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EDITORIAL

Editorial

tion Research Conference) in Lenguas en Contexto is the

result of binational collaboration between the School
of Languages of the Benemérita Universidad Auténoma de
Puebla (BUAP), México, and the TexLER 2018 committee,
which is a student organization of the Bicultural and Bilin-
gual Department (BBL) of the University of Texas-San An-
tonio (UTSA).

While the main goal of TexLER is to bring together
students, educators and researchers to discuss prominent
findings in the fields of linguistics and foreign/second
language education, attendees and presenters to previ-
ous conferences suggested having a peer-review space for
publication as a way to extend TexLER's objectives. For this
reason, when Dr. Araceli Salas, professor of the School of
Languages, BUAP, visited UTSA in Fall, 2017, the TexLER
committee decided to invite her and the editorial team of
Lenguas en Contexto to be part of this joint venture. On behalf
of the School of Languages, Araceli kindly accepted our in-
vitation because it aligns with the internationalization goals
of current administration of the School of Languages, BUAP.

Regardless of the bureaucratic processes and the
prospective cultural misunderstandings, we knew we
would face while trying to put together a binational publi-
cation, Araceli and I committed to publish the current issue
as a reaction to the political situation between Mexico and
the United States. In other words, the ultimate purpose of
this special issue is to contribute to the binational understand-
ing of Mexican and U.S. scholars during times in which the
mainstream discourse encourages division.

Araceli and I would like to thank everyone that
made this publication possible in terms of administrative
procedures. We would like to thank the authors who trusted
in us and submitted their original research works. We would
also like to thank those who reviewed and edited articles for
this issue, as well as the members of the scientific committee
of the issue.

With this special edition and through the collabora-
tive work, we want to state that no symbolic or real walls
should exist between our countries, for which we hope this
special issue of Lenguas en Contexto can help consolidate
bridges of solidarity and understanding between our com-
munities and institutions.

This special issue of TexLER (Texas Language Educa-

Conference) en Lenguas en Contexto es el resultado de la
colaboracion binacional entre la Facultad de Lenguas de la
Benemeérita Universidad Autonoma de Puebla (BUAP) en México

! a edicion de TexLER (Texas Language Education Research
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y el comité de TexLER 2018, la cual es una organizacion estudian-
til del Departamento de Estudios Biculturales y Bilingties (BBL) de
la Universidad de Texas en San Antonio (UTSA).

La principal meta de TexLER es acercar a estudiantes,
educadores e investigadores para discutir resultados valiosos en el
campo de la lingiiistica aplicada y la adquisicion de sequndas len-
quas. En nuestras conferencias, los ponentes y asistentes nos han
hecho ver la necesidad de publicar nuestros trabajos en una revis-
ta de investigacion. Sin duda, una edicion de esta naturaleza nos
permitiria cumplir de mejor manera nuestra mision en TexLER.
Con este objetivo, nuestro comité decidid invitar a la Dra. Araceli
Salas, profesora de la Facultad de Lenguas de ln BUAP, quien visito
UTSA en el otorio del 2017 a ser parte de esta publicacion conjunta.
En nombre de la Facultad de Lenguas, Araceli amablemente acepto
nuestra invitacion. Con ello, ademds, la doctora y su equipo dan
cumplimiento al proceso de internacionalizacion en el que se haya
inmersa la Benemérita Universidad Auténoma de Puebla.

A pesar de que Araceli y yo sabiamos del proceso burocri-
tico y de los probables malentendidos biculturales, nos compromie-
timos a organizar una edicion binacional. Nuestro deseo es que un
producto de esta naturaleza sea una respuesta de colaboracion a la
actual situacion politica entre México y Estados Unidos. Es decir,
el propésito fundamental de esta edicion especial es contribuir al
entendimiento entre académicos de los Estados Unidos y México
en tiempos en que el discurso dominante promueve lo contrario.
Queremos mostrar la importancia de trabajar unidos, y hacer evi-
dente que ambos paises ganamos mds si cooperamos cotidiana y
académicamente.

Araceli y yo agradecemos a quienes han hecho posible
esta publicacion. Agradecemos a todos aquellos que nos han ayu-
dado en cuestiones administrativas, pero sobre todo a los autores
que confiaron en nosotros para enviarnos un articulo producto de
sus investigaciones y por supuesto, a los dictaminadores y editores.
Evidentemente, nuestro agradecimiento se extiende a los miembros
del comité cientifico.

A través de esta edicion especial y del trabajo conjun-
to, queremos dejar claro que ningtin muro, real o simbolico, debe
existir entre México y Estados Unidos. Por tanto, esperamos que
esta edicion especial de Lenguas en Contexto ayude a consolidar
puentes de entendimiento y solidaridad entre nuestras comunida-
des e instituciones.

Leticia Araceli Salas Serrano,
Benemérita Universidad Auténoma de Puebla

David Martinez-Prieto,
The University of Texas at San Antonio (UTSA)



PRESENTACION

Presentacion

n vista del contexto social e ideolégico promo-

vido a partir de la actual situacion politica, se

hace imperativo multiplicar los esfuerzos de co-
laboracion entre México y Estados Unidos. Entre otras
acciones, este marco politico y social demanda la dise-
minacién de estudios que evidencien el potencial de la
diversidad cultural y lingtiistica como forma de resis-
tencia ante las ideologias anti-migratorias, plagadas de
sentimientos racistas y separatistas para asi, darle im-
portancia a la educacion multilingtie y multicultural.
La presente edicién especial de Lenguas en Contexto,
en colaboracion con TexLER (Texas Language Educa-
tion Research), es el producto de esfuerzos transna-
cionales, interinstitucionales y multimodales que han
abierto un espacio para la integracion de académicos,
educadores y lingtiistas que por medio de su trabajo
investigativo se enfrentan a la idea del nacionalismo
conservador, el monolingtiismo, la asimilacién cultu-
ral y la competencia individualista. Este volumen esté
compuesto por los trabajos de investigadores de dife-
rentes estados y paises, de varios niveles académicos,
multiples bagajes culturales y lingtiisticos, asi como
de campos y temas interdisciplinares.

El tema global de esta edicion especial va de
la mano con el eslogan de TexLER 2018: “Multilin-
gual Education in Action: Advocating for the Future” ya
que el lector puede encontrar textos investigativos en
espafiol e inglés acerca de contextos educativos don-
de el multilingtiismo es la norma y no la excepcion.
Las siete investigaciones que componen esta edicion
tienen un objetivo comun: resolver problemas reales
que educadores y estudiantes enfrentan dia a dia, en-
tendiendo estos actores como agentes con el poder de
transformar sus vidas y su contexto social usando la
guia, los instrumentos y el conocimiento adecuados.
De este modo, mediante la promocién de practicas
pedagoégicas fundadas en la investigacion interdisci-
plinar y transcultural, asi como con la puesta en esce-
na de esfuerzos académicos colaborativos, se asegura
que el futuro de las nuevas generaciones evoque la
analogia del jardin lingtiistico de Ofelia Garcia (1992)
en lugar de la existencia de un mundo globalizado

monocromatico falto del color de las lenguas, las cul-
turas, las ideas y cosmovisiones que hacen del mundo
un lugar interesante, rico, y lleno de posibilidades de
progreso mancomunado.

Las investigaciones que se encontraran a
continuacién se caracterizan por su policromada
diversidad en relaciéon con sus enfoques teméticos
y metodoldgicos. Primeramente, los articulos de
Gasca-Hernandez y de Liu y Turner le apuestan al
cambiante paradigma de la literacidad, ahora con-
cebido como el conjunto de practicas situadas socio-
culturalmente, y caracterizadas por su multiplicidad,
hibridez, multilingtiismo y multimodalidad (Kress,
2013; Dyson, 2003; Hornberger & Link, 2012), para
validar las multiples formas de crear significado de
grupos excluidos como los estudiantes bilingties de
familias inmigrantes y escuelas publicas. Motivado
por su preocupacion por identificar los factores que
obstaculizan la obtencién de puntajes altos en los es-
tandares internacionales de lectura critica de los estu-
diantes de bachillerato de México, Gasca-Hernandez
comparte su andlisis critico de dos programas de
lengua en relacion con sus objetivos y actividades,
develando un desajuste entre estos programas y las
necesidades de los estudiantes. Este analisis merece
la atencién de las entidades competentes encargadas
de la creacién y actualizacion de programas de edu-
cacién publica. Ya que Gasca-Hernandez nos mues-
tra un problema latente en los programas formales
educativos, de forma complementaria, Liu y Nat Tur-
ner ofrecen un acercamiento no solo a las caracteristi-
cas sino también a los beneficios de un programa que
resiste discursos monolingties y prioriza la inclusién
y desarrollo de las literacidades y lenguas minoriza-
das de estudiantes bilingties. Este estudio contribuye
considerablemente al campo de la educacién, ya que
devela un marco de referencia exitoso para la crea-
cién y formalizaciéon de programas de inclusién que
promuevan el avance académico de estudiantes con
variados bagajes lingtiisticos y culturales que poseen
literacidades normalmente invalidadas o ignoradas
por las instituciones educativas.
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PRESENTACION

La siguiente temédtica de esta edicion es el
aprendizaje y ensefianza de la lengua, un campo in-
vestigativo que, a pesar de contar con un desarrollo
extenso en términos tedricos e investigativos, atn re-
quiere responder varias preguntas esenciales de apli-
cacion en contextos especificos. Asi, Herndndez-Trejo
evalta el grado de efectividad del método Rassias
para incrementar la motivacion y el mejoramiento
de habilidades de habla del inglés como segunda
lengua en estudiantes universitarios, quienes sue-
len experimentar altos indices de inseguridad y poca
disposicién para usar la lengua inglesa en activida-
des comunicativas por el riesgo de cometer errores y
ser juzgados. Este estudio proporciona herramientas
pedagogicas ttiles para resolver el problema de la
desmotivacion causada por contextos artificiales y la
falta de recursos propios de la ensefianza de segun-
das lenguas y lenguas extranjeras, ademads de aportar
formas en que podemos ayudar a estos estudiantes a
avanzar de niveles receptivos a orales-productivos en
la adquisicién de segundas lenguas. Zapata y Mesa-
Morales profundizan su analisis en la evaluacion de
metodologias no-tradicionales y relativamente nue-
vas de la ensefianza de la lengua, mediante el estudio
de la aplicacién de lectura social llamada eComma. Su
estudio sugiere el uso de esta herramienta para resol-
ver el problema expuesto en el primer articulo de esta
edicién, por sus beneficios del desarrollo de habilida-
des primordiales en el siglo XXI y por su equivalencia
con el marco de las literacidades multiples. Informar
acerca de este tipo de herramientas y ventajas resulta
de gran valor para maestros y maestras que buscan
herramientas précticas, eficientes y actualizadas para
promover las literacidades de sus estudiantes.

Posteriormente, la seccion de literatura bi-
cultural amplia nuestro espectro pedagégico y nues-
tra perspectiva acerca de las implicaciones de ser
un nifio o una nifa bilingtie y bicultural en un pais
donde las leyes y estructuras de poder se concentran
en asimilar, promover la singularidad y oprimir la
diversidad. Castrillon-Costa y Randez realizan una
revision critica de la literatura de René Colato Lai-
nez, escritor salvadorefio de literatura infantil que
explora algunos de las experiencias de nifios y nifias
en ambientes bilingties y biculturales. Este trabajo de
analisis del discurso resulta atil en la examinacion e
identificacion del discurso de materiales pedagogicos
que valoren y legitimen la diversidad cultural, racial

a Lenguas en Contexto

y lingtiistica, elementos frecuentemente marginaliza-
dos pero que maestras, maestros y familiares pueden
usar e incorporar a la vida de los nifios y nifias.

La seccién de desarrollo profesional aborda
las problemaéticas y necesidades de las maestras y los
maestros de lengua. En primera medida, en reaccién
a la falta de pardmetros para la evaluacion y observa-
cion de la competencia intercultural, Temoltzin-Espe-
jel y Despagne-Broxner proponen tres instrumentos
y los incorporan en la evaluacion de esta competen-
cia con docentes en formacién, resolviendo asi dos
problemas recurrentes/presentes en el campo de la
educacion bilingtie: satisfacer la necesidad de desa-
rrollar la competencia intercultural que ha sido poco
tenida en cuenta entre los docentes y estudiantes de
lenguas, y equiparnos con instrumentos evaluativos
de esta competencia, los cuales han sido escasos hasta
ahora. Por ultimo, Salas-Serrano, luego de un analisis
discursivo de las practicas discursivas de docentes
de inglés, resalta la necesidad de crear, reconocer y
apoyar la legitimizacion de los maestros y las maes-
tras de inglés como una comunidad de practica para
la sociedad, los administradores, asi como entre ellas
y ellos mismos/as. En su articulo, Salas-Serrano re-
porta las précticas discursivas de docentes de inglés
en México y reclama la falta de identidad profesional
propia y la discriminacién de esta labor docente, re-
portando situaciones como las condiciones laborales,
el quehacer docente, preparacion y desempefio. La
autora ahonda en cémo sus participantes defienden
su labor docente y piden la valorizacion de su profe-
sién, lo que contribuiria al progreso y evolucién de la
comunidad donde ejercen su labor pedagégica.

Estos siete articulos tienen en comin una
orientacion aditiva hacia el multilingtiismo y multi-
culturalismo, su afdn por suministrar herramientas
pedagoégicas que animen a los docentes a continuar y
mejorar su rol como formadores de agentes cambio,
asi como el interés en promover en los estudiantes,
independientemente de su nivel escolar, una pers-
pectiva critica que desafie el estatus quo de la norma-
tivizacién de una sociedad monolingiie, mono-racial
y mono-cultural. Cada uno de estos autores ha con-
tribuido para que esta edicion especial de Lenguas en
Contexto se enriquezca de variadas perspectivas y di-
mensiones, implicadas en la educaciéon multilingtie.
Esta es una apuesta actuar y abogar por una educa-
cion cada vez mas inclusiva y equitativa. Esperamos



que esta edicion especial no solo informe a nuestros
y nuestras lectores, sino que también los anime a to-
mar accién en el marco de las condiciones sociopo-
liticas de nuestros paises. En el estado actual de las
cosas, donde unos cuantos lideres buscan triunfar en
su afan por imponer una visién intolerante a la plu-
ralidad, la resistencia y la unién de conocimientos se
hace necesaria para hacer de nuestras naciones jardi-
nes coloridos que luchan juntos por el progreso de la
sociedad, con la educacion y la investigacién como
ejes fundamentales.
Lina Martin-Corredor,
The University of Texas at San Antonio (UTSA)
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MULTIPLE LITERACIES

ENGLISH AND SPANISH LITERACY

IN THE MEXICAN SECONDARY

SCHOOL PROGRAMS

Aldo Gasca Hernandez
Benemérita Universidad Auténoma de Puebla
aldogascahernandez@gmail.com

Abstract

The present investigation attempts to compare and
contrast the National English Program in Basic Ed-
ucation (NEPBE) and the Aprendizajes clave para la
educacion integral: Lengua materna esparniol (Spanish
program) for public secondary school in Mexico,
in respect to the inclusion of new literacies. In this
mixed-methods investigation, the programs’ objec-
tives and practices were analyzed and categorized
into two rubrics: literacy and new literacies. Literacy
was regarded as a sociocultural reading and writing
practice, while new literacies as the inclusion of tech-
nology, interdisciplinarity and post-typographic texts
in efforts to develop literacy. The NEPBE’s and the
Spanish program’s practices and objectives showed
a similar tendency with a higher inclusion of literacy.
However, new literacies practices in the NEPBE were
higher due to the consideration of contexts outside
the language classroom to generate learning environ-
ments. This investigation concludes by stressing the
importance of including new literacies in schools, for
they are more in accordance with the communicative
practices that students perform in outside-of-school
contexts.

Keywords: NEPBE, Spanish program, new literacies,
New Literacy Studies, interdisciplinarity, post-typo-
graphic texts.

Resumen

La presente investigacion estd enfocada en comparar los
programas de espariol e inglés de secundaria publica esta-
blecidos por la Secretaria de Educacion Piiblica, en cuanto
a su inclusion de nuevas literacidades. En esta investiga-
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cion cualitativa y cuantitativa, se analizan y comparan los
objetivos y prdcticas que los programas proponen. Ademads,
se categorizo la informacion bajo dos ribricas: literacidad y
nuevas literacidades. Para literacidad se consideraron las
menciones de lectura y escritura como una prdctica socio-
cultural. En cambio, para nuevas literacidades se consi-
deraron las menciones de tecnologia, interdisciplinariedad
y textos post-tipogrificos en contextos delimitados para el
desarrollo de literacidad. Los resultados mostraron que am-
bos programas, el NEPBE y el de espatiol, consideran con
mayor recurrencia la literacidad. Sin embargo, el NEPBE
considero con mayor frecuencia las nuevas literacidades
al incluir distintas disciplinas en dmbitos para desarrollar
literacidad. Como conclusion, se resalta la importancia de
implementar nuevas literacidades en contextos educati-
vos, ya que, como se ha demostrado, son mds cercanas a las
competencias comunicativas que los estudiantes utilizan
fuera del salon de clases.

Palabras clave: NEPBE, programa de espariol, nuevas
literacidades, Nuevos Estudios de Literacidad, interdisci-
plinariedad, textos post-tipogrificos.

Introduction

n Mexico, since the institutionalization of school,
Ieducational programs have been a fundamen-

tal component to which the complete educative
system adheres. The Secretaria de Educacion Publica
(SEP) developed the English and Spanish programs
to provide a sound academic experience in language
learning to secondary school students. In 2017, the
SEP released the Aprendizajes clave para la educacion
integral: lengua materna espariol, a program of Spanish



for basic education in public schools in which edu-
cational goals and objectives are portrayed. A few
years earlier, in 2011, the publication of the National
English Program in Basic Education (NEPBE) was
groundbreaking in Mexican education, since for the
first time, the effort of institutionalizing English as
a mandatory subject was becoming a reality. These
language programs are an important part of the
public education of Mexico. In a certain way, these
documents play a significant role in molding individ-
ual and national identities; they transmit values, and
help configure Mexican society. However, the pur-
pose of the programs is to ensure Mexican students
experience an adequate academic life and are well-
prepared to become competent professionals.

A study carried out by the Programme for
International Student Assessment (PISA) in 2015,
which assessed 15-year-old “students’ ability to use
written information in real-life situations” (OECD, p.
147, 2016), shows that Mexican students rank among
the lowest participants out of 72 participant countries
(OECD, 2016). This means that in Mexico most ado-
lescents are capable of decoding a text, but are un-
able of interpreting it, let alone reading it critically
(Lopez, Tinajero, and Pérez, 2006, pp. 2, 3). The dif-
ference in performance, between the most proficient
students — from Singapore, Hong Kong, Canada, and
Finland —and Mexicans, is equivalent to three years
of school (OECD, 2016). These alarming results might
be related to cultural and historical factors. A study
carried out by Narro and Navarro (2012) shows that
there are 8.8 million analphabets in Mexico; women,
the elderly and indigenous communities being the
most affected by this problem. The problem of anal-
phabetism is founded in the systematic reproduction
of social inequality and if the conditions of poverty
and economic status remain unchanged, it will not be
easily eradicated (Narro and Navarro, 2012). Other
factors are related to the populations’ reading habits.
According to anarticle by EI Universal, the Instituto Na-
cional de Estadistica y Geografia (INEGI) reported that
the number of readers in Mexico in 2018 decreased
compared to the statistics in 2015 (Notimex, 2018). In
a similar note, a study carried out by UNESCO, con-
cerning citizens’ reading habits, places Mexico in the
second to last position out of 108 nations (Villamil,
2013). These studies show that Mexico’s institutions,
researchers, teachers, and society in general need to
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face the problem which is deeper than what it seems;
low language performance and analphabetism reflect
not only the need to transform the public education
system, but also the profound social inequality that
affects the vast majority of the population. Analyz-
ing the language programs is a good starting point to
understand part of the problem, some of its causes,
and to suggest alternatives for improving the linguis-
tic competence of students attending Mexican public
secondary schools.

Theoretical Framework

As has been noted, Mexican students’” performance in
Spanish has become problematic. Low scores in PISA
tests shows only part of what this problem entails. To
explain this situation, it is necessary to analyze the
concept of literacy, its role in the language programs,
and its implementation in the classroom. According
to the online Oxford and Cambridge dictionaries, lit-
eracy is “the ability to read and write” (English Ox-
ford Living Dictionaries, n. d.; Cambridge Dictionary,
n. d.). This definition is closely linked to the problem
of analphabetism in which reading and writing are
the main concern. However, this notion was chal-
lenged in a groundbreaking article by Gee (1987) in
which literacy is defined as the “control of secondary
uses of language (i.e., uses of language in secondary
discourses)” (p. 56). For this author, secondary dis-
courses are those that are practiced outside the family
circle (Gee, 1987). From a psycholinguistic point of
view, literacy is a “process including letter recogni-
tion, encoding, decoding, word recognition, sentence
comprehension, and so on” (Brisk & Harrington,
2007, p. 2). On the other hand, from a sociocultural
perspective, literacy is “a collection of social practices,
which can be inferred from written acts, which in turn
are mediated by written texts” (Barton & Hamilton,
2000 as cited in Cassany, 2012, p. 3). The conceptions
of literacy that emerge from a sociocultural perspec-
tive conform to the theoretical background for litera-
cy and new literacies, concepts which will be adopted
in this investigation to analyze the English and Span-
ish programs for public secondary schools.

