree (M.S.) in Teaching English to Speakers of Other Languages (TESOL). She has been teaching at the ELI for five years. Before coming to this university, she taught EFL for six years in China and her students ranged from complete beginners to working professionals who needed English to communicate in a global business setting; ages ranged from 2 to 50+. She can speak standard mandarin Chinese. She stated that her years of teaching in China gave her an advantage other ELI teachers did not have. She understood what motivated Chinese students and was aware of their habits regarding peer-to-peer and student-to-teacher interaction. She could recognize a hardworking but reserved student versus one who was boisterous and unfocused. In general, she could also tell when a student was having trouble adjusting to the educational setting and needed more metacognitive instruction. Her teaching experience in China benefited her for teaching Chinese ESL students at this university. 

Findings
Understanding of Learning
Learning is not just a process to gain knowledge, but to secure an ability to learn by themselves in and out of schools. Learning should be full of challenge. If students feel too comfortable in class, they might not be able to acquire what they have been taught, because no struggle, no progress. Mrs. Nechols noted: 
While each student might have a different learning capacity and pace of study, I believe that everyone should finish a class or level feeling that (s)he has been challenged and has gained new information; students who get used to learning something daily in class begin to acquire knowledge outside the classroom on their own. (Interview, January, 2016)

Her understanding of learning demonstrated the concept of lifelong learning. It is extremely important for Chinese L2 learners to obtain learning skills to learn by themselves in both daily lives and academic circles. 
Knowing Students to Build Rapport 
Mrs. Nichols viewed Chinese students as individuals; they had unique life experiences, different economic status, educational history, and family background, even though they came from one country. She added, “This means recognizing that one Chinese student is not the voice for all other Chinese students in a class”. However, Chinese students did share some similarities. For example, “Chinese students might feel embarrassed about asking or being asked questions in class”. Keeping this in mind, Mrs. Nichols always gave more thinking time to those who needed to process input and organize their output in order to contribute to class discussions. Chinese ELI students used to be passive knowledge recipients when they were in China, so they needed to actively participate in class activities, not just sitting there to hear from the more vocal and more competitive learners. Extending wait time and being patient built a safe and friendly learning environment for Chinese ELI students to study a second language. It might also ease students’ learning anxiety and diminish their fear for making mistakes.  
In addition, Mrs. Nichols’ approachablility and availability to her students helped her establish rapport with her Chinese ELI students. She encouraged students to come by her office with questions or concerns. She asked questions about students’ learning difficulties and weaknesses in order to customize her teaching. Also, she recommended English learning websites to her students to help them enrich vocabulary, practice their pronunciation, reading and writing. In addition, Chinese students needed to develop a habit to make their needs known. If they did not ask questions, the teacher would assume they did not have questions, so she would keep moving to the next step of teaching. Traditionally, Chinese ELI students did not want to bother their teachers and peers, so even though they had questions or needed clarifications, they would rather ask other Chines students after class. Knowing Chinese ELI students could avoid problems before hand or could solve problems easily. 
Breaking out of Chinatown
Mrs. Nichols called a small group of Chinese students in her class as “Chinatown”. Students in Chinatown always sat from the front to the middle of the classroom. They stuck together and spoke only one language (Chinese).  Mrs. Nichols separated them into different groups according to their cultural and linguistic backgrounds. The interactions in the mixed group provided enormous opportunities for them to not only practice English, but also open their eyes to the world. More importantly, participation in mixed group learning triggered deep reflection on what it meant to be oneself. 
Enrichment of Multiculturalism 
Chinese ELI students had the chance to be exposed to different cultures if they were spread out to different ethnic groups. Their learning partners came from Turkey, Saudi Arabia, Japan, Korea, Brazil, India, South Africa, Germany, France, Mexico, and other countries and regions. Students had chance to know various languages, different societies, different beliefs, values, and traditions because they brought to the class with rich linguistic and cultural resources. For example, Chinese students were curious about how to say their names in Spanish, in Turkish, or in Portuguese, how to solve the problems of drug dealing in Mexico, and why Indian people use their hands to grab food not chopsticks. On the other hand, students from other cultures wanted to know Chinese characters and meanings of names. Like Mrs. Nichols stated: 
Students always ask: ‘Can you tell me more about that? I heard something about that before. How do you read characters? I just know alphabet; can you tell me about Chinese characters? What does my name mean in Chinese? Can you say my name in Chinese?’ Chinese students have a chance to explain their names to others. Chinese names are not just carelessly give, but carry rich meanings, such as healthy, wise, strong, beautiful, vibrant, creative, integrate, or prosperous. But in some cultures, names are not so important. Chinese students are really proud of their history and culture. (Interview, March, 2016)