The concept new literacies, was first utilized
by Gallego and Hollingsworth in 1992 (Leu et al,,
2014). Since its appearance, the concept has had many
different implications, but “typically... suggests that
literacy is rapidly changing and transforming as new
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information and communication technologies emerge
and as additional discourses, social practices, and
skills are required to make use of these technologies”
(Leu et al., p. 2, 2014). To understand new literacies,
we must consider their practices are ontologically dif-
ferent and are considered to convey a different ethos
from those regarded in New Literacy Studies (Lank-
shear & Knobel, 2011). The ontological aspect refers
to the material in which new literacies are performed
or practiced. New literacies “consist of a different
kind of ‘stuff’ from conventional literacies... [and
are related to] digital-electronic technologies and...
post-typographic forms of text and text production”
(Lankshear & Knobel, 2011, p. 28). Being made from
“different stuff” gives way to the conformation of a
new ethos which means that, contrasting with tradi-
tional conventions that constitute literacy, new litera-
cies are considered to be “more participatory, more
collaborative, and more distributed; less published,
less individuated, and less author-centric than con-
ventional literacies” (Lankshear & Knobel, 2011, p.
29). This conceptualization will allow analyzing the
programs’ objectives and practices to understand the
extent to which they include new literacies in devel-
oping literacy in secondary school students.

There is considerable literature regarding
how fostering literacy increases reading comprehen-
sion and writing, among other skills. For instance,
Elizabeth Moje, whose main focus is adolescent lit-
eracy, has discussed about the benefits of developing
reading, writing, and critical thinking skills across
the curriculum, that is, integrating different subject
areas in an interdisciplinary effort to develop literacy
(Moje, 2007; Moje, 2008). Furthermore, as it is becom-
ing evident that the practices students perform out-
side the school are inherently dissimilar to classroom
literacy practices, she proposes extending the litera-
cies, to “include ‘everyday’ settings” (Moje & Ellison,
2016, p. 27) in the classroom. For Moje et al, literacy
“plays an important role in the development of ado-
lescents” individual and social identities” (Moje, et
al., 2000, p. 402). On a similar note, the New Literacy
Studies movement, rooted in Freire’s theories literacy
is utilized for empowering the disadvantage (Street,
1994, 2001, Barton & Hamilton, 1998 as cited in Con-
nor, 2011; Street, 1993, Gee, 1996, 2000 as cited in
Lankshear & Knobel, 2011; Moje et al., 2000; Cassany,
2012). The importance of focusing on and developing
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critical thinking skills in the learner is stressed. More-
over, a trend that mainly focuses on integrating tech-
nology and post-typographic texts in the Language
classroom, is the denominated 21* century literacies
(Thoman and Jolls, 2003; Collier, 2007; Lankshear &
Knobel, 2011) which are the practices that mainly
conform to new literacies.

There are relevant studies regarding literacy
in Mexico; however, their focus is essentially dissimi-
lar to the one adopted in the present investigation.
Reading and Writing Pedagogies: Insights for an ELT
Undergraduate Program in Mexico by Olmos and Crio-
llo (2017) is concerned with the reading and writing
practices of ELT educators in Puebla. Further, Desde
la literacidad académica (Hernandez, 2016) focuses on
literacy and discourse analysis in Spanish in higher
education in Tlaxcala. On a similar note, a research
paper by Loépez, Tinajero, and Pérez (2006) analyz-
es programs and practices in preparatory schools in
Baja California adopting a New Literacy Studies per-
spective. In addition, an investigation carried out in
Baja California focuses on the theoretical conceptions
of literacy and alfabetizacion; furthermore, it raises an
important question regarding the appropriateness of
teaching disciplinary literacies to secondary school
students (Montes and Lopez, 2017). Finally, a study
performed in Toluca argues that secondary school
students’ low proficiency in English is related to un-
derdeveloped literacy skills in their mother tongue;
in addition, it recognizes that the power relations ex-
ercised inside and outside the classroom narrow the
possibilities for sound development of literacy (Na-
va-Gomez & Hessen-Lopez, 2016). Nevertheless, no
significant study related to new literacies in Mexican
secondary school programs has been found.

This study attempts to understand how new
literacies are regarded in the Spanish and English
programs, thus, the following research question is
proposed: To what extent do the English and Spanish
programs of first grade of secondary school compare
and contrast with respect to including new literacies?

Methodology

For answering this question, coding based on
Kripppendorff’s (2003) Content Analysis methodol-
ogy will be implemented. Coding is a process that al-
lows systematically organizing and categorizing the
information related to literacy contained in the lan-



guage programs. As this investigation is considered
the first stage of a larger study, the focus here will be
delimited only to the programs’ learning objectives
and the means — practices —to achieve them. In addi-
tion, the data selected from the objective and prac-
tice sections will be analyzed and categorized into
two different themes: 1) literacy and 2) new literacies.
Under literacy, all the objectives and activities that
regard literacy as a psycholinguistic or sociocultural
process will be included; in new literacies, all the ob-
jectives and activities that consider post-typographic
texts, technology and literacy (Lankshear & Knobel,
2011), and literacy and interdisciplinarity (Moje,
2007, 2008) will be included. The justification for cat-
egorizing psycholinguistic and sociocultural perspec-
tives under the same label is to outline the elements
concerning new literacies, which will provide the in-
formation needed to answer the research question.

As can be noted, this investigation will be car-
ried in a mixed-method approach. This is justifiable
because: a) Content Analysis allows both qualitative
and quantitative studies; b) although quantifying the
recurrence of a term in a document is not precisely the
objective of Content Analysis, the method of coding
provides reliable information upon which evidence
can be contrasted and finally, c) this is only the first
stage of a larger study, during next stage the findings
will be contextualized by interviewing teachers and
performing class observations. The focus here is to
generate the data by analyzing the programs quan-
titatively and providing some conclusions from a
qualitative perspective.

The material for the study included two key
documents, the National English Program of Basic
Education (NEPBE) published in 2011, and the Apre-
ndizajes Clave para la Educacion Integral: Lengua mater-
nal espariol: Educacion secundaria (which from here on
will be addressed as the Spanish program) released
in 2017, both, by the Secretaria de Educacion Piiblica. In
a broad sense, the programs provide the pedagogi-
cal foundations for teaching English and Spanish re-
spectively. These documents also outline educational
goals and the means to accomplish them by fostering
the needed competences for participating in the 21+
century. Here, it is important to note that the SEP’s
current effort to standardize English teaching is un-
der the Programa Nacional de Inglés (PRONI) released
on 2016. However, the release of this program was
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not accompanied by an official syllabus for it is fo-
cused on improving structural deficiencies, such as
the lack of English teachers and English materials,
or the funding for schools were English teaching is
starting to become a reality. In fact, as the official
website of the PRONI shows, the syllabus remained
unchanged. For this reason, this investigation stud-
ies the NEPBE, a bilingual document aiming at the
implementation of English as a mandatory subject in
public education. This program contains: Curricular
Standards; English Teaching Approach; Assessment;
and Content organization (which is subdivided to
address the three levels of secondary school). On the
other hand, the Spanish program, besides providing
the educational goals for the 21 century, outlines
different social environments, scopes, and teaching
practices suggestions.

For each program, a chart was developed to
categorize the data into literacy objectives and new
literacies objectives; literacy practices and new litera-
cies practices (see appendixes A and B). Following,
are some examples to illustrate how the information
was categorized: “Utilizar el lenguaje para organizar su
pensamiento y discurso; expresar lo que saben y construir
conocimientos,” this excerpt, obtained from the Span-
ish program, was categorized as literacy objective;
firstly, because it was taken from the objective’s sec-
tion, and secondly, because it follows a more tradi-
tional view of literacy. From the NEPBE, “Organizes
sentences to make a paragraph,” was also categorized
under literacy objective for the reasons expressed
above. Some examples of new literacies objectives
were: “Identify some conventions of audiovisual me-
dia, for example, sound effects, camera angle, among
others,” “use visual resources to complement the
general meaning of oral and written texts,” “utilizar
los acervos impresos y digitales con diferentes propdsi-
tos.” These objectives were categorized under new
literacies due to the inclusion of technology and post-
typographic text. Some excerpts categorized under
literacy practices were: “Participa en la presentacion
publica de libros,” “Write sentences to give and receive
information,” these were taken from the activities
section of the Spanish and the NEPBE respectively.
Finally, under new literacies practices were catego-
rized: “Write dialogues and interventions for a silent
short film,” “Elige un tema de su interés. Puede estar re-
lacionado con el lenguaje o con otras asignaturas.” These
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excerpts were considered new literacies due to the
inclusion of technology and disciplines outside the
Language class.

Results and discussion
Table 1 shows the inclusion of literacy and new litera-
cies in the objectives and practices of the Spanish pro-
gram and the NEPBE. As can be seen, the inclusion
of literacy is significantly higher than the inclusion of
new literacies in all the categories, with the only ex-
ception of the practices in the NEPBE, where new lit-
eracies are included one-third of the time. Although
a few practices in the NEPBE were difficult to catego-
rize, and hence disregarded, they did not represent a
significant variation in the results. This considerable
increase might be due to the nature of the English class
where technology and subjects outside the Language
class are utilized to expand the students” vocabulary,
and to generate contexts in which they can express
orally (e.g. using a video camera to record themselves
speaking). However, the remarkably low recurrence
of new literacies in the remaining categories shows
that technology, post-typographic texts, and subjects
unrelated to the language class are not considered for
developing the students” linguistic competence. This
omission might be one of the causes why Mexican
adolescents score low on the PISA test, which focuses
on the ability of using language in real life situations.
High recurrence of literacy in both programs’
objectives, around 90% of the time, shows that lan-
guage teaching is still considered from an over-
whelmingly traditional perspective. To some extent,
the NEPBE’s objectives portrayed a psycholinguistic
perspective of language, in suggesting grammatical
aspects, sentences, and text structure within a tradi-

tional learning context. Some objectives taken from
the program that illustrate this point “Organizes sen-
tences to make a paragraph,” “Punctuation: period,
colon, indentation,” “Writes expressions to produce
opinions,” “Verb tenses: progressive forms, past.”
The recurrence of these types of objective does not
mean that the program should be regarded as obso-
lete. It could be the reflection of a number of factors.
The NEPBE, being the first English program to cover
all basic education in Mexico, portrays some of its ob-
jectives from a traditional perspective, to overcome
the aggregated difficulty that, for example, including
new literacies would imply. Another reason could
respond to the nature of second language teaching.
Explicit grammar and syntax objectives are charac-
teristic of up-to-date second language textbooks and
represent a helpful guide for structuring the course.
However, a traditional approach to language teaching
no longer suffices. This is reflected in the program’s
description of reading and writing: “Reading is not
decoding, it is giving meaning, it is understanding;
writing is not copying or having good handwriting;
writing is creating a text.” (Rodriguez, 2011, p. 101).
Further, the author states,

“there is always a functional context for read-
ing and writing..., for instance, checking the
students list to see who is absent, writing
down the name of their favorite games and
some characteristics, preparing a greeting
card, re-writing a story, describing an animal
or completing a table to register the growth
of the plants in the classroom.” (Rodriguez,
2011, p. 101).

Table 1. Literacy and new literacies in the Spanish program and the NEPBE

Program Section Total Literacy % New literacies %

Spanish Objectives 16 14 87.5 2 12.5
Practices 100 92 92 8 8

NEPBE Objectives 66 61 92.42 5 7.57
Practices 133 87 65.41 46 34.58

@ Lenguas en Contexto



This effort to contextualize literacy practices was in-
fluenced by the conceptions of New Literacy Studies.
Literacy communities, their symbolic productions
and their respective practices, constitute the context,
according to this school,

“each literacy community (country, discipline,
institution, gang) creates its own written ar-
tefacts (parchment, tables, books, notebooks,
fora) that are used to develop the social prac-
tices that require writing (copying, reciting,
signing, filling forms, composing poems) and
that have been created throughout history.”
(Cassany, 2012, p. 3)

Some of the objectives in the NEPBE are in accordance
with this perspective. For instance, “Text distribution:
verses, stanzas and chorus”, “Structure of dialogues:
opening, body, and closure” and “... to be able to use
the receptive and speaking skills and, eventually, to
start using the written ones while participating in so-
cial practices of different communicative contexts,”
to name a few. From this point of view, the NEPBE
does not regard reading and writing merely as “...an
integrated text-level process that involves word-level
skill”. Reading also makes use of cognitive abilities,
such as WM [working memory], linguistic aware-
ness, and attention or higher order skills, including
planning, metacognition, strategy use, and self-reg-
ulation” (Berninger & Richards, 2002; Wong 1997 as
cited in Lesaux & Geva, 2006, p. 57), but as a sociocul-
tural practice.

Although a similar tendency is found in the
Spanish program, as both consider objectives of litera-
cy and new literacies almost identically. New Literacy
Studies notably influence its conception of language
and language teaching. In the program’s description,
it is stated that “Reading and writing practices are
cultural ways of utilizing written language, and, al-
though it is individuals who acquire and use them,
they constitute social processes by connecting people
and creating shared social representations and ide-
ologies” (Bonilla, 2017, p. 171). Furthermore, it takes
from Barton and Hamilton, pioneers of New Literacy
Studies, the conceptions of alphabetization and read-
ing practices (Bonilla, 2017). Some of the program’s
objectives that reflect this perspective of language are
“Usar el lenguaje de manera analitica y reflexiva para in-
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tercambiar ideas y textos en diversas situaciones comuni-
cativas,” “Utilizar y recrear el lenguaje para participar en
actividades liidicas y literarias,” among others. It is im-
portant to note that this program’s vision of language,
unlike the NEPBE, does note portray in its objectives
a traditional —in a psycholinguistic sense — vision of
language. This means that in the Spanish program,
linguistic aspects such as grammar, syntax, and vo-
cabulary, among others, acquire a secondary role,
for they are not regarded as the culmination of the
learning activity, but as the means to improve the stu-
dents’” performance in a particular social practice.
The low recurrence of new literacies in both
programs’ objectives may be a reflection that technol-
ogy, interdisciplinarity, and post-typographic texts
are not being regarded within the realm of literacy.
Furthermore, it might show that language is consid-
ered a written code with sociocultural functions that
must be taught within the context of the Language
class. This shows a lack of awareness of the literacy
practices that students perform outside school con-
texts, and that are as important as other skills, since
they are reconfiguring the notions of literacy. This is
what Moje et al. (2000) define as adolescent literacy:

“[it] is more complex and sophisticated than
what is traditionally considered in school-
based literate activity. Adolescents have mul-
tiple literacies... they have multiple texts and
an expanded notion of text; that is, they tran-
scend adult-sanctioned notions of text forms.”
(p. 402)

These practices mostly involve technology and post-
typographic texts. Students’ everyday activities re-
volve around technological contexts, such as search
engines, social media, apps, among others, that have
transformed social interactions and communication.
The communicative environments and linguistic as-
pects that emerge from technological contexts should
justify the implementation of technology in literacy
development objectives:

“English Language Arts teachers must in-
creasingly focus on problem solving, collabo-
ration, and analysis, as well as on skills with
word processing, hypertext, LCD’s, Webcams,
digital streaming podcasts, smartboards, and
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social networking software, all of which are
central to individual and community suc-
cess.” (NCTE, 2007 as cited in Lankshear &
Knobel, 2011, p. 24)

To some extent, technology is included in the objec-
tives of the NEPBE: “Identify some conventions of au-
diovisual media, for example, sound effects, camera
angle, among others” (Rodriguez, 2011, p.109). In ad-
dition, different types of texts are considered in this
program, although discretely, for example, “iden-
tify differences between graphic and textual symbol-
ogy of similar situations” (Rodriguez, 2011, p. 109).
This means that secondary school students should
be able to interpret the meaning from sources other
than conventional text, which is one of the purposes
of new literacies. On the other hand, it is important
to note that in the Spanish program there is a single
specific mention of technology, and this, as a basic
notion of information resource: “Utilizar los acervos
impresos y digitales con diferentes propositos” (Bonilla,
2017, p. 166). A possible explanation for the scarce in-
clusion of technology is the existence of the Ciencia y
Tecnologia in the Educacion secundaria (2017) program,
which is specifically for science and technology. Al-
though a closer look into this document could shed
light on how literacy is considered in relation to tech-
nology, the low recurrence of technological contexts
and devices in the Spanish program, as a means to
develop literacy, should be studied in depth.

There are other reasons of importance for con-
sidering technological contexts as an opportunity to
develop literacy. First, there is a series of skills that
could be integrated from literacy and technology
in a single effort to provide sound learning oppor-
tunities. For instance, the implementation of critical
thinking skills to analyze and discriminate informa-
tion resulting from an inquiry in a search engine or
being shared through social media. As Kriflik and
Kriflik (2006) stated, “The reliability and value of
much of the information found from web sources
should be questioned as much of the content is not
subject to stringent peer review or other forms of
verification” (p. 130). For this problem, implement-
ing information literacy becomes a necessity because
it is considered “a means of personal empowerment
which enhances a person’s ability for lifelong learn-
ing” (Lupton, 2004 as cited in Kriflik & Kriflik, 2006,
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p- 130). Moreover, as Lupton states (2004, as cited
in in Kriflik & Kriflik, 2006, p. 130), “It is the process
of analyzing and resolving issues through the effec-
tive use of information that facilitates constructive
learning.” This means that integrating information
literacy practices in secondary school contexts, could
not only enhance how students interpret and utilize
information retrieved from the Internet, but also, be-
come a means to the construction of knowledge. It
is important to highlight one of the objectives of the
Spanish program since it regards information litera-
cy: “Analizar, comparar y valorar la informacion generada
por diferentes medios de comunicacion masiva, y tener una
opinion personal y actitud responsable sobre los mensajes
que intercambia” (Bonilla, 2017, p.167). However, this
competence is not explicit in the NEPBE: “value the
use, benefits and risks of scientific and technological
development” (Rodriguez 2011, p.110). The current
communicative context and information adolescents
can access, should be addressed in the programs
more explicitly and through the lens of information
literacy since education must be integral, sound, and
should provide individuals with the proper values
and skills for a healthy development.

In addition to integrating technology and lit-
eracy to foment critical thinking skills to make the
Internet a safer environment for students, they can
be implemented in the development of writing skills;
for instance, teaching to write using a word processor
will allow students to know and utilize all the avail-
able tools and formats to develop formal writings.
Moreover, these types of software, that allow easy
text reconfiguration and what could be considered an
efficient correction process, provide an environment
that promotes the learning of structures from dif-
ferent genres as well as adopting essential practices
for writing, such as, revising, correcting, rewriting,
among others. It is important to note that technol-
ogy applied to literacy development not only regards
computer related environments, but also considers
videogames, cellphones, and other electronic devic-
es such as camcorders, TVs, and even the radio. As
stated by Lankshear and Knobel (2011) “blogging,
fanfic writing, manga producing, meme-ing, photo-
shopping, anime music video practices, podcasting,
vodcasting, and video gaming are literacies” (p. 50).
As such, these devices expand the contexts where in-
dividuals interact, they conform spaces that demand



a particular set of skills for appropriate participation,
and they generate the need of fostering new literacies.

Regarding interdisciplinary efforts to promote
literacy development, the results show that the con-
text where reading and writing practices are carried
out are within the Language classroom. Although the
practices in the NEPBE considered contexts outside
the language subject, (e.g. “Rewrite information to
explain how a machine or device works,” and “Se-
lect and check charts of human body systems.”), they
were not considered in the objectives section of either
program. This is not only a missed opportunity for
providing contextualized challenges for students to
develop meaningful competencies, it may represent
a contradiction on the programs’ view of language,
since both claim to hold a sociocultural perspective.
Interdisciplinarity provides contexts that are neces-
sary since, as has been mentioned, the reading and
writing practices that students perform on a daily ba-
sis extend beyond the Language classroom.

In what concerns to the programs’ literacy
and new literacies practices, they portray a consis-
tent trend in relation to their objectives, being literacy
practices recurrent in both cases. However, new lit-
eracies practices in the NEPBE were 25% more recur-
rent than in the Spanish program. The results show
that the practices suggested in the English program
are more inclusive of interdisciplinary contexts than
those proposed in the Spanish program. Some of
these activities are: “Write dialogues and interven-
tions for a silent short film”; “Understand and write
instructions to face and environmental emergency”;
“Structure sentences to express opinions about the
radio program”. It is important to note that in the
Spanish program, the activities that integrate subject
areas outside of the Language class do so moderately;
for example, “Elige un tema de su interés. Puede estar
relacionado con el lenguaje o con otras asignaturas.” In-
tegrating diverse disciplines in generating learning
contexts for literacy development in Spanish is not
one of the strengths of this program and, as has been
stated, this could represent an omission in the stu-
dents” development.

Conclusion

The present investigation has shown, to some extent,
the status that literacy and new literacies hold in
educational programs. The analysis of the programs
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provided some insights as to the extent in which
new literacies are regarded in the programs. They
are mentioned more in the practices than in the ob-
jectives section. Although both the Spanish program
and the NEPBE showed similar tendencies, the latter
is more inclusive of interdisciplinary practices, that
is, activities that consider diverse disciplines to gen-
erate contexts for developing literacy. Several studies
have addressed the importance of reading across the
curriculum practices (disciplinary literacy, content lit-
eracy) in fostering reading and writing skills that con-
form to the communicative needs of the 21% century:

“...knowledge and skill in the subject area is
essential to supporting young people in be-
coming active participants in a democratic
society. Although literacy educators and re-
searchers acknowledge the value and power
of the knowledge, practices, and texts young
people bring to school, it is also critical that
we work to expand youth knowledge, prac-
tices, and texts as a function of education.
Young people do not need to go to school to
learn what they already know; content lit-
eracy instruction can help youth gain access
to the accepted knowledge of the disciplines,
thereby allowing them also to critique and
change that knowledge.” (Lee, 2007 as cited
in Moje, 2008, p. 97)

As mentioned in the introduction of this article, PISA
test results evidenced that Mexican students” low per-
formance should be regarded as a problem. For this
reason, the teaching of “the accepted knowledge of
the disciplines” as a means to develop literacy seems,
for now, an unrealistic objective. However, this does
not exclude the possibility of including material from
other subject areas to develop literacy, or even pro-
moting literacy development in areas outside the lan-
guage classroom.

The results also showed that new literacies re-
lated to technology or post-typographic texts are not
common in the programs. A reason for the low re-
currence of technology could be the awareness of the
limited availability of such resources. However, new
literacies promote vast and diverse learning possibili-
ties that do not depend on technology, such as “con-
ventional text productions produced in the course of
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enacting fan-oriented identities around media like
manga comics or TV shows, popular cultural liter-
ary texts, and popular contemporary card games like
Pokémon, Dragon Ball Z, and Yu-Gi-Oh! (Pahl, 2002 as
cited in Lankshear & Knobel, 2011, pp. 31, 32). Educa-
tion in Mexico does not stand alone in omitting these
types of resources for developing literacy, as stated
by Lankshear and Knobel “to a larger extent it is liter-
acies in this post-typographic sense that school have
identified as their main challenge as far as incorpo-
rating ‘new literacies” into their programmes and as
media for learning are concerned” (2011, p. 29).

This study found that both documents pro-
mote a sociocultural approach to language learning.
The impact that literacy —as conceptualized in New
Literacy Studies —had on education, along with new
communicative contexts, evidenced that psycholin-
guistic approaches to teaching language were no lon-
ger sufficient. This means that the programs of the
public education in Mexico are consistent with the
most relevant research concerning language teach-
ing. Nonetheless, results from international tests and
national studies show that there is an urgent need
to understand the situation of public education in
Mexico. Although the reasons for low performance
in reading and writing may be rooted in different
causes, it is undeniable that those involved in the ed-
ucation system should pay attention to this problem.
Comprehending 21 century communicative needs is
to know that language teaching, without new litera-
cies, is incomplete.

References

Bonilla, E. (2017). Aprendizajes clave para la educacion
integral: Lengua Materna. Espariol. Educacion se-
cundaria. México: SEP

Brisk, M. and Harrington, M. (2007). Literacy and Bilin-
qualism: A Handbook for ALL Teachers (2nd ed.)
New Jersey: LEA

Cassany, D. (2012). Foreign Language Reading from
the Point of View of New Literacy Studies.
In P. Alderete-Diez, L. McLoughlin, L. Ni
Dhonnchadha, and L. Ni Dhonnchadha (Eds.)
Translation, Technology and Autonomy in Lan-
guage Teaching and Learning. (pp. 11-36) New
York: Peter Lang.

Collier, L. (2007). The Shift to 21*-Century Literacies. Na-
tional Council of Teachers of English, 17, (2), pp. 4-8

@ Lenguas en Contexto

Definition of “literacy”. (N.d.) Retrieved from: https://
dictionary.cambridge.org/dictionary/eng-
lish/literacy

Definition of “literacy”. (N.d.) Retrieved from: https://
en.oxforddictionaries.com/ definition/literacy

Gee, J. (1987). What is Literacy? Teaching and Learning:
The Journal of Natural Inquiry, pp. 51-59.

Hernéndez, L. (2016). Desde la literacidad académica: per-
spectivas, experiencias y retos. Tlaxcala: Univer-
sidad Auténoma de Tlaxcala.

Kriflik, G., and Kriflik, L. (2006). Integrating Informa-
tion Literacy to Enhance Postgraduate Learn-
ing. The International Journal of Learning, 13, (1),
pp. 129-142.

Krippendorff, K. (2004). Content Analysis: An Introduc-
tion to its Methodology (2*¢ ed.). USA: Sage.

Lankshear, C. & Knobel, M. (2011) New Literacies: Ev-
eryday Practices and Classroom Learning (3 ed.).
NY: McGraw Hill.

Leu, D, et al. (2014). The New Literacies of Online Re-
search and Comprehension: Rethinking the
Reading Achievement Gap. Reading Research
Quarterly, 0, (0), pp. 1-23.

Lesaux, N. & Geva, E. (2006). Synthesis: Development
of Literacy in Language-Minority Students. In
D. August, and T. Shanahan (Eds.) Developing
Literacy in Second Language Learners: Report of
the National Literacy Panel on Language-Minority
children and youth (pp. 54-65). New Jersey: LEA.

Lopez Bonilla, G., Tinajero, G. y Pérez Fragoso, C.
(2006). Jovenes, curriculo y competencia liter-
aria. Revista Electronica de Investigacion Educa-
tiva, 8, (2), pp. 2-24.

Moje, E., Young, ., Readence, J. & Moore, D. (2000). Re-
inventing Adolescent Literacy for New Times:
Perennial and Millennial Issues. Journal of Ado-
lescent & Adult Literacy, 43, (5), pp- 400-410.

Moje, E. (2007). Developing Socially Just Subject-Mat-
ter Instruction: A review of the Literature on
Disciplinary Literacy Teaching. Review of Re-
search in Education, (31), pp. 1-44.

Moje, E. (2008). Foregrounding the Disciplines in Sec-
ondary Literacy Teaching and Learning: A
Call for Change. Journal of Adolescent and Adult
Literacy, 52, (2), pp. 96-107.

Moje, E., & Lewis, T. (2016). Extended-and Extending
Literacies. Journal of Education, 196, (3), pp. 26-34.



Montes, M., & Lopez, G. (2017). Literacidad y alfabe-
tizacién disciplinar: enfoques tedricos y pro-
puestas pedagogicas. Perfiles Educativos, 155,
(39), pp. 162-178.

Narro, J. & Moctezuma, D. (2012). Analfabetismo en
México: una deuda social. Realidad, datos y es-
pacio, revista internacional de estadistica y geogra-
fia, 3, (3), pp. 5-17.

Nava-Gomez, G., and Hessen-Lopez, E. (2016). Ana-
lisis de los procesos de literacidad: Hacia una

GAscA HERNANDEZ

OECD (2016), PISA 2015 Results (Volume I): Ex-
cellence and Equity in Education, PISA,
OECD Publishing, Paris. http://dx.doi.
org/10.1787/9789264266490-en.

Olmos, B. & Criollo, R. (2017). Reading and Writing Ped-
agogies: Insights for an ELT undergraduate pro-
gram in Mexico. Puebla: BUAP.

Rodriguez, L. (2011). National English Program of Basic
Education. Mexico: SEP.

Thoman, E. & Jolls, T. (2003). Literacy for the 21" Cen-

tury. USA: Center Media Literacy.
Ulla, C. (2011). Intercultural Rhetoric in the Writing Class-
room. Michigan: University of Michigan Press.
Villamil, G. (April, 23, 2013). Entre 108 paises, Méxi-
co es pentltimo lugar en lectura. Proceso. Re-
trieved from: https://www.proceso.com.
mx/ 339874/ entre-108-paises-mexico-es-pen-

educacién lingtiistica en L1 y L2 en la escue-
la secundaria. Revista de Formacion de Recursos
Humanos, 5, (2), pp. 40-51.

Notimex (April, 27th, 2018). En México hay menos
lectores: INEGI. El Universal. Retrieved from
http:/ /www.eluniversal.com.mx/ cultura/le-

tras/en-mexico-hay-menos-lectores-inegi
ultimo-lugar-en-lectura

Appendix A: Sample of the Spanish program

Literacy New literacies

Spanish program: 1. Usar el lenguaje de manera analitica y re- | 1. Utilizar los acervos impresos y digitales con
flexiva para intercambiar ideas y textos en di- | diferentes propésitos

Objectives versas situaciones comunicativas

2. Analizar, comparar y valorar la informacién
2. Utilizar el lenguaje para organizar su pensa- | generada por diferentes medios de comuni-
miento y discurso; expresar lo que saben y con- | caciéon masiva, y tener una opinién personal
struir conocimientos y actitud responsable sobre los mensajes que
intercambia.

3. Reflexionar sobre la forma, la funcién y el
significado del lenguaje para planear, escribir
y revisar sus producciones, asi como para me-
jorar su comprension de los mensajes

4. Conocer una diversidad de textos literarios
para ampliar su apreciaciéon estética del len-
guaje y su comprension sobre otras perspec-
tivas y valores culturales

5. Utilizar y recrear el lenguaje para participar
en actividades ludicas y literarias

6. Participar como individuos responsables
e integrantes de una comunidad cultural y
lingtiistica diversa, capaces de asumir posturas
razonadas y respetar la pluralidad de opinio-
nes desde una perspectiva critica y reflexiva
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7. Reconocer, valorar y comprometerse con el
cumplimiento de derechos y obligaciones de
hablantes, autores, comunidades y otros acto-
res que se vinculan con los usos orales y escri-
tos del lenguaje

8. Ampliar su conocimiento de las caracteristi-
cas del lenguaje oral y escrito y utilizarlo para
comprender y producir textos

9. Utilizar la escritura para organizar su pensa-
miento, elaborar su discurso y ampliar sus
conocimientos

10. Interpretar y producir textos para respond-
er a las demandas de la vida social, empleando
diversas modalidades de lectura y escritura en
funcién de sus propdsitos

Spanish program:

Practices

1. Participa en la presentacién ptiblica de libros

2. Elige un material que considere de interés
general y elabora una resefia

3. Justifica por qué eligi6é dicho material y ex-
presa por qué invita a otros a leerlo

4. Utiliza recursos l1éxicos para distinguir en-
tre la informacién recuperada de los textos y la
propia; por ejemplo, en palabras del autor, segiin,
en contraste con, en mi opinion, considero, etcétera

5. Construye un titulo breve y claro, relaciona-
do con el tema y atractivo para el lector

6. Elige un tema y hace una pequefia investig-
acion

7. Elabora una lista de preguntas sobre lo que
desea saber de un tema

8. Localiza informacién pertinente para re-
sponder sus preguntas

9. Distingue ideas relevantes de acuerdo con
los propésitos de busqueda.

10. Identifica enunciados que introducen in-
formacién (como las oraciones tematicas o
las definiciones) y enunciados que la amplian
(como las explicaciones y los ejemplos)

1. Plantea un propésito para emprender una
btisqueda en acervos impresos o digitales

2. Selecciona y lee textos impresos o electréni-
cos relacionados con el tema que seleccion6

3. Relaciona la informacién que se presenta en
los recursos gréficos y la que se expone en el
texto

4. Comprende y utiliza graficas, diagramas,
tablas y cuadros sinépticos.

5. Disefia apoyos gréficos, como lineas de
tiempo, cuadros sindpticos, mapas, tablas,
gréficas o diagramas para complementar sus
explicaciones.

6. Elige un tema de su interés. Puede estar
relacionado con el lenguaje o con otras asig-
naturas

7. Elabora un esquema con los temas y sub-
temas que desarrollara en su texto (tema libre)

8. Consulta fuentes de informacién sobre la
literatura (prélogos, articulos de divulgacion
o critica literaria, paginas electrénicas espe-
cializadas o blogs de fans) para enriquecer sus
apreciaciones sobre los aspectos estructurales
y tematicos relevantes del subgénero
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Appendix B: Sample of the NEPBE program

Literacy

New literacies

NEPBE:

Objectives

1. ...they will have developed the necessary pluri-
lingual and pluricultural competencies to success-
fully face the communicative challenges of a global-
ized world...

2. Also, oral production and, to some extent, writ-
ten production.

3. Participate successfully in interactions that in-
volve production and interpretation of oral and
written texts in the English language within dif-
ferent social learning environments (Familiar and
community, Literacy and Ludic, Academic educa-
tional).

4. It involves assuming that students have the
knowledge and skills in oral and written language
and that they are able to become true language us-
ers

5. It is necessary that teachers make the classrooms
attractive and interesting places for learning, so that
all students can have opportunities to share their
experiences and knowledge about reading, writing,
and oral exchanges in the English language.

6. Reading is not decoding, it is giving meaning, it
is understanding, writing is not copying or having
good handwriting; writing is creating a text.

7. The purpose of English language teaching in
Basic Education is for students to get the necessary
knowledge to engage in social practices with writ-
ten and oral language to interact with native and
non-native English speakers

8. It is necessary to have a variety of individual and
collective experiences that include different ways
to participate in oral exchanges and in text reading
and writing

9. In which they understand and produce, in gener-
al way, oral and written texts about different topics.

10. It is important to establish that, being English
a compulsory second language in the curriculum,
receptive skills (listening and reading) are particu-
larly important. Therefore, listening and reading
get a different status than speaking and writing.

1. Identify some conventions of audiovisual me-
dia, for example, sound effects, camera angle,
among others

2. Identify differences between graphic and tex-
tual symbology of similar situations

3. Use visual resources to complement the gen-
eral meaning of oral and written texts

4. Infer topic and addressee of outlines through
graphic or textual components

5. Value the use, benefits and risks of scientific
and technological development
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NEPBE:
Practices

1. Write sentences to give and receive information
2. Determine topic, purpose, and intended audience

3. Use different comprehension strategies (e.g.,
skimming, scanning, adjusting speed and rhythm)

4. Identify key events

5. Recognize the general meaning

6. Determine number and order of key events
7. Rewrite sentences of key events

8. Rewrite key events

9. Put together and illustrate the big book

10. Rehearse the oral reading out loud of the text
and practice pronunciation

11. Select and check bilingual dictionaries

12. Identify text organization

13. Point out sections assigned to each language
14. Identify entries and subentries

15. Understand the use of the textual components in
bilingual dictionaries

16. Locate words in English and in the mother
tongue

17. Read the definitions for words in English and in
Spanish

18. Understand the use that is given to lower and
upper-case letters

19. Establish type of word from an abbreviation

20. Understand the instructions to use a bilingual
dictionary

1. Write dialogues and interventions for a silent
short film

2. Interpret and write instructions to perform a
simple experiment

3. Write notes to describe the components of dif-
ferent human body systems in a chart

4. Rewrite information to explain how a ma-
chine or device works

5. Write a short report about a historical event
6. Retells events using images
7. Recognize graphic and text arrangement

8. Predict contents based on graphic and text
components

9. Retell events from illustrations
10. Recognize graphic and text components

11. Examine numbers and special characters and
determine their use

12. Formulate questions about the content of a
program

13. Structure sentences to express opinions
about the radio program

14. Identify sentences that express future situa-
tions and conditions, and their composition (in
forecasts)

15. Classify sentences according to the future
verb form (forecasts)

16. Compare sentences that express future situ-
ations to those that express past and/or present
situations (forecasts)

17. Write sentences that express future sentenc-
es, in order to make a forecast

18. Write words that express future tense (fore-
cast)

19. Write questions about future situations (fore-
cast)

20. Complete sentences with the future verb
form (forecast).
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Summary

This ethnographic study reports on an after-school
program in Western Massachusetts that incorporates
different genres of multiliteracies such as social me-
dia productions. Through an on-going nine-month
investigation, it leads to implications for the literacy
development of young bilingual students in an after-
school setting. The after-school program takes place
in a regional public middle school and is structured
to offer enrichment activities and popular literacies
to develop students” ability to more critically under-
stand the world (Freire, 1995). The program welcomes
bilingual students and gives them the opportunity to
share their stories with the local community by tak-
ing pictures, producing newsletters and self-reflect-
ing on special experiences. This ethnographic study
uses qualitative methods including participant ob-
servation, interviews, the collection and analysis of
students’ artifacts. For all of the data collected, the
researcher uses open coding for repeating, emergent
themes and argues that bilingual students develop
literacy in both their first language and English from
every aspect of their entire learning experience, not
simply from schooling. The article contributes to our
understanding that formed and transformed identi-
ties, socially and culturally situated learning, and
skills used in the production of meaning are major
factors that influence bilingual students’ literacy de-
velopment in an after-school setting.

Keywords: bilingual, multiliteracies, after-school, iden-
tity, skills, situated learning.

Kofi-Charu Nat Turner
University of Massachusetts-Ambherst
nturer@umass.edu

Resumen

Este estudio etnogrdfico reporta como un programa extraes-
colar en Western Massachusetts incorpora diferentes géne-
ros de multiliteracidades tales como producciones de medios
sociales. Por medio de una investigacion de nueve meses de
duracion se consideran las implicaciones para el desarrollo
de la literacidad de estudiantes bilingiies adolescentes en
un contexto extraescolar. El programa extraescolar se lleva
a cabo en una escuela piiblica regional y estd estructurado
para ofrecer actividades de enriquecimiento y de literacida-
des populares para desarrollar la habilidad de comprender el
mundo de manera critica (Freire, 1995). El programa da la
bienvenida a estudiantes bilingiies y les da la oportunidad
de compartir sus historias con la comunidad local a través
de la fotografia, la produccion de boletines, y la reflexion
sobre experiencias especiales. Este estudio etnogrifico usa
métodos cualitativos que incluyen participacion observan-
te, entrevistas y la recoleccion y andlisis de artefactos de
estudiantes. Para analizar todos los datos recogidos, el in-
vestigador usa codificacion abierta, para encontrar temas
emergentes. Se arqumenta que los estudiantes bilingiies
desarrollan literacidad en su primer idioma tanto como en
inglés, no solo desde la escuela formal sino desde toda la
experiencia de aprendizaje. El articulo contribuye con nues-
tro entendimiento de las identidades formadas y transfor-
madas, el aprendizaje social y culturalmente situado, y de
las herramientas usadas en la produccion de significado que
son factores relevantes que influencian las literacidades bi-
lingties de los estudiantes del programa extraescolar.
Palabras Clave: Bilingiie, multiliteracidades, extraesco-
lar, identidad, habilidades, aprendizaje situado.
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Introduction

his ethnographic study reports on an after-
Tschool program, V-Scholars (Pseudonym) in

Western Massachusetts that incorporates dif-
ferent genres of multiliteracies such as social me-
dia productions. Literacy was long ago defined as
a set of skills used to read and write (Street, 2009).
However, Gee (1996), Street (1984, 1993) and other
scholars have challenged more traditional orien-
tations that see literacy as relatively autonomous
abilities to read and write in a given language. This
notable movement or “social turn” in the last sev-
eral decades has moved from a focus on individual
behavior and individual minds towards a focus on
social and cultural interaction. This “social turn” has
made the study of literacy purposeful and embed in
broader social goals and cultural practices (Barton,
Hamilton & Ivani¢, 2000). Patterned by social insti-
tutions and power relations, literacy practice today
is considered as the general cultural ways of utiliz-
ing language which people draw upon in their lives
(New London Group, 1996).

Multiliteracies, according to Gee (2005), re-
fer to the multiplicity of communication channels,
which include two key elements: cultural hybridity
and multimodality. The approach of multiliteracies
starts from a premise that recognizes complexity,
diversity, change and the reality of global connect-
edness (Cope & Kalantzis, 2000). More recently, the
multiliteracies project has paid attention to the im-
portance of teaching students how to produce and
design multimodal texts. Knowing that literacy
projects can empower students and their communi-
ties (Freire, 1970), contributions to this study have
attempted to apprehend the factors that affect bi-
lingual students’ literacy development in an after-
school program as they are engaged in multiliteracy
practices through an analysis of their use of lan-
guage.

The participants in this study are two focal
students. In this paper, bilingual is used to indicate
individuals who do not speak English as their first
language. The reason to use “bilingual” instead of
labels such as English Language Learner (ELL) or
English as a Second Language (ESL) is as labeling
might be associated with negativity that can result
in certain challenges for bilingual students involving
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actively in mainstream social practices (De Korne,
Byram & Fleming, 2007). Using the term “bilingual,”
however, highlights the ability that student partici-
pants can master two or more languages despite in
different proficiency levels.

Research question
The study presented in this paper attempts to ex-
plore the following question:

What factors influence bilingual students” lit-
eracy development in an after-school context
as these students are engaged in multiliteracy
practices?

Exploration of this research question as-
sumes that the development of literacy beyond
schooling does not occur “as nature” for bilingual
students but connects to and is influenced by a
range of external elements because of differences in
identities, cultures, skills, and perceived power re-
lations. Scholars, such as Mahiri and Sablo (1996),
have argued that developing literacy for their own
purposes, in their own mediums could be a power-
ful and meaningful way for students to capture their
experiences. Morell and Duncan-Andrade (2004) be-
lieve contemporary popular youth culture such as
media production and hip-hop music can be used as
vehicles for students to develop and express critical
literacy skills in a “non-academic” setting. Likewise,
Gee (1996) views literacy as socially, culturally, his-
torically, and politically situated practices that inte-
grate a variety of disciplines through which people’s
identities are formed and transformed and through
which institutions are produced and reproduced.
Knowing that bilingual students develop literacy
from every aspect of their entire learning experi-
ence, the question raised in this study is to uncover
the potential crucial factors that may affect students’
literacy development as they are engaged in multi-
literacy practices in an after-school context.