However, if Chinese students stayed in Chinatown, they had very limited chance to know other cultures. Also, Chinese students had a chance to develop many different kinds of relationships with their peers from different societies. They had a chance to develop a complete world view, not just China vs. the rest of the world or China vs. America. Each country can be different. Each country has its unique culture. 
Improvement of Language Skills
Breaking out of Chinatown forced Chinese students to speak English. In the very beginning, they might be a bit of struggle, a struggle with their language skills, or a struggle to be a group leader. Especially those students who were shy, conservative, or withdrawal had a really difficult time to challenge themselves to stand out, because they had to find ways to communicate with other people. If they wanted to benefit the whole class, all of them had to contribute it. Also, everybody in a group played a role and took a responsibility to be an authorized and identifiable member. Gaining membership encouraged students to do their homework very well, they had to be prepared for the class. Otherwise, they would embarrass themselves in front of their peers. One student told his learning experience during Mrs. Nichols’ office hour. He said, 
I have a language and I have some information that I need to present China to my group members. Even I do not have all the answers about Chinese government or politics, but I can tell them something about China because I come from China, I lived there, grew there, was educated and bred there. I know the educational systems, family structures, values, and beliefs. I feel like I am an expert in Chinese culture. (Participant observation, January, 2016)

However, if Chinese students stuck together, they would be very comfortable to have one speaker or one representative in a group. They did not have to fight to be a leader. Chinese students recognized an unspoken rule about the person who was the oldest, most experienced, or had the best language skills that automatically became a group leader. No one else was going to fight to be a leader. So the rest of the group did not have to work: they either played with their phones, or chatted with each other in Chinese. But, breaking out of Chinatown maximized their opportunities to study and use English. 
Developing Different and Critical Thinking 
Breaking out of Chinatown helped Chinese ELI students begin to think about why they did things in a certain way. When they interacted with their partners in mixed groups, they forced themselves to reflect on who they were and what part of culture they needed to explain and how to explain it. They started to think about themselves through others’ reactions to them. Usually students came from the same linguistic background, they had the same system of thinking. For example, Chinese students’ essays were almost the same, the same topics, and the same organization of ideas. But, if they were put into different groups, they could think differently by interacting with each other. Mrs. Nichols paid close attention to students’ critical thinking. She encouraged her students to ask themselves questions: “Why do I think this way? How can I explain this?” She said: 
I told my students that I do not want to read the same essay. If you do a group assignment, I do not want the same ideas. I would appreciate it more, if you disagree with someone and you can also explain it. I have to teach students to be critical thinkers and to be willing to defend themselves. (Interview, March, 2016)