Socio-political and historical context

This ethnographic study reports on an after-school
program, which takes place inside a regional pub-
lic middle school in Western Massachusetts. The
program is structured to provide students with en-



richment activities and popular literacies to prepare
them both academically and mentally for high school
life. In order to create a comfortable atmosphere for
all students regardless of race, class and gender to
actively exchange ideas, share wisdoms and criti-
cally read their world, the program encourages its
participants to bring home languages and cultures
into the classroom for brainstorming and interac-
tion. Building such a multilingual and multicultural
after-school community is a reaction against Eng-
lish-only ideologies, which perpetuate inequities at
the intersections of race, class, gender, language and
ability (Viesca, 2013). As a fact, English-only has be-
come a movement in Massachusetts since the ballot
initiative and the passage of Question 2, 2002!, and
there are several negativities associated with the
launch of such a kind of restrictive language policy
(de Jong, Gort, & Cobb, 2005).

Johnson (2012) looks at language policy as
a sociocultural process; he believes anti-bilingual
education policy has been enacted in schools where
the majority of students come from linguistically di-
verse background. However, multilingual learners
may experience difficulties in forming their identi-
ties when restrictive language policies are carried
out in schools (Mitchell, 2010). Under the influence
of these policies, students’ practices are shaped by
the way the school conceptualizes and interprets
the law (de Jong, 2008). This may prevent bilinguals
from developing their literacies in the classroom.
From the researcher’s perspective, to resist Eng-
lish-only is to maintain a discourse and practices
in education that value bilingualism and the use of
the native language of multilingual learners. Papa-
pavlou and Pavlou (2005) support this notion that
education is more successful if it is conducted in
the learners’ home language. In this regard, the “V-
Scholars” program has considered creating not only
a safe space resisting monolingual ideology but also
promoting the value of multilingualism in an after-
school setting.

School setting and the after-school program

Thisresearch took place during the 2017-2018 academ-
ic year at a regional public middle school in Western
Massachusetts. It is a 7" and 8"-grade school serving
students from the neighboring towns. This focal site
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considers itself a culturally rich and linguistically di-
verse community, which involves approximately 440
students including both native-born students and a
large number of international students.

This ethnographic study reports on V-Schol-
ars After-School Program inside the middle school.
V-Scholars is a granted funded program, which is
designed to offer students enrichment activities
and popular literacies from Monday to Thursday
on a weekly basis during Fall, Spring, and Summer
terms. During the 2017-2018 academic year, the pro-
gram began in late September 2017 and ended in
late May 2018 with an optional summer program,
which took place in July. On Mondays, Tuesdays,
and Thursdays, the enrichment classes start at 3
p.- m. and end at 4 p. m.; on Wednesdays, the pro-
gram also starts at 3 p.m. but ends at 5 p. m. All
the activities offered by V-Scholars are directed and
supervised by program staff. These activities vary
from day to day including: Food Farming and Fun
(M. T. W. Th.), Dancing for Change (Thurs. only),
Out Loud: Our Story to the World (M. T. W. Thu.),
Climbing to the Sky (Wed.), and Youth Leadership
in Hip Hop Culture (Tues. & Thurs.). Students who
enroll in V-Scholars can choose any activity to take
in a class based on their interests by reporting to the
program coordinator at the beginning of each term.
In addition to students” participation, the program
also opens its door for family engagement. Parents
are encouraged to observe and join once a month in
any of the enrichment activities that are offered.

As a granted funded after-school program,
V-Scholars is structured to provide students with
additional skills and knowledge beyond what they
usually learn from the curriculum. This study par-
ticularly reports on students” participation in one of
the popular literacy activities in the program: Out
Loud: Our Story to the World from September 2017
to May 2018. The main goal of “Out Loud” is set to
develop students’ skills in creating their own stories
through the lens of young bilingual learners.

Participants

The focal participants in this study are two bilingual
students. In this paper, all names of people have
been changed to pseudonyms. Their demographics
is shown in the table below:
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Figure 1. Demographics of Student Participants

(Pselflzl:rfym) Race Gender Language(s) Grade
Andy African Male Egyptian/English 6
Mina Latino Female Spanish/English 7

The two student participants were enrolling
in the activity of Out Loud: Our Story to the World
during Fall 2017 and Spring 2018 in the V-Scholars
after-school program. Both of them speak a second
language other than English at home, and they pres-
ent varying degrees of English language proficiency
at school.

Andy is a 6™ grade boy who was born and
raised in Egypt. His family migrated to the United
States when Andy was in elementary school. Andy
considered himself a “good writer” in both Egyptian
and English and he was proud of his Egyptian heri-
tage. In “Out Loud,” Andy was one of the most active
members in the group. He always attempted to draw
people’s attention to himself by behaving hilariously.
As a bilingual, Andy could speak and write in Eng-
lish fluently.

Mina is a 7" grade girl whose first language is
Spanish. She was born in Mexico but came to live and
learn in the Unites States at the age of 8. Mina was flu-
ent in Spanish until her family moved to the United
States. In the V-Scholars after-school program, Mina
had her “small intimate group” in which every in-
dividual had a Spanish language preference. In this
small group, Mina always spoke Spanish to her close
friends although she could also perform proficiently
in using English to communicate with her peers and
teachers.

Methodology and methods

This ethnographic study uses qualitative methods
including participant observation, interviews, the
collection and analysis of students’ artifacts. The re-
searcher edited and analyzed data on a weekly basis
in consultation with the second author of this article,
who also served as one of the sponsors of the study.
After receiving permission from student participants,
research sponsors, school principal, after-school pro-
gram coordinator, and school district superinten-
dent, the researcher agreed to weekly observations
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for one hour on each Tuesday in the V-Scholars since
September 2017. By May 2018, nine months, in total
30 hours had been spent on data collection at the fo-
cal site. After each week’s observation, the researcher
took field notes or a quick memo regarding the bi-
lingual students” interaction and participation in the
activity.

In addition, semi-structured interviews with
the student participants were conducted outside of
the V-Scholars program and recorded using a mobile
phone. The use of semi-structured interviews gave a
certain degree of flexibility so that as the interview
progressed, the researcher was able to ask partici-
pants follow-up questions for clarifying and elaborat-
ing (Barkhuizen, Benson & Chik, 2013). For all of the
audio data recorded, the researcher used verbatim
transcription to convert certain sections of oral dis-
course data into texts. This indicates that grammati-
cal accuracy was not edited, and the transcription
might include non-standard grammatical utterances
(Clandinin & Connelly, 2000).

Lastly, this ethnographic study involves the
collection and analysis of students” social media pro-
ductions including newsletter and poster. The re-
searcher examined the texts on these artifacts to learn
how meaning was produced and situated, within
specific social practices and discourses following Bar-
ton, Hamilton & Ivanig¢, (2000).

Data analysis

In this ethnographic study, the researcher did a dis-
course analysis of all of the data collected by employ-
ing Gee’s (2014) Linguistic Criteria. To group the
data, open coding was used for repeating, emergent
themes. The use of this “grounded theory” approach
enabled the researcher to categorize and classify data
that helped to answer research question (Creswell,
2003). As the study progressed, several codes sur-
faced to examine the following themes:



* formed and transformed identities: actions by
bilingual students to enact and reexamine so-
cially significant roles through a combination
of language, actions, and interactions

+ situated learning: actions by bilingual students
to engage in an array of literacy practices that
vary significantly from context to context

+ skills: a series of skills developed and used in
the production of meaning

Findings

Through open coding, three major themes emerged in
the data collected for this study. These themes guided
to answering the research question in this study.

“Being kinds of people:” formed and transformed
social identities

The excerpt below is a piece of text taken from a post-
er designed by Mina for a nationwide event celebrat-
ing after-school programs during the Fall of 2017.

ENCIENDETE V-SCHALORS! The XXX
School celebrates Lights On Afterschool to
draw attention to the many ways afterschool
programs support students by offering them
opportunities to learn new things - such as
Farming, HipHop, Leadership, Rock Climb-
ing and Dancing - and discover new skills.
The events send a powerful message that mil-
lions more kids need quality afterschool pro-
grams. For more information, please contact
XXX (Poster, November 18, 2017).

As can be seen from this excerpt, the text begins by a
Spanish word “ENCIENDETE” with all letters capi-
talized. The phrase “ENCIENDETE V-SCHALORS”
which in English means “lights on V-Scholars” high-
lights the main theme of the poster, namely that
more attention needed to be paid to this particular
after-school program. Focusing on context and word
choice, it is interesting but significant to assume why
this poster employs a phrase in Spanish to hit the
theme. With an absence of key information, a series
of questions can be raised regarding to Mina’s word
choice in this case. What is the context for this produc-
tion? Who are the audiences?

Gee (2014) sketches out an equation to illus-
trate how important the context within the relation-
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ship between discourse and communication is: “What
the speaker says + Context = What the speaker means” (p.
11). Here, context does not simply include the physi-
cal setting in which the communication takes place
and everything in it but also refers to any shared
cultural knowledge in the communication. Regard-
ing the poster, what is not expressed overtly but as-
sumed to be known is the designer’s background
and to whom this artifact is created for. Knowing
that people use language to be recognized as taking
on a certain identity, it is reasonable to relate Mina’s
word choice in this case with her Mexican heritage:
Mina used her first language to highlight the main
theme of the poster as a method to establish or main-
tain her Latino identity. However, her use of English
in creating the rest of the text indicates her bilingual
identity which at the same time addresses her ability
in mastering two languages in producing her own
text.

In everyday communication, people use lan-
guages in different forms under different conditions
that may cause different effects (Johnstone, 2008).
Gee (1999) employs the term “social language” to
specify the different forms or varieties of language
but also highlight the importance of considering
identity issues in the use of language and discourse.
The excerpt below demonstrates that a speaker can
enact socially recognizable identities in discourse in
multiliteracy practices and position himself or her-
self in the community by “inviting” other people to
take up these identities (Gee, 2014). The excerpt was
taken from a field note documenting Mina’s engage-
ment within another literacy practice in the activity
of “Out Loud.” In this practice, Mina, as well as her
peers were playing the game “Taboo.” The analy-
sis of Mina’s discourse reveals the social identity
that she was trying to establish in the community in
which she was engaged.

“Taboo” is a game that players in each team
take turns to give the clues of given cards either by
orally describing or using body languages. This is the
kind of practice that requires tacit teamwork between
the player who “performs out” the given word on a
“Taboo” card, and the rest of the players who make
guesses. In this event, I observed and recorded how
Mina used language as a medium through which her
bilingual identity was highlighted.
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As an ethnographer who is interested in doc-
umenting bilingual students” use of language
in multiliteracy practices, I was particularly
focusing on what sort of words, ways of ex-
pression, and gestures students employed
to make their meanings clear and straight-
forward within a short amount of time. I no-
ticed that Mina asked the instructor whether
or not she could use her L1 (Spanish) to play
the game. I assume her purpose of doing this
could be: 1) She knew expressing the target
word in her first language would be easier
than using English would; 2) She knew some-
one in her team also speaks Spanish. To me,
Mina’s asking for permission revealed her
uncertainty to some degree regarding if she
would be allowed to use another language to
play this game (Field note, March 20, 2018).

Reflecting on the field note, I specifically stressed key
words such as “L1,” “first language,” and “another
language” by using a bold font because I considered
these words significant in delineating Mina’s bilin-
gual identity. “Assume” here in the text reveals that I
was making assumptions regarding Mina’s asking for
permission of using “L1” in participating the game
by relating to her linguistic and cultural background.
The assumptions were made based on my observa-
tions and my familiarity with the student partici-
pants: Mina wanted to use Spanish to communicate
with her close friends in the V-Scholars after-school
program. Soon after Mina agreed to play the game in
Spanish, she used it in her next turn. However, this
caused a chaos in her team.

When Mina spoke Spanish to her team mem-
bers, I heard someone in her team yell “say
something we understand.” Mina paused
for a little while in low spirits but still used
English to finish the rest of the game. To me
this scenario highlights a dilemma or a con-
tradiction with respect to Mina’s enacted so-
cial identity as a bilingual student (Field note,
March 20, 2018).

This excerpt records a conflict between Mina and
one of her team members who could not understand
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Spanish. In this text, the word “something” does not
indicate another way of expression but “in English.”
Mina continued to play the rest of the game in Eng-
lish although she was reluctant to do so (in low spir-
its). This single case reveals an existing barrier for
some bilingual students to take part in multiliteracy
practices using a home language. The barrier was not
set by the V-Scholars after-school program but by the
clash between monolingual and bilingual ideology
which associate with participants’ social identity.

Gee (2015) introduces the Big “D” Discourse
Tool to elaborate the importance of asking how a per-
son is using language, as well as ways of acting and
interacting in any communication. In thinking of the
question what kind of person (what identity) Mina
was seeking to enact or be recognized by people, my
attention was specifically focused on the “enaction”
and “reexamination” of her identity. According to
Sutton (2004), literacy involves an attitude of creation
and re-creation that becomes self-transforming. In
this case, Mina had her social identity formed and
transformed due to an existing conflict between con-
trary language ideologies, which permeated the so-
cial institution of school.

Situated learning: students as the providers of
knowledge

Lave and Wenger (1991) argued that historical and
political forces affect learning. They also stated that
learning is situated because it depends on the situ-
ation in which it takes place. In an interview with
Andy, he shared his experiences and reflections re-
garding how students learned knowledge from each
other as they were engaged in the social and cultural
practices in the V-Scholars after-school program.

Andy: So like, sometimes we go outside the
classroom to play but I also think we learn new
things from that. There was a day we went to
the playground to play a drone and use it to
take photos and make video. Some of us never
played a drone before, so it’s kind hard to get
started. I asked Trend (Pseudonym, another
student in the group) cuz he knows how to
play it.

Interviewer: Was Joe (Pseudonym, the instruc-
tor of “Oud Loud”) staying there with you?



Andy: Yes, he was there, but he wanted us
to figure it out. Um, so yeah, there are many
modes, you know, so we were trying to figure
out which is best for selfies and which is best
for a video. We also need to record our voice
and add music to it (Interview, December 5,
2017).

In this interview excerpt, Andy and his peers were
gaining knowledge and experience with respect to
how to operate a drone within a specific situated
context and embedded within a particular social and
physical setting. The students in “Out Loud” were
working on media productions by using a drone as
tool to collect photos and videos. Instead of teach-
ing how to operate the device, the instructor created
an opportunity to let students be the producers of
knowledge, leaving a space to let them decide which
mode could be a good fit for their own task. In the
following excerpt, Andy reflected on his learning ex-
periences as he was engaged in this literacy practice.

I'like this activity because it’s not only fun but
also challenging. We finally had the drone fly-
ing and had it taking photos. For some rea-
sons we cannot record any voice that day, but
we tried at least. The drone was out of power
and we didn’t have a backup (Interview, De-
cember 5, 2017).

By using the word “challenging,” Andy in-
tended to state his opinion that learning how to oper-
ate a drone was difficult for him at least for the first
time. This process of learning was considered “chal-
lenging” because Andy could not solve a series of
problems by relating to his prior knowledge and ex-
perience.

According to Stein (1998), situated learning in-
volves students in cooperative activities where they
are challenged to use their critical thinking. The fol-
lowing excerpt was taken from a field note document-
ing bilingual students” debriefing and brainstorming
in “Oud Loud” after they were brought to visit a local
police station the week prior. Given a specific context,
both Andy and Mina produced knowledge and criti-
cally reflected on ideas regarding the purpose of be-
ing brought to the police station by integrating their
life experiences.
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Andy: So, do you want us to know how bad
it was? So, like when you get older you're not
going there. Oh, yeah, I just want to add that
you went to a police station to see what they
do.

Mina: Do you want us to show appreciation?
Or maybe to build a relationship with them
(Field note, February 6, 2018).

In this excerpt, Andy considered the police station
a “bad” place to stay. By stressing, “when you get
older you're not going there,” Andy believed what
could prevent people from “going there” was to visit
as early as possible to know how bad it was. In con-
trast, Mina interpreted their visit of police station as to
show appreciation and to build the relationship with
police officers.

Andy and Mina came from different families.
They had different cultural background and life ex-
periences. In this case, it was possible that they gave
opinions to the topic by connecting with prior knowl-
edge regarding what community-police relationship
had been like in their own cultures. Within this lit-
eracy practice, Andy and Mina produced knowledge
and grounded their learning in the specific context
that accounted for the possibility there could be ten-
sion between police and historically marginalized
communities of color. However, according to Mina, it
was important to “show appreciation” and “to build”
that relationship, which demonstrated her own criti-
cal thinking and the reflection on the topic.

Developing skills to critically read the world
Mabhiri and Sablo (1996) have promoted a conception
of literacy that defines it as culturally connected “skills
used in the production of meaning from texts in a con-
text” (p. 166). In exploring the nature and function of
skills applied for producing texts, attention in this
ethnographic research was not simply paid to exam-
ine bilingual students” skills in reading and writing
(Street, 2009), but also to their ability to more critically
read their world (Freire & Macedo, 1987).

In one of the interviews with Andy during the
Fall of 2017, he responded to the questions regarding
what skills he considered important to develop in the
V-Scholars after-school program as he was engaged
in multiliteracy practices and how those skills were
different from what he learned in the classroom.
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I think “Out Loud” is very different from the
classroom. I mean... you can always learn dif-
ferent things at the same time, and they are
always interesting. I like the time when we go
to the computer lab in the library. The teacher
teach us how to create characters with Hero-
Machine. Then, I design another “me” on the
screen. I learn some computer skills when I
am doing this. I also type some words to de-
scribe myself. When class finish, the teacher
ask us to copy the codes and save in a place.
But, next time when I come to the lab, I al-
ways make some change because I feel differ-
ent things each time... (Interview, November
7,2017).

In this piece of text, Andy gives an example to dem-
onstrate the skills that he is developing specifically
in “Out Loud” not in his traditional classroom set-
ting. More importantly, Andy believed learning these
skills “are always interesting” as he pinpointed in
the interview. What is significant here is that Andy’s
instructor created a certain degree of freedom to let
the students design their own digital character after
teaching the prerequisite computer skills. The notion
of “design” in this case connects powerfully to the
sort of creative intelligence Andy develops to be able
to continually redesign his productions as an active
designer of linguistic, visual, audio, and multimodal
patterns of meaning in the very act of practice (New
London Group, 1996).

According to Turner (2012), looking at stu-
dents’ language and meaning-making in their
productions is a way to identify the change in the de-
velopment of social consciousness. In the interview,
Andy explained that he always makes changes be-
cause he feels different things each time. Although
Andy did not clarify what “different things” really
indicate, speculations could still be made to assume
the intangible “things.” These could be attitudes,
emotions, feelings, or ways looking at himself.

The excerpt presented below is a piece of text
taken from a digital newsletter designed by Mina. The
newsletter consists of both images and texts. The pro-
duction was intended to inform parents and people
who were interested in learning about what student
participants did in the V-Scholars after-school pro-
gram each month. Like Andy, Mina learned the skills
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for producing digital production in “Out Loud.” She
took a lot of pictures while students were participat-
ing in different genres of multiliteracies. For each pic-
ture, Mina used a few sentences to describe the event,
what activities students were engaged in and how
they were engaged. The text presented below was
produced to describe students” dancing in the pro-
gram.

The students learned a warm up routine, the
Cha Cha Slide, the Tinkling, a traditional
folk dance from the Philippines, and there is
always time for Freestyle dancing. WE ARE
DANCING FOR CHANGE! (Newsletter, Oc-
tober 2017).

Analyzing a text on vocabulary level, accord-
ing to Gee (2014), is the beginning for understand-
ing language and its effects. As can be seen from
this excerpt, Mina highlighted the name of all forms
of dance, and capitalized every single letter in the
sentence: “we are dancing for change.” The use of
“change” in this text was significant since it contrib-
uted to the purpose of communicating. “We are danc-
ing for change!” conveyed a certain radical tone that
implied Mina was unsatisfied with the conditions she
was encountering. Audience who read this piece of
text might relate to the struggles and challenges in
the schooling lives of young bilingual students, the
barriers historically marginalized students of color
face in actively participating in the mainstream class-
room, or simply academic stress. By visually empha-
sizing this sentence, Mina intended to inform people
that something needed to be changed right away and
dancing could be the medium through which change
could happen.

To track Andy and Mina’s use of language and
images in the design of productions could be a way
to understand how they had been reading the world
and themselves differently from time to time. Accord-
ing to Janks (2010), critical media production implies
taking seriously the relationship between design,
identity, and power. For this reason, encouraging
students to design and produce their own produc-
tion provides them an opportunity to choose what
meanings they intend to make, what kind of “selt”
they will promote or disrupt, and how they will posi-
tion themselves as well as their potential audiences.



Given the opportunities to create and redesign digi-
tal productions, Andy and Mina made the V-Scholars
after-school program an ideal place for literacy learn-
ing, where they had a lot of fun but also developed
skills in more critically reading themselves.

Conclusions & implications

This ethnographic study reports on an after-school
program in Western Massachusetts that incorpo-
rates different genres of multiliteracies such as social
media productions and brainstorming. The paper
explores bilingual students’ literacy development
through after-school multiliteracy practices by ex-
amining three distinct yet interrelated factors: social
identities, skills, and situated learning. Through a
discourse analysis of all of the data collected includ-
ing interviews, fieldnotes, and student participants’
artifacts, a dynamic relationship between literacy de-
velopment and the factors can be concluded and il-
lustrated by the model below:

Situated

Learning

Literacy
Development

Social
Identities

Figure 2. The Model of Literacy Development in Af-
ter-School Multiliteracy Practices

According to this model, formed and transformed
identities, socially and culturally situated learning,
and skills used in the production of meaning are ma-
jor factors that influence bilingual students” literacy
development in multiliteracy practices. At the same
time, the development of literacy can also adjust the
way bilingual students enact and reexamine social
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identities, promote skills in reading the world, and
produce knowledge in any situated literacy learning
practice. The discovery and discussion of the three
factors presented in this article contribute to our un-
derstanding that after-school multiliteracy practices
are quite different from more traditional classroom
practices regarding how knowledge is produced and
shared. In this study, the two focal student partici-
pants did not passively accept knowledge from their
instructors. Instead, they took full advantage of the
V-Scholars after-school program to actively exchange
ideas and promote critical awareness in both their
first language and English.

The model summarized in this research has
several pedagogical implications for instructors
developing bilingual students” literacy in an after-
school setting. (1) Teaching students to be critical
includes advancing students’ skills in creating their
own productions; (2) Using social media productions
as a way of understanding students; and (3) Promot-
ing literacy in a non-academic setting requires stu-
dents to be the producer of knowledge.

On the first point, teaching students to be
critical includes advancing students’ skills in creating
their own productions. It is important for teachers
to gain the knowledge that students’ critical aware-
ness and social consciousness can be developed and
embodied in the making of their own social media
productions. More importantly, students, especially
those who have historically been marginalized from
the mainstream classroom, need to be informed
about how powerful their social media productions
can be in the struggle of social justice. As teachers,
instructing students merely in the skills of reading
and writing does not go far enough in developing
students’ ability to critically read the world. Students
need advanced skills in linguistic, visual, audio, and
other multimodal domains to produce their powerful
productions.

Secondly, it has been demonstrated that social
media production can be as a great tool for bilingual
students to share stories, struggles, and success with
the local communities. Reciprocally, schools can uti-
lize social media productions to understand bilingual
students and their cultures. That is, social media pro-
ductions can be used as medium to more closely con-
nect schools and students. Using these productions,
schools will be able to better support bilingual stu-
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dents by creating a more comfortable zone for their
enaction and reexamination of social identity.

Finally, promoting literacy in a non-academic
setting requires students to be the producer of knowl-
edge. Although a well-designed curriculum can al-
ways develop literacy learning by having students
passively accept knowledge, literacy development
takes place in every aspect of students’ lives regard-
less of whether they consciously engage in such
curriculum or not. Instead of delivering curriculum
content exclusively from the teacher in the classroom,
inviting students to bring their own passion and ex-
pertise into the after-school setting can help teach-
ers understand and identify what skills students are
specialized in and what knowledge students can pro-
duce to contribute to the community.

Notes:

1. Question 2 was a ballot initiative in Massachusetts
in 2002 that obligated teachers to restrict the medium
of instruction to English even if learners have lan-
guages other than English as a primary language. A
language other than English could be used for clarifi-
cation purposes but not as the medium of instruction.
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Abstract

English language learners start their studies since an
early age and continue them up to University. How-
ever, when they have to use the language spontane-
ously in a real social interaction, they are not able
to communicate. The objective of this study was to
develop students’ speaking skills by using the Ras-
sias Method ®, which is a combination of dramatic
techniques, rhythmic drills, and energetic reinforce-
ment strategies to make learning an engaging activity
(Beall, 2000). An Action Research was implemented
to find out: To what extent will the use of the Rassias
Method increase students” motivation to learn Eng-
lish in order to develop their speaking skill. The inter-
vention was carried out with undergraduate students
of the bachelor degree in Maintenance of the Tech-
nological University of San Juan del Rio, Queretaro,
Mexico. The results show that most of the students
successfully performed the real-life situations such as
buying something from the store or asking for food
and serving food in a restaurant. Moreover, the stu-
dents’ self-assessment and their journals indicate that
they increased their motivation and confidence, and
as a result, they perceived an improvement in their
speaking skill.

Keywords: Rassias Method®, speaking skill, under-
graduate students, motivation, authentic activities.

Resumen

La mayoria de estudiantes de inglés empiezan sus estudios
de esta lengua extranjera en una edad muy temprana y
los contintian hasta la Universidad. Sin embargo, cuando
tienen que usar el idioma espontineamente en una inte-
raccion social real, no son capaces de comunicarse. El obje-
tivo de este estudio fue desarrollar la habilidad del habla en
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inglés de los estudiantes usando el Método Rassias®, que
es una combinacion de técnicas dramdticas, drills ritmicos
y estrategias energéticas de reforzamiento para hacer del
aprendizaje una actividad interesante (Beall, 2000). Una
investigacion accion fue implementada para encontrar res-
puestas a: ;En qué medida el uso del Método Rassias au-
mentard la motivacion de los alumnos para aprender inglés
con la finalidad de desarrollar su habilidad del habla? La
intervencion se llevé a cabo con estudiantes universitarios
de la carrera de Mantenimiento de la Universidad Tecno-
logica de San Juan del Rio, Querétaro, México. Los resul-
tados muestran que la mayoria de los alumnos realizaron
satisfactoriamente las actividades auténticas tales como:
comprar algo en la tienda o pedir y servir comida en un
restaurante. Ademds, la autoevaluacion de los estudian-
tes y sus diarios indican que aumentaron su motivacion y
confianza, y como resultado, percibieron una mejora en su
habilidad del habla.

Palabras clave: Método Rassias®, habilidad del habla, es-
tudiantes universitarios, motivacion, actividades auténticas.

Introduction
he aim of this research study was to seek for
I strategies to develop undergraduate students’
oral skills to prepare them to be able to com-
municate in English in the real world outside the
school. To achieve the aim of this study, I decided to
use the Rassias Method ®. This method is a system
for teaching the use of conversational second lan-
guages that John Rassias developed while training
Peace Corps volunteers in the early sixties. Then, he
adapted it to teaching languages at Dartmouth Uni-
versity in 1967. It combines “unpredictability of ma-
neuver, humor and dramatic ‘spontaneity’ to keep



the student locked in the learning cycle” (Shannon,
2005, p.2).

Since 2007, training programs to teach the Ras-
sias Method have been conducted to more than 2,300
Mexican English teachers of public schools and they
in turn have taught English using this Method to over
2.5 million of Mexican students (IAPE, Educando by
Worldfund, 2017). I had the opportunity to participate
in the the Inter-American Partnership for Education
(IAPE) Teachers” Collaborative USA 2013. This was a
fifteen-day intensive course where Professor Rassias
and other teachers explained the philosophy of the
Method, its techniques and drills. Besides, it was a total
immersion program with cultural activities included.

The Rassias Method®
“The goal of the Rassias Method is to help the
student feel comfortable and natural with a
new language in a short period of time. This is
accomplished through a specific series of teach-
ing procedures and dramatic techniques which
seek to eliminate inhibitions and create an at-
mosphere of free expression from the outset.”
Rassias (2013, p.4)

The Rassias Method includes elements from the Com-
municative Language Teaching Approach because it
agrees with the philosophy of learning a language to ac-
complish communicative tasks. According to Richards
and Rodgers (2001, p.155) the aims of the CLT are “to
make communicative competence the goal of language
teaching” and “to develop procedures for the teaching
of the four language skills that acknowledge the interde-
pendence of language and communication”. To achieve
these aims, teachers should provide learners with op-
portunities to use English to communicate as well as to
acquire the language through communication; “learning
to use English” and “using English to learn it” (Howatt,
as cited in Richards & Rodgers ,2001, p.155).

Professor John Rassias agrees with Howatt’s
ideas by basing his method on the premise that “you
don’t learn a language to speak it; you speak a lan-
guage to learn it” (as cited in Shannon, 2005, p.2). The
objective of this research was to provide students with
opportunities to use the language to communicate
and to teach them how to develop their communica-
tive competence through the use of strategies and tech-
niques from the Rassias Method.
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As Professor Rassias mentioned “the medi-
um of oral communication has proved to be the best
method of acquiring the language” and his Method
mainly focuses on the speaking skill (Beall, 2000,
p-11). Besides, Rassias makes students speak since
the very first class through the drills and his tech-
niques “the excitement and the power of being able
to communicate, even at a basic level, is the heart of
the Rassias Method” (Shannon, 2005, p.3).

The Inter-American Development Bank (IDB)
completed a randomized control trial (RCT) evalua-
tion of the IAPE Intensive English program. The in-
dependent evaluation sought to measure the effects
of IAPE training on students and teachers” English
skills and teachers” pedagogical practices. The study
was conducted with the cooperation of the Mexican
States of Puebla and Tlaxcala and it involved 144 high
school and middle school teachers and their students.
Related to the Student Learning Outcomes, the results
showed that after an average of 7.5 months of expo-
sure, students of IAPE teachers progressed 10 more
weeks in reading, speaking, and listening skills than
students with non-IAPE teachers (Bando & Lia, 2014).
From the evidence that this study reported, I decided
to use the Rassias Method to explore the impact it has
on helping to develop the speaking competence of
my chosen group.

Methodology

The present study consisted in a small-scale action re-
search involving a group of second term undergrad-
uate students from the Technological University of
San Juan del Rio, (UTSJR), Queretaro, Mexico. 25 stu-
dents of the bachelor degree in Maintenance formed
the chosen group.

The questions underlying this research were:

1) To what extent will the use of the Rassias Method
increase students” development of speaking skill?

2) To what extent will the use of the Rassias Method
increase students” motivation to learn English?

3) To what extent will the use of the Rassias Meth-
od reduce students’ fear of making mistakes?

A variety of qualitative and quantitative data
collection instruments were used, including a diag-
nostic TOEIC Bridge test, a diagnostic speaking test, a
questionnaire, a teacher’s and a student’s journal, ob-
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servation, self-assessment, and a final evaluation in
a simulated real-life scenario. The Diagnostic TOEIC
Bridge consisted only in the Listening and Reading
section, and it was used to identify the students’ level
of English according to the CEFR.

The Diagnostic Speaking Test was based on
Rassias material, which is usually used to be able to
place students in a proficiency English level. It con-
sists on a series of questions classified in three levels:
novice, intermediate and advanced. The participants
completed a questionnaire aimed to find out their
perception on speaking skill, their preference on
speaking activities and to know about their feelings
when talking in English.

Another tool that was used during the first
days of the intervention was a self-assessment ques-
tionnaire. In this questionnaire, students rated in a
scale of 1 to 10 how good they consider they are in the
speaking skill. A Likert-type scale with the notations
1 (Very low), 5 (Medium) and 10 (Very High) will be
used. They also filled in a chart of “can do” statements
related to their ability to do some tasks. They chose if
they could do those activities: very well, well or not at
all. For example, “I can describe how to make a dish”
(Appendix 1).

Formative assessment was used throughout
this study through classroom observation and the
teacher’s journal in which the students” performance
on learning tasks was described and registered.
Moreover, at the end of each week, students wrote a
journal to describe the way they felt with the activi-
ties and to express their perceptions of the class.

Intervention
The intervention was done during one of the three
periods of their four-month term. It lasted for three
weeks, which in total were 15 hours of instruction. In
each session of 1-hour class, the content of the school
program was given using some Rassias Techniques
and Rassias drills. Throughout the intervention, stu-
dents were provided with simulations of real-life sce-
narios in which they had the opportunity to use the
language in a context similar to real life and for com-
municative purposes.

One of the goals of the Rassias Method is
“to replicate the urgency relevant to life-like situa-
tions encountered in the target language” (Rassias,
2013, p.5). This research study focused on teaching
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the students to perform three activities that they will
very likely encounter at some point in their real lives:
“buying something from the store, asking for food
and serving food in a restaurant”.

The Rassias® techniques used during the interven-
tion were the following;:

e Ball game: To practice colors and numbers.
The teacher threw the ball to a student and the
student had to say the color or number which
his/her thumb touched.

e Misplaced concepts: To discriminate which
food item does not belong to a given category
and to justify the choice by describing the col-
or, size or flavor.

e Illustrated Vocabulary: To teach new vocab-
ulary of food packages and to teach cooking
verbs, by showing pictures of the words and
using drills (repetition of the words).

e Face-off: To relate the picture with the word.
Different students passed to the board to
draw the cooking verb given by the teacher
and to write it correctly.

e Pyramid: To review vocabulary by describ-
ing words using as many words as possible
(color, shape, taste, a brand or name related,
etc.) They were divided in two groups and
they competed against each other. One volun-
teer student had to guess five words that the
other members of his team described in less
than one minute.

e Dots: Students learned how to say the price by
joining different set of numbers provided by
the teacher to form the word ‘PRICE’. Then,
the dots contained words related to a restau-
rant. Teacher said a definition or description of
the word to indicate the dots they had to join
which at the end formed the word "MENU'.

e Commands: To follow instruction about how

to prepare a dish.
For this technique, all the ingredients to pre-
pare a sandwich are taken to the classroom, as
well as the needed utensils. Each one of the
students passed to the front of the classroom,
listen to the instruction, and then perform the
action. For example, ‘Slice a tomato’, ‘Spread
the mayonnaise on the bread’.



e Detective work: For this activity, students
had to ask to each other different questions
related to their food preferences and habits.
Students answered using adjectives that de-
scribe the five senses: sight touch, taste, smell
or hearing.

Rassias ® Drills

The “Backwards build-up drill” technique consists
in having a sentence divided into three or four parts,
the teacher elicits from students oral repetition of each
of the parts of that sentence beginning with the last
part, and adding each one of them so that at the end
the student repeats the whole sentence. This drill was
used to practice dialogues of a conversation in a store
and in a restaurant. In the role-play, students based
their dialogue in the conversation they had practiced
in the drill; however they adapted its content accord-
ing to the conversation they had to undertake in the
simulated situations they had.

The “Substitution drill” technique was used to prac-
tice new vocabulary and structures. For example, to
differentiate between the use of how much and how
many. The teacher explained the model sentence:
How many apples are there? Then, a list of words
were given to students, who had to substitute using
the same sentence.

The “Transformation drill” was used to practice
grammatical structures, such as the formation of
questions and negatives. For example, the teacher
said: “There is an apple. There isn’t an apple”. Then
the teacher said a new sentence and a student had to
change it to negative and so on.

As expressed by Walters (1982, p.93), “stu-
dents learn language more effectively by use than
by analysis”. The practice of grammar through the
drills was done every day and students did not feel
overwhelmed with long explanation of the grammar
points, instead they practiced the formation of ques-
tions, negatives, countable and uncountable nouns,
etc. with the drills. Even though the focus of the inter-
vention was on developing the speaking skill; all of
the other skills (listening, reading, and writing) and
the sub-skills (grammar and vocabulary) were also
practiced.

HERNANDEZ TREJO

Findings and discussion

The results of the Diagnostic TOEIC Bridge Test
showed that only one student (4%) got B1 level, 12
students (48%) got Al level, and the rest of the stu-
dents did not achieve any level because they got a
very low score. Even though these results did not cor-
respond to the Speaking skill, they served as a basis
to identify that most of the participants had a begin-
ner level.

In the Diagnostic Speaking Test, the major-
ity of the students (72%) achieved the Novice-Low
level, some of the students (16%) got to the next
level: Novice-Mid. Two of the students (8%) got an
Intermediate-High Level. Finally, one of the students
(4%) got an Advanced level. Due to the short length
of the intervention, the Diagnostic Speaking Test was
not used at the end of the study to compare the re-
sults. However, the test will be done at the end of the
school year to verify student’s improvement in their
development of their speaking skill.

Questionnaire answers

The questionnaire answers revealed important in-
formation about participants” opinions related to the
speaking skill. Speaking is the students’ least pre-
ferred skill, this might be a factor which affect the
students” willingness to talk as they already have a
bias against speaking in English. Most of the students
(84%) said that they feel uncomfortable when they
talk in English. The question specified “nervous” as
part of the “uncomfortable” option. The students ex-
pressed that they feel very nervous when they talk in
English. Only a few students (16%) said that they feel
comfortable when talking in English.

Self-assessment

The self-assessment was used to identify how the
learners’ perception of themselves as foreign lan-
guage speakers of English evolved over a three-week
period of intervention. At the beginning of the study,
students rated in a scale of 1 to 10 how good they
consider they were in the speaking skill. They also
filled in a chart of “can do” statements related to their
ability to do some tasks. They chose if they could do
those activities ranking them: very well, well or not at
all. The initial self-assessment made by the students
showed that 64 % of the student rated themselves in
less than “5”; 16% of the students rated themselves in
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“6” and “7” respectively; and only one student who
represents the 4% rated himself in “8”.

On the other hand, the results of the final self-
assessment that students completed showed an in-
crease in students” self-perception of their speaking
skill. A small number of the students (12%) gavea “6”
to their speaking skill; 16% of them rated themselves
in “7”;the majority of the students estimated that their
speaking skill after the intervention finished was “8”
(64% of students); and 8% chose that they have “9” in
their speaking skill. The results clearly show that all
of the students perceived that they had an improve-
ment in their speaking skills. (Appendix 2)

The CAN-DO Chart showed a significant in-
crease in the students’ self-perception of what they
were able to do before the intervention took place and
what they believe they achieved after the interven-
tion. It can be seen how in the initial CAN-DO chart;
almost half of the students expressed their inability
to: buy something from the store, describe how to
make a dish, and order food in a restaurant. More-
over, 17 out of 25 students reported that they were
not able to serve food in a restaurant. In contrast, the
final CAN-DO chart shows that all the students as-
sessed themselves as being capable of performing all
of the tasks, either well or very well. (Appendix 3)

Classroom observation and Teacher’s journal

They were closely related because what was observed
in the classroom provided the information that the
teacher used to fill in her “Teacher’s journal’.

Students’ journal

Students wrote about their perception of both, their
previous and their current English class (Interven-
tion). All of the students reported that during the in-
tervention they felt excellent in class. Some of them
said that they learned in a fun and practical way.
Student A said “There was more communication and
interaction this term’. Student H said that he partici-
pated more and was more engaged in the activities.
Student P expressed: ‘I felt more confident to talk in
this class and I did not feel embarrassed to speak in
English’.

Greenspan (1990, p.7) suggests that using the
Rassias Method helped her students to develop their
oral, writing, and reading skills because they “active-
ly participated in learning a ‘living’ language”. My
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students expressed that during the intervention, they
were highly involved with the activities and they
were eager to participate.

Besides, the students reported that they felt
confident to ask questions to the teacher and this
made them feel secure. As Malu (1991, pp.36, 92) de-
scribes, “The Rassias Method enables students to feel
the energy, commitment, and concern a teacher feels
for her students”. Most of the students agreed on the
following: “There was more communication, partici-
pation, confidence, security and we lost the fear to
speak in public’. A student also mentioned that he
learned much faster. Other students expressed that
they were very motivated during the classes.

The competences that students expressed they
developed during the intervention correspond to the
positive results of the impact of the Rassias Method as
stated by Wolff (2012, p. 50) “students who have been
taught via the Rassias Method demonstrate more mo-
tivation, enthusiasm, and eagerness to use their lan-
guage skills”. By comparing the students” perception
they had about their class before the intervention and
then after the intervention, I found out that students
expressed they have learned more now with the use
of the Rassias Method. I attribute this to the fact that
during the intervention students learned by experi-
ence, by doing the things as opposed to just answer-
ing exercises of the book. As Rassias mentions: “It is
in doing that you learn, rather than learning how to
do it” (Beall, 2000, p.13).

Rassias admitted that he was inspired by the
Chinese philosopher Confucius when he said, “If
I hear something, I forget it; if you show me some-
thing, I remember it; but if you make me do some-
thing, I will never forget it because I will understand
it” (as cited in Bacon, 1993, p. 46). The results from
this study show that students learned and understood
because they performed the activities. For example,
they touched the food and learned the vocabulary;
they prepared a recipe and they learned the cooking
verbs; they went to a real store and bought products,
the scenario of a restaurant was set and they were
able to order and serve food. That is, students learned
the language by performing real life activities.

Description of Final Evaluation
After the three weeks of the intervention, students
were divided into three groups. Each group was eval-



uated by another English teacher of the University.
The evaluation was made in three parts: the first one
-buying something from the grocery store-, the sec-
ond one -ordering food at a restaurant- and the third
one -serving food at a restaurant- (Appendix 4).

For the first part, students went to a grocery
store, which is outside the school. The teacher, who
was in charge of evaluating them, was the clerk of
the store and each student went to the store individu-
ally and bought something by talking to the clerk in
English. The clerk (teacher) responded in English and
at the end filled in a rubric to check how well the stu-
dent did the tasks to be able to buy in a store.

The results of the task “Ask for food” (using
food quantities, measurements or packages) show
that the majority of the students did it “Very well”,
over a quarter of them did it “Well” and only student
N was not able to do it. In relation to the tasks “Ask
for the price” and “Buy something from the store”
half of the students did it “Very well”, a great num-
ber of them did it “Well” and only student N did not
do it. The tester reported that student N was very
nervous and that he was unable to speak; he just said
‘Hello” and then went out of the store.