Constructing a Sense of Self
When Chinese ELI students were in mixed groups, they had a chance to find out who they were in their culture and who they were out of their culture. Linguistic skills helped them develop and negotiate their identities. In the very beginning, they were a voice of China. Gradually, they had different voices in different groups. They played different roles in different contexts. Linguistic skills increased their self-awareness, because they had a chance to recreate themselves. They were in a new group, they spoke a different language and they could become different people. But if they stayed in the Chinese group, the role (the person should be or should do) was determined, because everybody knew each other. Also, when Chinese students stuck in Chinatown, they always silenced themselves. Like Mrs. Nichols stated: 
I know you sent me a silent message: ‘do not call me. I do not know I am doing. I am not prepared and not confident. I am in the safety zone, so do not bother me.’ It creates a distance from you and me. You know what, if you do not stand out, nobody knows who you are and how you are. At the end of the semester, you are just a grade or a number. Get out of your Chinese group. Everyone in your group is strong, except you. If you stay in that group, they will continue to be stronger, you will continue to be weak. Those people are going to pass the class, you are going to be stuck here, coz you have not learned independent skills. I need you come out and sit in the front of the classroom. If you sit here and look confused, I will repeat whatever I said. But if you sit with them and ask them for answers, I will never repeat and I will just keep moving. You do not have to create a language to tell me your problems, you just need to look confused and scared. I understand you are scared and confused, I am going to repeat what I said. You just need to take a responsible step and tell me what your problems. (Participant observation, January, 2016)

Once Chinese students were out of their comfort zone, each individual performed their own roles. They became more individual, because they had to voice their own opinions. Their voices represent their identities. 
Discussion
Cultural Sensitivity and Awareness
Mrs. Nichols’ cultural sensitivity and awareness benefit her teaching at the ELI. Her teaching experience in China built a solid foundation for her to establish rapport with her Chinese ELI students. She knows Chinese culture, tradition, ideology, and educational systems, which help her know better about her Chinese students in order to facilitate teaching and learning. Sticking in the Chinatown limit opportunities of Chinese ELI students to expose to American culture and other ones. It also constrains their chance to speak English. The Chinatown is like an isolated island, where students do not have access to the multicultural and multi-linguistic resources. Even though they are in the U.S. they have very limited chance to practice English. Also, intensive instruction in grammar, pronunciation, and vocabulary has limited value when L2 learners have little opportunity to participate in wider community, which confirms Norton’s (2001) observation that “[e]ven when opportunities did arise […] they found that there were particular social conditions under which they were most uncomfortable and unlikely to speak” (p.169). Mrs. Nichols encouraged Chinese students to break out of Chinatown and put them into different ethnic groups to participate in group activities. She increased opportunities of Chinese ELI students to become acceptable and identifiable members of community of practice. 
In addition, Nichols’ Chinese language helped her build a good relationship with Chinese ELI students. When she talked to her Chinese students in Chinese during her office hours, her students felt like there was a teacher who knew them very well, knew their culture very well and really cared about them. When they were marginalized by the mainstream, they had someone to talk about and turn to for suggestions. In short, Mrs. Nichols’ Chinese cultural awareness and enrichment help ease Chinese ELI students’ learning anxiety by giving them enough time to process questions and formulate answers, providing adequate group discussion opportunities, and establishing good relationships with them.
Breaking out of Chinatown and Participation
According to Stevens (2012), Chinese ELI students tend to avoid interactions both with American students and other internationals, which significantly limit their language socialization and interaction. Their non-participation in community of English learning tightens the same social and ethnic bonding. The longer they stick in Chinatown; the more chance they face social exclusion. As a result, they are perceived as intellectually inferior and socially inconsequential, so ESL teachers “can-and-must provide opportunities to create constructive, cohesive learning communities in which differences are accommodated and bridged, and where students and teachers negotiate their identities and subject-matter knowledge together in culturally respectful and equitable ways through social interaction” (Duff, 2002, p. 290). Chinese ELI students in Nichols’ class broke out of Chinatown and became active participants from passive ones to socialize through English and use English to socialize to legitimize them as acceptable community members. Once they graduate from the ELI and attend their program studies, they might be capable of interacting with their American peers in a community of practice. 
Conclusion 
This case study examined how one ELI instructor perceived Chinese L2 leaners and how she broke Chinatown to help her Chinese students participate in community of practice. The findings showed that breaking out of Chinatown not only raised Chinese students’ multicultural awareness, improved their linguistic skills, but also developed their critical thinking and identity construction. However, given the small sample of this case study, it is not appropriate to generalize from its limited findings, because this research aimed to explore how the ELI instructor help their Chinese students interact with their peers from limited participation to full participation in community of practice. 
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