For the second and third part of the evaluation,
a table was arranged in the cafeteria. First, the teacher
was the waiter and the student sat down and acted as
the customer. After that, they exchanged roles .The
teacher filled in another rubric to verify how well the
student asks for food and another rubric to evaluate
how well he acted as a waiter. When the students acted
as customers, 52% of them asked for food “Very well”
whereas 48% did it “Well”. The task “Ask for the bill”
represented a problem for some of the students as 12%
forgot to do it. Nonetheless, 40% did it “Well” and 48%
did it “Very well”.

On the other hand, when students acted as waiters,
they had some difficulties in finding out what the cus-
tomer wanted in order to serve the food; only 24% of
them did it “Very well”, 60% of them did it “Well”, and
16% of them were unable to do it. Describing how to
make a dish was a task where 48% of them did it “Very
well”, 44% “Well”, and 8% did not perform that task
The graphs show how in the task “ Use greeting expres-
sions”, 60% of the students scored “Very well”, while
the other 40% scored “Well”. In contrast, the results
of the task “Use farewell expressions” were slightly
lower, 52% of the students were scored in the category
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“Very well”, 44% in “Well”, and only one student (4 %)
did not use phrases to say thank you and good-bye.

Comparison of the Final Evaluation results with the
Final CAN-DO self-assessment

By comparing the results of the students’ self-assess-
ment, which they completed at the end of the inter-
vention with the results of the Final evaluation made
by the three external teachers who participated in this
study, it can be seen that the results are consistent.
The greatest improvement was shown in the task
“Serve food” because in the Initial CAN-DO chart
seventeen students (68 %) reported that they were not
able to find out what a customer wants in a restau-
rant. In contrast, the Final Evaluation shows that fif-
teen (60%) of those seventeen students now can serve
food “Well”, six (24%) can do it “Very well” and only
four of them (16%) did not demonstrate their ability
to serve food as reported by testers.

Conclusions

The findings in this study suggest that the Rassias’
Method had a positive impact in the development of
the students” speaking skills.

1. Students achieved the objectives of the course
by the end of the intervention where all of
them demonstrated in the final evaluation
that they were capable of performing orally
three daily activities which they might prob-
ably encounter in their real lives:

* Buying something from a store.
* Asking for food in a restaurant.
* Serving food in a restaurant.

2. Students reported an increase in their moti-
vation by describing that they enjoyed the
classes, and expressing that they believe they
learned a lot during the intervention.

3. Students improved their affective factors by
increasing their confidence and reducing
their fear of making mistakes. As a result,
they increased their participation in class.

As stated in the description of the problem, many
students find it difficult and tedious to learn to com-
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municate effectively in the target language; however,
as Rassias (2013, p.4) expresses “it should be stimu-
lating, entertaining and fun”. The results from this
study achieved these Rassias” principles as students
learned to communicate in the target language and
they enjoyed the process.

The final evaluation made by external teach-
ers indicate a positive impact of the use of the Ras-
sias” Method to develop the participants” oral skills,
because most of the students successfully performed
the authentic activities such as: buying something
from the store, asking for food and serving food in
a restaurant. Furthermore, the students’ self-assess-
ment and their journals indicate that students per-
ceived an improvement in their speaking skill. An
important finding is that students reported that now
they are more motivated and feel confident and eager
to participate in class.

Suggestions for further research

This study can provide a valuable source of ideas for
teachers who may be willing to use the Rassias” Meth-
od in their classes to teach English. It can also be used
as a reference for further research in the area of the de-
velopment of the speaking skill to help students gain
the communicative competence they need in order to
use the language orally in a real life context.

Limitations

A limitation of this study was the time devoted to the
intervention. It would have been desirable to imple-
ment the intervention in a longer period of time, such
as a complete year (three four-month periods) to be
able to see a more significant impact in the develop-
ment of the students’ speaking skills.
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Appendix 1. Initial and Final Self- Assessment

I. How good are you in the speaking skill?
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1 3 4 5 6 7 8 9 10
Very Medium Very
low high
Il. How well can you do these things (orally)?
I can.... Very well Well Not at all

© |6

®

Give information about food quantities

Describe food packages

Use greeting expressions

Ask for and give prices

Buy something from a store

Describe how to make a dish

Order food in a restaurant

Serve food in a restaurant

Appendix 2. Self-Assessment Speaking Skill

10

Self-Assessment

o N B OO

5 4 9 11 18 15 17 19 21 23 25

M Initial

M Final
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Appendix 3. CAN-DO Chart

Initial CAN-DO chart

S S S \s v \a \s
& o & > & N N
5 & < & ¥ (o3 P
03 < & $ o 9
Q) & N © o < <
Q R 9 & % & «
0 < Q D N < R
o ) S < © Q &
< S 4 J S <
< QA ¥ N & 9 2
N4 & O L N
SR X & Q 5
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9 S ¥ Q
=g \ory Well  e=gm—\Nell Not at all

Final CAN-DO chart

=g \/ory well  e=ge=\\ell Not at all
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Appendix 4. Final Evaluation

At the Grocery Store
5 o 081

USE GREETING  ASK FOR FOOD ASK FORTHE  BUY SOMETHING USE FAREWELL

EXPRESSIONS (QUANTITIES, PRICE FROM A STORE ~ EXPRESSIONS
MEASUREMENTS,
PACKAGES)
w=@u=\/ery well — e=@==\Vell Not at all

At the Restaurant (as customer)

USE GREETING ORDER FOOD ASK FOR THE BILL USE FAREWELL
EXPRESSIONS EXPRESSIONS

a=@==\/ery well  e=@==\Vell Not at all

At the Restaurant (as waiter)

USE GREETING SERVE FOOD DESCRIBE HOW TO USE FAREWELL
EXPRESSIONS MAKE A DISH EXPRESSIONS
e=@u=\/ery well  e=@==\\ell Not at all
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THE BENEFICIAL EFFECTS OF

TECHNOLOGY-BASED SOCIAL

READING IN L2 CLASSES
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Texas A&M University
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Abstract

This work investigates the instructional benefits of
the digital social reading application eComma for
the comprehension and interpretation of authentic
texts in intermediate second language (L2) Spanish
classes in a university in the Southern United States.
The study examines 44 students’ collaborative work
on two poems connected to the themes of the class’s
instructional units. Data are based on the analysis of
the participants” digital annotations and responses to
a survey that probed into their opinions of eComma.
The results show a similar number of student-gener-
ated comments on either lexical queries or contextual
interpretations in both poems. However, there were
differences in the kind of annotations that originated
in each text. In addition, the findings suggest that
working with eComma allowed students to devel-
op their L2 reading performance, and it resulted in
their collaborative construction of knowledge, which
might have facilitated their interpretation process.
In the survey responses, the participants identified
various social and instructional benefits, even though
they also reported some technical difficulties. Over-
all, the study mirrors the positive results reported
in previous work, and it points to the effectiveness
eComma for the implementation of the kind of com-
prehensive L2 practices currently recommended in
the field of L2 pedagogy.

Keywords: Digital social reading, eComma, perfor-
mance, interpretive mode, collaborative construction
of knowledge, L2 Spanish university students.
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Resumen

El objetivo de este trabajo es investigar los beneficios di-
ddcticos del uso de la plataforma digital de lectura social
eComma para el desarrollo de la comprension e interpreta-
cion de textos auténticos en clases intermedias de espariol
como segunda lengua (L2) en una universidad en el sur de
los Estados Unidos. Esta investigacion examina el trabajo
colaborativo llevado a cabo por 44 estudiantes al analizar
dos poemas temdticamente conectados con las unidades de
instruccion de la clase. Los datos recolectados estdin basa-
dos en el andlisis de las anotaciones digitales realizadas
por los participantes y en sus respuestas a un cuestionario
diseriado para recoger sus opiniones sobre eComma. Los
resultados indican que, en los dos poemas, los estudiantes
originaron el mismo niimero de comentarios sobre el voca-
bulario y su interpretacion del contenido. Sin embargo, se
registraron diferencias en el tipo de comentarios que origi-
né cada texto. La informacion recolectada también parece
sugerir que los participantes pudieron mejorar el desem-
perio de su lectura en la L2 y ademds lograron colaborar
en el desarrollo de sus conocimientos, lo cual podria haber
beneficiado el proceso de interpretacion. En las respuestas
al cuestionario los aprendices hicieron referencia a una
serie de beneficios sociales y diddcticos, aunque también
reportaron algunas dificultades técnicas. El estudio en su
totalidad parece confirmar los resultados positivos apareci-
dos en publicaciones previas y ademds apuntan a la posible
efectividad de eComma para la implementacion del tipo
de prdctica exhaustiva de enserianza de L2 recomendada
actualmente por el campo de la diddctica de sequndas len-
quas.



Palabras claves: Lectura social digital, eComma, deserm-
pefio, modo interpretativo, construccion colaborativa de co-
nocimientos, estudiantes universitarios de espaiiol como L2

Introduction

he recent anniversary issues of two of the most
Tinﬂuential journals in the field of instructed

second language (L2) acquisition, The Modern
Language Journal and Foreign Language Annals, are
characterized by articles that emphasize the impor-
tant role that technology (e.g., Chun, Kern, & Smith,
2016) and multiliteracies-based frameworks (e.g.,
Warner & Dupuy, 2018) can play in L2 instruction. In
particular, scholars highlight the benefits of teaching
practices that free L2 students from the limitations
on language use imposed by constrained methods
such as communicative language teaching (CLT)
(Allen & Paesani, 2010; Byrnes, 2006). Instead, these
newer approaches create opportunities for active use
of the target language in a variety of social environ-
ments (face-to-face and digital), through both the
exposure to and development of a diversity of texts
(i.e., belonging to different genres and modes). These
scholars advocate a more comprehensive L2 teach-
ing approach, one that “embraces multiple modes [of
communication, including reading and writing] and
media, [which incorporate] the many new literacy
practices enabled through digital communications”
(Warner & Dupuy, p. 123, emphasis in original). This
type of instruction would not only allow learners to
collaborate on the construction of knowledge but also
help students “develop a set of social skills and cul-
tural competencies, vitally connected to...the social
networks through which [they] operate” (Kelley &
Jenkins, 2013, p. 48).

One way of realizing this type of instruction
in the L2 classroom is through digital social reading
practices (Blyth, 2013, 2014). The goal of this article is
to investigate the beneficial effects of these practices
in intermediate L2 Spanish university classes. To do
so, we present a case study of 44 L2 students who
collaborated with each other using the open-source,
social reading, web-based application eComma (Blyth,
2014; Thoms, Sung, & Poole, 2017). We focus on their
comprehension and interpretation of two poems con-
nected to the themes of the class’s instructional units.
We analyzed both the annotations the participants
made while interpreting the poems collaboratively,
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as well as their overall opinions of eComma and its in-
structional benefits. What makes the current analysis
unique is its focus on L2 Spanish, which seems not to
have a precedent in the literature.

This work is organized as follows: The first
section reviews previous work with eComma. The
subsequent four sections describe the present study:
the research questions; participants; materials; and
protocols. The final two sections present and discuss
the results of the study.

eComma in L2 classes

eComma (https:/ /www.coerll.utexas.edu/ecomma/)
is an open-source, web-based application designed at
the University of Texas at Austin in 2009 for English
literature students and later expanded to L2 classes
through the Center for Open Educational Resources
and Language Learning (https://www.coerll.utexas.
edu/coerll/). eComma engages students in the prac-
tice of digital social reading (Blyth, 2013, 2014). In this
type of activity, learners collaborate synchronously
or asynchronously using digital annotation tools
(DATs) while trying to comprehend and interpret a
given text in the target language. Students can digi-
tally share their thoughts, queries, and knowledge on
a text with their classmates and, as a result, help one
another gain a deep understanding of its language
and content (Blyth, 2014).

Even though various studies have investi-
gated social reading practices in L1 instructional en-
vironments (e.g., Mendenhall, Kim, & Johnson, 2011;
Wu & Wu, 2017; Zarzour & Sellami, 2017), not much
work has been done with L2 students. To the best
of our knowledge, only two studies have looked at
social reading, and particularly at the application of
eComma, in L2 classes: Blyth (2014) and Thoms, Sung,
and Poole (2017)". Blyth (2014) focuses on the eComma
experiences of two L2 French instructors. The first
case centers around a first semester L2 French class
at a private university on the US East Coast. Students
in this class analyzed a selection of poems from a
Haitian author detailing his experiences as a refu-
gee in Canada. Learners worked asynchronously in
an eComma environment, reading the chosen poems
while commenting on vocabulary and offering their
personal interpretations. Annotations were provided
in English. The instructor reported on a variety of
reading strategies that could be extrapolated from

Ao 9, Suplemento, agosto de 2018 - julio de 2019 @



LANGUAGE TEACHING AND LEARNING

her students” work, such as “evaluating the meaning
of foreign words, reflecting upon cultural differences,
interpreting the meaning of textual features, connect-
ing reading to personal experience, and co-construct-
ing meaning” (Blyth, p. 215).

The focus of the second case described by
Blyth (2014) was a fourth-semester L2 French course
in a public university in the US Mid-West. Like the
first reported case, students” work was asynchronous
and centered around a poem. In this case, however,
the nature of the students” annotations was different.
Learners were instructed to use either French or Eng-
lish in their comments of the poem. However, some
students went beyond verbal comments by putting
forward images from surrealist paintings to express
their perceptions of the text. By doing so, they estab-
lished connections between surrealist literature and
painting, which was not expected by the instructor.
Based on these case studies, Blyth proposed a variety
of affordances deriving from this application. For ex-
ample, he feels that eComma facilitated learners’ col-
laborative construction of knowledge, which might
have either benefitted less proficient readers, or as-
sisted with the distribution of the cognitive load, or
both. In addition, he notes that eComma allowed for
the incorporation of other hypermedia tools (such as
Wikipedia), which can enhance students” multimodal
learning experience.

Similar beneficial effects with eComma were
reported in another L2 university class. Thoms and
his colleagues (Thoms, Sung, & Poole, 2017) describe
an exploratory study in which 11 university students
in a second-semester L2 Chinese class at a public in-
stitution in the US West worked with two digital texts
in an eComma environment. The participants were in-
structed to collaborate on interpreting the texts, but
were also asked to answer a variety of vocabulary
and comprehension questions on their own. Thus,
work was not only synchronous and asynchronous,
but also independent. Two types of data were col-
lected. One was based on the analysis of students’
annotations during their synchronous, collaborative
reading. The other was derived from interviews con-
ducted with four focal students. The results showed
that most student comments concerned vocabulary
(61.7%), followed by content (23.4%), and then gram-
mar (10.6%). They also found that the “features of
students” annotations/comments were primarily
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positive in terms of students” L2 linguistic develop-
ment and understanding of the two literary texts” (p.
46). Finally, the researchers noticed that the partici-
pants had used mostly Chinese and Pinyin to express
their views, an indirect instructional benefit.

In addition to these apparent benefits, Thoms,
Sung, and Poole (2017) also discussed the technical
and linguistic difficulties their participants had ex-
perienced. For example, some of the students in the
study felt that eComma could be more user-friendly,
while others described problems with the annotation
functions. In addition, some participants believed
that it was at times not easy to find their classmates’
responses to their queries/opinions among the myr-
iad of comments recorded. Also, Thoms and his col-
leagues felt that limited proficiency had constrained
the depth of the comments expressed digitally in the
L2. This in turn restricted the comprehensiveness
of digital discussion, and thereby, possibly, the suc-
cessful integration of this activity into a whole-class
discussion. Based on the results of their study, the
investigators recommended more structure in the or-
ganization and delivery of these kinds of activities,
particularly with beginning learners, like the ones in
their study.

Even though these articles might help us
begin to understand the potential benefits of digi-
tal social reading in L2 classes, more remains to be
done. First of all, there are problems with the exist-
ing studies. For example, Blyth (2014) provided little
information on the participants, nor did he offer any
data on how eComma was integrated to the classes’
curricula or the ways in which data were collected
and analyzed. Thoms, Sung, and Poole’s (2017) work
is more comprehensive, but their results were based
on a small number of participants. Finally, these two
works are limited to two L2s, French and Chinese. It
is evident that more studies are needed.

The goal of this article is to contribute to fill-
ing this gap in the literature by presenting a study
based on the work of 44 university students in two
sections of an intermediate (fourth-semester) L2
Spanish class at a public university in the US South.
In what follows, we describe the pedagogical process
that guided the participants” synchronous work with
two poems in an eComma environment. In addition,
we examine the students’ digital comments in eCom-
ma directly, as well as any instructional benefits and



technical difficulties that students reported after their
experience with the application. The next sections
present the study.

The Study
Research Questions

This work was guided by the following questions:

1. What kinds of annotations do intermediate L2
Spanish university students create with eCom-
ma?

2. What instructional benefits and/or difficulties
do intermediate L2 Spanish university stu-
dents report after working with eComma?

The following sections of the article outline the L2
pedagogical practices that guided students” work
with eComma, as well as the study’s participants, in-
struments, methods, and analysis.

Method
Instructional Background

The data in this article were collected from two intact
sections of a four-semester, intermediate L2 Spanish
class in the Spring 2018 semester. This class is part of
a Spanish basic language program at a public univer-
sity in the US South. The program offers four levels
of instruction (ranging from beginning to intermedi-
ate) and serves approximately 800 students per se-
mester. The curricula for the four instructional levels
are based on performance-based instruction and as-
sessment on the one hand, and literacy-based teach-
ing practices on the other. The language program’s
theoretical and pedagogical bases are as follows:
1) the multiliteracies framework Learning by Design
(Kalantzis et al., 2016); and 2) the standards and
performance descriptors developed by the Ameri-
can Council on the Teaching of Foreign Languages
(ACTFL).? The main pedagogical objective of the
program is to develop L2 learners’ performance in
ACTFL’s three modes of communication: interpre-
tive (reading and listening), interpersonal (speak-
ing), and presentational (writing).

The eComma project was part of the work
students did in the interpretive (reading) mode. Its
main goals were to expose learners to authentic texts,
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and to facilitate their collaboration during compre-
hension and interpretation tasks. In addition, it was
also vital to offer students opportunities to establish
comparisons between their native and target cul-
tures, as well as to focus on important social issues.
Other goals of the eComma tasks were as follows: 1)
to foster essential 21%-century skills, such as critical
and strategic thinking, collaboration, digital literacy,
creativity, global mindset, adaptability, and commu-
nication (Levy & Cannon, 2016); and 2) to develop
instructional materials to which students would feel
they “belonged” and that could result in learner in-
vestment (Pittaway, 2004).

The second author of this article was the in-
structor of the two participating intermediate L2
Spanish sections. At the time of the onset of the
study, she had received training in performance-
based instruction, Learning by Design and eComma. In
addition, in consultation with the article’s first au-
thor, a specialist in L2 acquisition and pedagogy, she
developed the two eComma tasks on which the study
is based. Both tasks were connected to topics includ-
ed in the mandatory textbook used in the program
[Plazas, 5th ed.; Hershberger, Navey-Davis, & Borrés
(2016)] and in the multiliteracies-based activities (de-
veloped in-house) that complemented each chapter
of the textbook.

The topic of the first eComma task was con-
temporary environmental problems. Students first
worked with the textbook, learning relevant vocabu-
lary, and then, after having been trained on it, used
eComma to collaborate on the analysis of the poem
Bosque...jas (Ramos Aranda, 2013). The focus of the
second task was art, and in particular, painting.
As with the first poem, learners were first exposed
to specialized vocabulary through their textbooks,
moving afterwards to the eComma platform to work
with the poem “Botines con lazos” de Vincent van Gogh
(Orozco, 1984). Both tasks were completed synchro-
nously, and they were organized in the same way,
with students working in Learning by Design’s four
knowledge processes: experiencing the known and
the new, conceptualizing by naming and with the-
ory, analyzing functionally and critically, and ap-
plying appropriately and creatively. Figure 1 shows
what students” work in each of these processes in-
volved in the first eComma task.?
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Chart 1. Schematic representation of the implementation of the eComma

Experiencing the Known: Brainstorming existing knowledge on environmental problems and personal experiences/opinions

Experiencing the New: Short film “Man” and poem Bosqu...jas. Analysis of message conveyed. Focus on comprehension.

Conceptualising by Naming: Analysis of (1) organizational features of poem, (2) information in each part of the text, (3) type of text

Conceptualising with Theory: Based on previous analysis, students define features of poem

Analysing Functionally: Focus on language (e.g., verbs used: specific nouns/adjectives). Guiding Questions: What kind of meaning is expressed
by...? How is meaning expressed by...? What rhetorical “devices” are used? What kind of language do we need to convey...?

Applying Appropriately and Creatively: Development of new, but themacally-related, multimodal text (use of L2: application of linguistic, rhetorical,
and communicative features in curriculum)

Schematic representation of the implementation of the eComma task grounded in Learning by Design. The
colors in each knowledge process correspond to those in the original model developed by Kalantzis and her

colleagues (Kalantzis et al., 2016).

Participants

The participants in this study were 44 students (31
females and 11 males) enrolled in two sections of a
four-semester, intermediate L2 Spanish university
class in Spring 2018. The average age of the partici-
pants was 20.59 years old. Most of the participants
reported not reading poems often (84.1%), and not
having worked with poems before (81.8%). The nine
participants who had worked with this kind of text
had not done so in previous Spanish classes: Their
experience had solely been with English. None of the
participants had used eComma before.

Instruments

The first source of data for this study was the student
comments recorded on eComma during the analysis
of the poems Bosque...jas and “Botines con lazos” de
Vincent van Gogh. The participants were subsequently
invited to complete a short, online survey that probed
into their previous and current experience with po-
ems, and different aspects of their collaborative work.
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For example, learners were asked whether working
collaboratively had facilitated their understanding
of the poems, and had resulted in their learning of
vocabulary, grammar, and culture. Also, students
described the instructional benefits they had expe-
rienced when working with eComma, as well as the
technological challenges they had encountered. The
survey responses became the second source of data
in this study.

Procedures

The collected data were submitted to a qualitative
analysis. Since most of the data were text-based, this
type of analysis was deemed more appropriate than a
quantitative one. The first step consisted of categori-
cal aggregation, involving the researchers carefully
analyzing the participating students” eComma annota-
tions and survey responses for any categories, which
were then coded consistently. In the next step, the
researchers examined the resulting categories and the



statements in each of them, applying Glaser’s (1965)
constant comparative method of data analysis to en-
sure that there were no discrepancies in the initial
analysis. Finally, percentages for statements in each
category were calculated. The results of the data anal-
ysis are presented in the next section.

Results

Even though the participants produced a similar
number of annotations for the first poem, Bosque...
jas (n=185), and the second one, “Botines con lazos” de
Vincent van Gogh (n=170), the nature of the comments
was different. For example, most of the comments in
poem 1 (n=130) were connected to the students’ in-
terpretation of the poem, and they included text com-
ments in both English and Spanish, as well as links
to digital images, videos, and online informative re-
ports, which resulted in further textual interactions
among the students. The remainder of the recorded
annotations (n=55) were vocabulary queries, for
which learners mostly offer text translations, but also
some images. The percentages of annotations in each
category for the first poem are presented in Figure 2.

Graph 1. Percentage of student annotations in Bosque...jas poem.
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The analysis of the annotations in the second poem
rendered similar results to those reported by Thoms
and his colleagues (Thoms, Sung, & Poole, 2017). As
in that study, most of the comments produced by the
students here (n=101) were text-based vocabulary
queries (both in English and Spanish), with no im-
ages or other hypermedia provided. Also, the par-
ticipants offered 69 annotations on the content of the
poem, resorting both to text and images, which, in
turn originated text-based exchanges among the par-
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ticipants. Figure 3 presents the percentage of annota-
tions in each category for poem 2.

Graph 2. Percentage of student annotations in “Bot-
ines con lazos” de Vincent van Gogh poem.
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The participants’” views on eComma’s instructional
benefits were classified into five thematic categories,
which reflected social, linguistic, and cultural as-
pects of the L2 learning process. For
example, the students praised the
application for facilitating collab-
orative learning and their exposure
to different views and perspectives,
as well as a diversity of opinions.
In addition, they believed that their
work on eComma had not only re-
sulted in the development of their
L2 vocabulary and grammar, but
had also helped connect the L2 to
real life and the target culture. These
categories and the corresponding
percentage of statements, along
with examples of representative
quotes, are presented in Table 1. The numerical data
in the survey also provided support for these opin-
ions. For instance, 98% of the participants agreed that
working with their classmates had allowed them to
develop a clear and comprehensive understanding
of the poem. Also, 91% of the students felt that their
work on the texts had resulted in vocabulary learn-
ing, 49% believed their grammar had improved, and
42% thought that the two poems had broaden their
knowledge of the target culture.

Websites
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Table 1. Reported Benefits of Social Reading: Categories, Category Percentages, and Representative Statements

Categories Percentage Representative Statements
Collaborative learning; collaborative 41% “Helps gain a better understanding and provides
construction of knowledge collaborative reading with classmates who may be

struggling to understand the text as well.”

Exposure to different views and 31% “T am highly interested in others™ perspectives of the

perspectives; diversity of opinions poem. Social reading provided the opportunity to see the
same text through different eyes.™

Linguistic benefits (e.g., 14% “It helps understand vocabulary in context and to learn

development of L2 vocabulary and new ways of saying things (like idioms).”

grammar)

Connection between L2 and real life 7% “The ability to apply learning to everyday life makes
social reading a worthwhile activity in the language
classroom.”

Connection to L2 culture 7% “I think 1t 1s a good way to engage with Spanish in a

cultural way.”

In addition to benefits, the learners in this study men-
tioned some difficulties with eComma. Some of these
comments mirrored those reported by Thoms, Sung,
and Poole (2017), but others were of a different na-
ture. For example, most of the participants (57%)
characterized the application as being too slow to
load content, and they criticized it for not having the
capability to support many users at the same time.
In addition, 14% of the participants reported prob-
lems with the log-in system. Similar to the students
in Thoms, Sung and Poole (2017), 11% of the learn-
ers in this study felt that eComma could be more user
friendly and 18% complained about the difficulties
they had had when navigating.

Discussion

Even though the same group of participants offered
interpretations and lexical annotations for both po-
ems on eComma (research question #1), the results
of the study suggest that their work on each text
was characterized not only by similarities, but also
by clear differences. These differences might have
been related to the topics of the poems and the texts
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themselves. For example, the first poem, Bosque.. .jas,
seems to have elicited more annotations, and to have
resulted in a more in-depth analysis than the second
poem. The first possible reason might have been the
concrete topic of the poem, the environment and en-
vironmental problems, which students may have felt
was closer to their reality. Also, this text relied on an-
thropomorphism to humanize both nature and the
planet, as well as their suffering, and thus, it could
have stirred more personal emotions than the second
poem, which simply described van Gogh’s painting
Shoes and some of the events in his life. Also, the vo-
cabulary in Bosque...jas contained many cognates and
words that students had already encountered in their
textbook, which could explain why there were fewer
lexical queries for this poem.

Another interesting aspect of the first poem
was the nature of the multimodal responses to con-
tent that students had offered in lieu of textual com-
ments. Most of the images chosen were abstract and
symbolic, and seemed to denote students’ clear un-
derstanding of the sad and gloomy tone of the poem.
For example, one of most poignant pictures submit-



ted was a depiction of a tree in the shape of a scream-
ing, suffering human being. This image generated an
exchange among nine different students who could
evidently see the connections between the visual and
the textual, and could “feel” the author’s emotional
appeal. The music videos submitted by the partici-
pants were also symbolic and creative, and seemed
to evince a wide range of differing interests. For in-
stance, while one of the participants chose the song
Another Way to Die by the American heavy metal
band Disturbed, some preferred folk or pop works
(e.g., songs by the John Butler Trio or Ed Sheeran),
whereas others selected solemn instrumental pieces
(e.g., cello or violin solos and nature-based compo-
sitions). However, regardless of their nature, all the
videos were appropriate and effectively conveyed
the participants’ interpretations.

Another significant result of students” work
was the relationship that they were able to estab-
lish between the message implicitly expressed in the
short film Man (Cutts, 2012), to which they had been
exposed at the beginning of the eComma activity, and
that of the poem. This is a clear case of synesthetic
interpretation, which entails the ability to “get a mul-
tifaceted and...deeper understanding of things...
through the juxtaposition and transposition of paral-
lel or complementary modes of meaning” (Kalantzis
et al.,, 2016, p. 234). The participants” understanding
of the “juxtaposition... of complementary modes of
meaning” was also evident in their choice of infor-
mative articles and videos submitted to express their
interpretations. All the pieces selected complemented
the meaning of the stanzas that were being analyzed,
and they added new but related information.

Even though Bosque...jas resulted in more
multimodal interpretations than “Botines con lazos”
de Vincent van Gogh, in this second poem, the par-
ticipants were also able to establish synesthetic con-
nections between the text and some of van Gogh'’s
works. For example, one of the participants offered
the painting The Parsonage Garden at Nuenen in Winter
(van Gogh, 1884) as her interpretation of the tone of
the poem, which generated the following exchange
among three different students:

“This picture is of a bleak garden in winter.
I think is a good representation of what Van
Gogh’s life was like. Everything was dark
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and ratty. It looks like Vincent probably even
walked through this garden with his “viejos
botines’ [quote from the poem].” (Student A)

“I think that’s a good picture to capture the po-
em’s message. It is not a really positive poem
and the picture looks gloomy and barren. I
think you're right in saying it is a good repre-
sentation of Van Gogh’s life.” (Student B)

“I also think this is an accurate representation
of Van Gogh and his work from St. Remy on,
because he starts to get bleaker and this really
does a great job at encompassing the place he
was at in his life.” (Student C)

These annotations suggest that the participants not
only were able to connect the textual with the visual,
but also used the meaning of the poem, combined
with that of the painting, to interpret the sadness in
the artist’s life. This could, again, be considered a
clear case of synesthesia.

The relationship between the textual and the
visual was also present in the participants’ lexical an-
notations, particularly in the first poem. Even though
the use of images was much more limited in vocabu-
lary queries, some students (6%) conveyed the mean-
ings of concrete words (e.g., talamontes [loggers])
through photos or illustrations. For the textual vo-
cabulary annotations, both English and Spanish were
used, though English was preferred, particularly in
the second poem. This might have been due to the
fact that the lexicon of the text consisted of mostly
abstract words, which are easier to explain through
direct translations rather than definitions or images.

These results suggest that, through their
work on eComma, the participating learners were not
only able to collaborate with their classmates on the
interpretation of the two poems, but were also able
to develop their multiliteracies through their use of
a variety of multimodal hypermedia, a benefit pre-
viously highlighted in the existing literature (Blyth,
2014). Also, the participants reported other beneficial
social and instructional effects as a result of their work
with the application (research question #2). The main
reported benefit was the opportunity to learn collab-
oratively, which “allow[ed] a further understanding
of the material that a student might not gain if they
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did not participate with other students” (Participant
#1). It was also important to these learners that eCom-
ma exposed them to diverse views, perspectives, and
opinions: “Everyone comes to a poem with their dif-
ferent experiences and it means different things to
different people so everyone has a unique perspec-
tive on it” (Participant #7). These cognitive and social
benefits mirror those described in previous studies.
For example, both Blyth (2014) and Thoms and his
colleagues (Thoms, Sung, & Poole, 2017) reported not
only how the students in their studies had benefitted
from the co-constructed knowledge and peer-scaf-
folding that had been facilitated by the eComma en-
vironments, but also how the platform had resulted
in a more participatory culture, in which “individual
practices [(such as reading). can be transformed] into
a social one” (Blyth, p. 222).

The participants also made reference to in-
structional benefits. Some students believed that
working with the two poems on eComma had resulted
in the development of their L2 vocabulary and gram-
mar, as well as other aspects of their L2:

“Students get to understand how poetry
sounds in Spanish; practice their pronuncia-
tion and reading skills, etc. Also, group reading
gives students the opportunity to pause and
ask questions about new vocabulary words
and/or difficult passages” (Participant #39).

Also, through eComma, the learners were ostensibly
able to connect the L2 with real life and the target
culture, thereby extending target language exposure
and use beyond the traditional, constrained instruc-
tional environments prevailing in methods such as
CLT (Byrnes, 2006). The following statements exem-
plify these perceptions:

“It applies our classroom education to things
we will actually encounter outside of the
classroom!” (Participant #2)

“It gives us a better understanding of Hispan-
ic culture.” (Participant #44)

The instructional advantages reported by the partici-

pants were similar to those highlighted in previous
works. For example, Thoms, Sung, and Poole (2017)
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also described L2 vocabulary and grammar develop-
ment as one of the benefits in their study. Byth (2014)
pointed to the cultural connections that can result
from this type of activity.

Even though in this study the students” work
on eComma clearly resulted in a variety of benefits,
it is also important to consider some of the techni-
cal difficulties encountered by the participants (re-
search question #2). The main problem reported was
the apparent limited capability of the application to
support the synchronous work of a large number
of students. Fully 57% of the participants expressed
their frustration with the amount of time it took for
eComma not only to upload their comments, but also
to reload existing annotations when learners visited
other sites to look at the images or watch the videos
that other students had posted. In addition, students
reported problems finding their classmates” annota-
tions and, like the learners in the Thoms, Sung, and
Poole’s (2017) study, characterized eComma as not be-
ing user-friendly. These opinions are significant be-
cause these types of difficulties and perceptions can
result in frustration, which in turn, can affect the suc-
cess of the activity and student investment (Pittaway,
2014). Therefore, as also suggested by Thoms and his
colleagues (2017), more technical work on eComma
might be needed to develop a more streamlined and
effective application.

Conclusion

This work has contributed to the existing research
on digital social reading in L2 classes in a variety of
ways. First, it focused on Spanish L2 classes, which
had not been done before. Second, it included more
participants than in previous studies, as well as dif-
ferent sources of data. Third, the two eComma activi-
ties on which the study was based were theoretically
and pedagogically grounded in solid instructional
frameworks, namely Learning by Design (Kalantzis
et al., 2016), and research-guided teaching practices
(ACTFL’s performance-based instruction). The care-
ful development and implementation of the two
eComma tasks in this way seem to have offered inter-
mediate L2 Spanish students clear instructional ben-
efits. For example, learners were exposed to authentic
texts and, through their collaborative work, were
apparently able to develop L2 performance skills
in the interpretive mode. Specifically, the nature of



the textual and multimodal interpretations that the
students submitted as annotations seem to indicate
them having come to an in-depth understanding of
both poems. Thus, this particular pair of social read-
ing activities extended the scope of L2 instruction be-
yond the usual oral-language constraints in CLT, and
might also have contributed to the development of
other essential 21%-century skills such as digital lit-
eracy and critical thinking.

The findings in this study also suggest that
collaborative work in eComma environments results
in the collaborative construction of knowledge, which
might facilitate the L2 learning process and could also
further another crucial 21st century skill: collabora-
tion (Levy & Cannon, 2016). Such collaborative work
might also foment a global mindset, as the students
in this study were exposed to their classmates” per-
spectives and views, which might have been different
from their own. The results also seem to confirm the
linguistic benefits previously reported in the litera-
ture (Thoms, Sung, & Poole, 2017). Taken as a whole,
the data in this study suggest that digital social read-
ing might be an effective way to develop different as-
pects of L2 performance and to offer L2 learners the
kind of comprehensive instruction currently recom-
mended in the field (Chun, Kern, & Smith, 2016; War-
ner & Dupuy, 2018).
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Footnotes

1. Although other work has been done with social read-
ing, it has not been in second language classes per se or
with eComma. Thus, it is not discussed in this article. Ex-
isting work with other populations of students include
Thoms and Poole’s (2017, 2018) studies with learners in
an L2 Spanish literature class and articles on English-as-
a-foreign-language students (e.g., Lo, Yeh, & Sung, 2013;
Tseng, Yeh, & Yang, 2015).

2. These are delineated in the following publications:
World-Readiness Standards for Foreign Language Learning
(National Standards in Foreign Language Education Proj-
ect, 2015), and ACTFL Performance Descriptors for Language
Learners (ACTFL, 2012).
3.ThetwocompleteeCommaactivitiesareavailableathttps:/ /
docs.google.com/document/d/1r5rzgqWXe43 AlOSgCLZ
MM84b0eVelgyGuOuJWovHTNk/ edit?usp=sharing and
https:/ /docs.google.com/document/d/1mij2h4FXqXzn-
yRkoLxkTecD5Vrxim1qlIbOvtaUBI3E/ edit?usp=sharing.
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Abstract

In the last twenty-five years, there has been a great
emergence of multicultural literature for children
in the United States. Research has shown evidence
of the importance of multicultural literature for mi-
nority children during their process of developing
a bicultural identity. In this article, we analyze a
few selected children books by the highly awarded
author René Colato Lainez. Applying a critical dis-
course analysis theoretical framework and cross-
cultural psychology conceptualizations, we argue
that René Colato Lainez multicultural children books
proposed the development of bicultural identities in
Latino children living in the United States, with the
purpose of avoiding social conflicts while benefiting
from their bicultural identity.

Key Words: René Colato Lainez, bicultural identity,
critical discourse analysis, blended identities.

Resumen

En los ultimos veinticinco anios ha ocurrido un gran de-
sarrollo en la literatura multicultural para niiios en los
Estados Unidos. Las investigaciones han demostrado la
importancia de la literatura multicultural en los nifios mi-
noria que se encuentran en el proceso de desarrollar una
identidad bicultural. En este articulo nosotros analiza-
remos algunos de los textos literarios del altamente reco-
nocido René Colato Lainez. Aplicando marcos tedricos
pertenecientes al analisis critico del discurso y conceptuali-
zaciones de la psicologia transcultural, argumentamos que

Robert Randez
The University of Texas at San Antonio

robertrandez@gmail.com
rcd007@utsa.edu

los libros multiculturales para nifios de René Colato Lainez
proponen el desarrollo de identidades biculturales en los
nifios Latinos que viven en los Estados Unidos, con el pro-
pésito de evitar conflictos sociales, a la vez que se benefician
de su identidad bicultural.

Palabras Claves: René Colato Lainez, identidad bicultu-
ral, analisis critico del discurso, identidades entremezcla-
das.

Introduction

ccording to Alma Flor Ada (2016), the birth of
ALatin American, children’s literature is attrib-

uted to José Marti, who in 1899, wrote four
issues of a children’s magazine named La Edad de Oro.
Throughout the 20*-century, other Latino writers like
Ernesto Galarza (1964, 1970, 1971), Pura Belpré (1932,
1962,1969,1973), Piri Thomas (1967,1972,1978), Nich-
olasa Mohr (1973, 1975), and Rudolfo Anaya (1987,
1996), followed José Marti’s footsteps and continued
to write, even when facing great resistance and re-
jections from many major publishing companies, and
disseminated Latino children’s literature. Moreover,
it is evident that in the last twenty-five years, great
progress and recognition have been achieved by a
younger generation of Latino children book writ-
ers. Among those successful contemporary writers
are: Pam Mufioz (1998, 2000), Sandra Cisneros (1980,
1984), Julia Alvarez (2000, 2004), Oscar Zeta Acosta
(1972, 1973), Carmen Bernier Grant (1994, 1995), Yuyi
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Morales (2003, 2014), Marjorie Agosin (1984, 1996,
2006), David Diaz (2011, 2012, 2013), Margarita Engle
(2009), and Carmen Tafolla (2000, 2008, 2009).

In this article, we define Latino literature as lit-
erary works written in Spanish, English, or bilingually
by Latino writers living in the United States of America.
A key distinctive element of this literature is that it por-
trays many of the everyday conflicts associated with
processes of social “struggle, denial, acceptance, revi-
talization, and validation” (Clark & Flores, 2019, p. 5) of
Latinos and their cultural values. In other words, La-
tino literature serves as a social communication mecha-
nism that attempts to construct a stronger and positive
sense of ethnic identity among Latinos living in the US.
It presents how Latinos, as social minorities, negotiate
and resist assimilation processes enforced by socio-po-
litical and economic power structures, while also dem-
onstrating the great resilience that Latino communities
have had when faced with oppressive and adverse cat-
egorizations. In this article, we will review and analyze
how René Colato Lainez presents and resolves many of
these conflicts in his children’s books.

René Colato Lainez was born on May 23, 1970
in El Salvador. When he was only nine years old, a
civil war broke out in El Salvador, and he and his fa-
ther migrated to the US in 1979. Always interested in
creative writing, René Colato Lainez’ first opportunity
as a writer came during his high school years in Los
Angeles, California where he wrote articles and poems
for the Spanish school newspaper — La Voz Estudiantil.
Later, during his college years, and before becoming
an elementary school teacher in 1993, he wrote seven
adult novels for his friends and relatives. In 2001, he
submitted his very first literary work for publication
and in 2005 completed a master’s degree in Fine Arts
and Writing for Children and Young Adults from Ver-
mont College. During his career as a multicultural chil-
dren’s book author, René Colato Lainez has published
nine children books, and received multiple awards and
recognitions. Among those are the 2006 International
Latino Book Award and Best Bilingual Picture Book for
I am René, the Boy. He has also received the 2008 New
Mexico Book Award and the Best Children’s Book, for
Playing Loteria, the 2010 Americas Book Award Com-
mended Title for René Has Two Last Names, René Tiene
dos Apellidos, and the 2011 International Latino Book
Award and Best Bilingual Children’s Book for From
North to South.
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René Colato Lainez” multicultural children’s
books portray many experiences lived by Latino chil-
dren in United States. Some of the social issues ad-
dressed in his children’s books are the suffering of
many Latino families when one of its members is de-
ported back to their native country because of their
legal residence status, and how Latinos struggle to re-
tain and maintain their cultural values while living in
an Anglo-American society. In this article, our main
goal is to demonstrate how the author encourages the
development of a blended bicultural identity in La-
tino children living in United States. For the purpose
of our analysis, we will follow Clark and Flores (2016)
argument in the matter that “biculturalism is not
based on bilingualism, but rather on cultural com-
petence” (p. 14-15). In other words, the theoretical
framework that we have constructed for our analysis
recognizes that many Latinos living in United States
can possess a bicultural identity, without being bilin-
gual. In this sense, we will conceptualize a bicultural
identity as an individual who shares and practices a
conglomerate of “beliefs, customs, traditions, skills,
and personal values of both the United States and the
Latino cultures” (Clark & Flores, 2016, p. 14-15). Us-
ing this conceptualization as a starting point, we will
explore how René Colato Lainez encourages Latino
children to recognize, accept, and benefit from their
bicultural identity, while discouraging any possible
conflictive negotiation between Anglo-American
and Latino cultural values. To demonstrate our ar-
gument, we have selected four of his most awarded
children’s books and analyzed them by applying a
methodological model based on the critical discourse
analysis theoretical framework proposed by Norman
Fairclough (2001). This theoretical model will give us
the opportunity to explore the author’s literary works
from three different perspectives. First, the content of
the text itself, meaning the language and vocabulary
used to construct the narrative. Second, the discourse
practices, meaning the production, distribution, and
consumption of the text. Finally, the sociocultural
practices, referring to the multiple levels of social
context embedded in the discourse practice (Johnson,
2013). The books that we have selected are: René Has
Two Last Names, René Tiene Dos Apellidos (2009), The
Tooth Fairy Meets El Raton Pérez (2010), Serior Pancho
had a Rancho (2013), and Mamd the Alien, Mama la Ex-
traterrestre (2016).



Methodology

As mentioned in the introduction, the analysis of the
selected René Colato Lainez children books will be
guided and sustained by a methodological model
based on the critical discourse analysis theoretical
framework developed by Fairclough (2001). Before
we explain the three-dimensional model applied in
our analysis, we should start by deconstructing the
concepts “critical” and “discourse,” by pointing out
what critical discourse analysis theoretical frame-
works entitles, and by mentioning relevant criti-
cisms which have been raised against it. First, critical
discourse analysis theoretical frameworks were
constructed (we write in plural because there are
multiple versions and different approaches to it), by
integrating different aspects and perspectives of oth-
er theoretical approaches, including critical linguis-
tics, systemic-functional linguistic, and critical theory
(Johnson, 2013). When it comes to critical linguistic
theoretical approaches, according to Janks (2010):

“Critical linguistics pay attention to the way
in which reality is mediated by language.
Speakers and writers use language to con-
struct texts that represents their version of
reality. Choices do not, however, produce
meaning divorced from context and our
choices are shaped by the ways of speaking,
writing, believing, doing, and valuing of the
communities we live in.” (p. 46)

In other words, when analyzing a written text
through critical discourse analysis lenses, one has
to consider that language is a tool used by writers
to portray and transmit their own perspective of the
reality they are describing. In that sense, when read-
ing and analyzing René Colato Lainez multicultural
children’s books, it is important to keep in mind that
many of the stories he narrates come from his own
experiences as a Latino migrant, and as an elemen-
tary bilingual teacher in California. From the roots of
critical theory, critical discourse analysis centers its
attention on how power shapes through language, all
social contexts. According to Johnson (2013),

“Critical discourse analysis draws connec-
tions between the structure of written and
spoken texts and the multiple layers of discur-
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sive practices and social contexts to illuminate
connections between discourse and power.
By exposing how discourse is conditioned by
and helps constitute relations of power, criti-
cal discourse analysis attempts to reveal, chal-
lenge, and subvert powerful discourses and
empower those who have been marginalized
by them” (p. 154).

In the following section of this article, we will discuss
how the author encourages Latino children not to
confront the assimilation discourses coming from the
socio-political and economic power structures or from
the dominant cultural values of the Anglo-American
social practices. Instead, he proposes that Latino chil-
dren should embrace both the Anglo-American and
the Latino cultural values and social practices, in an
attempt to develop a more stable bicultural identity.
Finally, according to Candlin (quoted in Johnson,
2013, p. 152), discourse can be conceptualized as:

“Means of talking and writing about and act-
ing upon worlds, a means which both con-
structs and is constructed by a set of social
practices within these worlds, and in so doing
both reproduces and constructs afresh partic-
ular social-discursive practices, constrained
or encouraged by more macro movements in
the over-arching social formation.”

In other words, not only discourses are produced
and reproduced in and by social practices and social
agents, but also when analyzing a written text one
has to take into consideration other external elements
like processes of production and reception of those
same discourses (Janks, 2010, p. 46). Later in this ar-
ticle we will see how many of the stories that René
Colato Lainez presents in his children’s books are con-
structed around how Latino children in the US should
produce and perform social practices based on both
Anglo-American and Latino cultural values. Fair-
clough (2010) argues that critical discourse analysis:

“to systematically explore, often opaque re-
lationships of casualty and determination be-
tween discursive practices, events, texts and
wider social and cultural structures, relations
and processes; to investigate how such prac-
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tices, events, and texts arise out of and are
ideologically shaped by relations of power
and struggles over power; and to explore how
the opacity of these relationships between
discourses and society is itself a factor secur-
ing power and hegemony” (p. 93).

Even when we firmly believe that critical discourse
analysis theoretical frameworks will fit well with the
scope and main goals of our analysis, we have to con-
sider a few relevant criticisms that have been raised
against this methodology in order for us to avoid
those limitations. First, according to Schegloff (1997),
critical discourse analysis as a theoretical approach
is a simplistic framework, mainly because it relies
on basic and sometimes bias assumptions that might
be under-theorized. To address this theoretical lim-
itation, we are going to apply in our analysis three
concepts that we have adopted from cross-cultural
psychology approaches. These approaches include
bicultural integration identity, alternating bicultural,
and blended bicultural (Wiley and Deaus 2010). All
of them will be explained in detail in the next section.
Second, Blommaert (2001) argues that because critical
discourse analysis focus is to uncover how dominant
discourses construct and promote through language
unequal relations of power between the Marxist di-
chotomies of oppressor and oppressed, the analysis
leaves no room for individual improvisations, sub-
versions, creativities or agencies. We believe and will
demonstrate later how René Colato Lainez’ stories
portraits many examples of individual agencies, par-
ticularly practiced by Latino children. Finally, accord-
ing to Wodak (1996), due to the fact that researches
have been constantly constructing their own versions
of critical discourse analysis theoretical frameworks,
there is no clear methodology that can be applied to
different texts and produce similar results.

For our analysis, we will apply a three-dimen-
sional framework proposed by Fairclough (2010),
and that provides the necessary tools to analyze how
René Colato Lainez’ multicultural books are con-
structed, how dominant discourses are produced,
distributed, and consumed, and how sociocultural
practices of both Anglo-Americans and Latinos are
blended in a bicultural identity. With these theo-
retical frameworks and conceptualizations in hand,
we will address the following questions: How have
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dominant discourses in United States promoted ide-
ologies that encourage the separation and conflict of
Anglo-American and Latino identities? How does
the writer reconcile the antagonism between the two
identities? How do these processes of integration
between the two identities take place in his stories?
How do Latino children develop a bicultural identity
without the exclusion of particular cultural values?

Results

In a way, the application of Fairclough’s three-di-
mensional framework consists in reading René Co-
lato Lainez selected works three times from three
different perspectives. After the first read, one can
conclude that the author is writing the stories in both
English and Spanish with the intention of exposing
the narrative to both Anglo-American and Latino
children from the same level of relevance. This could
be considered an initial encouragement for the de-
velopment of a bicultural identity in Latino children
that do not place any of the two cultures to a higher
value. After the second read, we can start analyzing
how the production and interpretation of the stories
encourage Latino children to integrate both cultural
identities into a bicultural one. To identify and ana-
lyze the process we followed Wiley and Deaus (2010)
conceptualizations of alternating bicultural identity,
the process of bicultural integration and blended
identity. According to Wiley and Deaux (2010):

“Alternating biculturals have the strongest
situational contingencies, endorsing both the
ethnic and national identities but believing
that there are distinct social settings in which
one or the other identity is more prominent.
The construct is further articulated in two
terms, one referring to conflict and the other
to the perceived distance or degree of dissimi-
larity experience between the two cultures”

(p. 50).

In René has two last names; René tiene dos apellidos (2009),
the author narrates his personal experience when the
teacher gave every student a name tag on the first day
of school. According to the author, his sticker read,
“René Colato”, omitting Lainez, his second last name
that comes from his mother’s family side. René im-
mediately knew that his name was incomplete and



re-wrote it, including both last names. When the
Anglo-American children notice how long his com-
plete name was, they make fun of him. Here the
author presents a situation where patriarchy, an An-
glo-American socio-political dominant ideology that
erases the mother’s family side of children’s names,
has created a conflict with the Latino cultural values
and social practices of René’s family. René tells his
parents about the incident, and his father tries to con-
vince him that it did not matter if Lainez was taken
out of his name, mainly because in his heart he will
always be a Lainez. According to Wiley and Deaux
(2010), “identity performance involves the purpose-
ful expression or suppression of behaviors relevant
to those norms conventionally associated with a sa-
lient social identity” (p. 51). In that scene, René’s fa-
ther is performing an alternating bicultural identity,
because he is proposing that René should negotiate
with the dominant power structures the cultural val-
ues that he will embrace. In other words, around his
Latino family, he could be René Colato Lainez and
when in contact with the Anglo-American commu-
nity he should be René Colato.

In Mama the Alien, Mamad la Extraterrestre
(2016), a young child found in her mother’s purse,
a United States governmental ID where she is clas-
sified as a resident “alien”. Being his father a natu-
ral-born citizen, the girl struggles with the idea that
her mom might be from another planet. In the US,
socio-political power structures identify and clas-
sify non-citizen residents as aliens, a categorization
that throughout history has brought social and legal
conflicts, while also producing negative social ide-
ologies and practices like racism and discrimination.
According to Weller and Kurman (2017), individuals
who experiencing the negotiation and development
of a bicultural identity, tend to perform three types of
identities. These are:

“The central identity, which is the one that
people strongly identify with and that domi-
nates their lifestyle; the peripheral identity,
which is a more distant identity, and with
which individuals identify less; and the con-
flictual identity, which is a complicated case
of a peripheral identity that involves cop-
ing with the existing conflict between two
groups” (268).
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René Colato Lainez also portrays this alternating
identity in The Tooth Fairy meets El Ratén Pérez (2010).
In this story, a young Latino kid losses a tooth, and
following an Anglo-American and Latino social prac-
tice, he decided to put it under his pillow with hopes
of receiving a coin. Because the young kid lives in
Unites States with a Latino central identity, both the
Tooth Fairy and el Ratén Pérez arrive to his room to
give away a coin. A cultural struggle develops as
both characters start to fight for the right to deliver
the coin and collect the child’s tooth. René Colato
Lainez presents a clear cultural conflict between An-
glo-American and Latino values and social practices,
as both fight to claim the child’s identity. Now, how
does René Colato Lainez resolves this cultural con-
flict? He proposes the integration of both cultural
identities without awarding supremacy to either of
the two. According to Wiley and Deaux (2010),

“Bicultural integration identities refer to the
degree to which biculturals perceived their
mainstream and ethnic cultural identities as
compatible and integrated vs. oppositional
and difficult to integrate. Researchers have
recognized that immigrants maintain attach-
ments to multiple cultural groups and that
their identities are composed of different ele-
ments, take multiple forms, and vary in their
performance across situations.” (p. 50)

In René has two last Names; René tiene dos apellidos (2009),
young René dreamed that if he follows his father ad-
vice and negotiate the use of his two last names when
faced with the cultural values maintained by socio-
political American-Anglo power structures, he will
eventually lose a great part of what being a Latino is.
That is why when given the opportunity, he decided
to present to the teacher and his classmates his family
tree, and the reasons why his last two names where
an integral part of his Latino identity. Meanwhile,
in Mama the Alien;, Mamd la Extraterrestre (2016), the
young Latina asks herself, if my mother is an “alien”
and my father is from planet Earth, then I must be
half alien and half earthling. She even started to won-
der which parts of her belonged to which identity. In
The tooth fairy meets el raton Pérez (2010), the conflict
between the Anglo-American cultural values repre-
sented by the Tooth Fairy, and the Latino identity
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represented by el Ratén Pérez, has caused the loss
of the kid’s tooth. Now, in a desperate attempt to
find it, both characters must work together before the
child wakes up and finds that none of them delivered
the coin. Now, how does René Colato Lainez starts to
integrate both cultural identities? According to Wi-
ley and Deaux (2010),

“Bicultural individuals are typically de-
scribed as people who have internalized two
cultures to the extent that both cultures are
alive inside of them. Blended biculturals con-
struct their two identities as compatible and
overlapping. They often refer to general cul-
tural and historical aspects of identity, as op-
posed to personal experience. People living
between cultural groups develop thoughts
and feelings about their group membership
that shape self-definition (and) their collective
identities” (pp. 49-51).

In René has two last Names;, René tiene dos apellidos
(2009), René demonstrates to his teacher and his class-
mates how much he values his Mama’s family side.
He argues that the use of his full name makes him
feel like a complete person, and that if he excludes
his mother’s family side that part of his cultural val-
ues disappears. Now that both the Anglo-American
teacher and his classmates have learned the impor-
tance of Rene’s cultural values, they accept him as
a bicultural Latino in the United States. With this
acceptance, the conflictive social practices between
Anglo-American socio-political power structures
and Latino cultural values is resolved. In Mama the
Alien, Mama la Extraterrestre (2016), the young girl
discovers that her mom is not an alien, but a perma-
nent resident, and that actually she is two days away
from attending a ceremony where she will become a
U.S. citizen. Asa U.S. citizen, her mother now enjoys
the full protection of the constitutional rights and
will be more protected against discriminatory prac-
tices. Finally, in The tooth fairy meets el raton Pérez
(2010), both the Tooth Fairy and el Raton Pérez join
forces and found the missing tooth. By portraying
that unity, the author demonstrates how Latino chil-
dren can benefit from being a bicultural individual
and avoiding conflictive social practices and con-
fronted cultural values. How great is the benefit of
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being a bicultural Latino in the United States? The
boy received two coins, one from each of his cultural
identities.

Discussion

The third read of René Colato Lainez stories involves
analyzing the social practices performed by the char-
acters. Because we have already discussed most of
the social practices presented in the three previous
books, in this section we will analyze Serior Pancho
has a Rancho (2013). In this book, the writer integrates
both Anglo-American and Latino identities by por-
traying the social practices of labor and responsibil-
ity. It also serves as a counter-discourse to many
deficit theories and negative stereotypes that domi-
nant discourses have attributed to Latinos in the US.
Written in stanzas, the book is a translation of the An-
glo-American classic children’s song Old MacDonald
had a farm. In the pictures that demonstrated the
words of the song, the author equals the work ethics
of the Anglo-American farmers with the Latino farm-
ers. They are both very happy and proud with their
work, they both wake up very early in the morning
to start their working day, they both suffer from an
annoying dog, and they both like music and riding
horses. With this narrative, the author shows to both,
the Anglo-American and Latino children, the false-
hood of the lazy and economic dependent stereotype
of Latinos in the US. We argue that for Latino chil-
dren living in the US, it is imperative to have access
to narratives that embrace their cultural values, social
practices, and bicultural identities.

Conclusion

In this article, we proposed an examination of a few
selected literary works of René Colato Lainez to ex-
plore how this author encourages Latino children liv-
ing in the US to develop a blended bicultural identity
between their Latino culture and the Anglo-Saxon.
This blended bicultural identity does not allocate one
culture over the other, nor does it advocate for a ne-
gotiation between cultural values. On the contrary,
the author presents stories where a cultural conflict
arises and is resolved by blending both cultural iden-
tities. We conclude that the writer seeks to create a
safe socio-political space for Latino children living in
the US—one where they can embrace the benefits of
been truly bicultural.



References

Blommaert, J. (2001). Context is/as critique. Critique of
Anthropology, 21(1): pp. 13-32.

Clark, E., Flores, B., Smith, H., & Gonzalez, D. (2016).
Multicultural literature for Latino

bilingual children: their words, their worlds. New
York: Rowman & Littlefield.

Colato Lainez, R. (2009). René has two last names: René
tiene dos apellidos. Texas: Pinhata
Books.

(2013). Serior Pancho had a rancho. New York:
Holiday House.

(2010). The tooth fairy meets el raton Pérez. New
York: Tricycle Press.

(2016). Mamad the alien: Mama la extraterrestre.
New York: Children’s Book Press.

Fairclough, N. (2010). Critical discourse analysis: the criti-
cal study of language. New York,

Routledge.

Janks, H. (2010) “Language, Power and Pedagogies”, in

N. Hornberger & S. McKay (eds.)

in Education: Current Sociolinguistic and Peda-
gogical Perspectives from Handbook of
Educational Linguistics, New York: Routledge,
210-223.

Johnson, D. (2013). Language policy. New York: Pal-
grave-Macmillan.

Oppenheim-Weller, S. & Kurman, J. (2017). Value ful-
fillment and bicultural identity integration.

Journal of Cross-Cultural Psychology, Vol.48 (3):
pp-267-286.

Schegloff, E. (1997). Whose text? Whose context? Lan-
guage and Society, 8: pp. 165-187.

Wiley, S., & Deaux, K. (2010). The bicultural identity per-
formance of immigrants. Identity and
participation in culturally diverse societies: a mul-
tidisciplinary perspective. New Jersey,

Blackwell Publishing.

Wodak, R. (1996). Disorders of discourse. London, Long-

man.

CASTRILLON & RANDEZ

Ao 9, Suplemento, agosto de 2018 - julio de 2019 @



DESARROLLO PROFESIONAL DEL DOCENTE DE LENGUAS

INSTRUMENTOS PARA EVALUAR EL

DESARROLLO DE LA COMPETENCIA

INTERCULTURAL

Maria Leticia Temoltzin Espejel
Benemérita Universidad Auténoma de Puebla
letytemoltzin@hotmail.com

Resumen

El actual estatus del inglés como lengua global ha im-
plicado nuevos retos en la ensefianza y aprendizaje
del inglés como lengua extranjera. Por eso, prepa-
rarse para ser maestro de inglés en el mundo actual,
también representa retos en cuanto a las expectativas
que se tienen del individuo como hablante bilingtie,
bicultural y como docente de la lengua. Debido a
este panorama que enfrentan los futuros maestros
de inglés, este estudio de caso tiene como objetivo
evaluar y desarrollar la competencia intercultural
de seis alumnos de inglés como lengua extranjera,
estudiantes de la licenciatura de inglés en la Univer-
sidad Autonoma, México, a través de tres instrumen-
tos disefados para esta investigacion. Estos fueron
desarrollados con base en indicadores del Marco de
Referencia para los Enfoques Plurales de las Lenguas
y de las Culturas (Candelier, Camillieri-Grima, Cas-
tellotti, De Pietro, Lorincz, Meifsner, & Molinié, 2012)
y adaptados de Huber-Kriegler, Lazar, & Strange
(2003). Los resultados indican que estos instrumen-
tos promueven que los estudiantes de inglés como
lengua extranjera reflexionen sobre el conocimiento,
las habilidades y actitudes, elementos que conforman
la competencia intercultural. La meta a largo plazo
es mirar hacia un nuevo enfoque de evaluaciéon que
incluya, ademas de los instrumentos para evaluar la
competencia lingtiistica, instrumentos que evalten
las habilidades y actitudes del alumno hacia la len-
gua y cultura extranjeras.

Palabras clave: competencia intercultural, conciencia
critica, Marco de Referencia para los Enfoques Plura-
les, reflexién, instrumentos.
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Abstract

The current status of English as a global language has
brought new challenges in the teaching and learning of
English as a Foreign Language. Thus, preparing to be an
English teacher in today’s world also represents challenges
in terms of the expectations of the individual as a bilingual,
bicultural speaker, and as a language teacher. Due to this
scenario faced by future English teachers, this case study
aims to evaluate and develop the intercultural competence
of six students who study to become English teachers at
the Universidad Auténoma de Mexico, and who also
study English as a foreign language. In order to carry out
this analysis, three instruments were designed based on
indicators of the Framework of Reference for Pluralistic
Approaches (Candelier, Camillieri-Grima, Castellotti, De
Pietro, Lorincz, Meifsner, & Molinié, 2012), and adapted
from Huber-Kriegler, Lazar, & Strange (2003). Results in-
dicate that these instruments allow students to reflect upon
their knowledge, skills and attitudes, that is, their intercul-
tural competence. The long-term goal is to look towards
a new evaluation approach that includes instruments to
assess students’ abilities and attitudes towards the foreign
language and culture; in addition to the instruments used
to assess language competence.

Keywords: Intercultural Competence, critical awareness,
Framework of Reference for Pluralistic Approaches, reflec-
tion, instruments.

Introduccién
ctualmente en México existen mas de sesen-
Ata programas de nivel superior que preparan
estudiantes en licenciaturas de ensenanza
del inglés, también llamados ensefianza bilingiie, de



acuerdo con la Asociacién Nacional de Universida-
des e Instituciones de Nivel Superior (ANUIES).
Muchos de estos programas estdn basados en los
criterios establecidos en el Marco Comun Europeo
de Referencia para la Lenguas (Consejo de Europa,
2002) y tienen como objetivo que los alumnos desa-
rrollen competencias lingtiisticas e interculturales.
Sin embargo, dichos programas no dan un signifi-
cado concreto a lo que se refieren con alumnos in-
terculturales aunque los futuros maestros seran los
encargados de preparar a las proximas generaciones
de alumnos que estudien inglés como lengua extran-
jera en diferentes niveles educativos. Por lo mismo,
pensamos que las licenciaturas de ensefianza bilin-
giie en México deben de tener claridad en el proceso
y en las caracteristicas que implican desarrollar a ha-
blantes interculturales.

En el panorama general mexicano, tanto la
internacionalizacién como la formacién de ciudada-
nos globales implican que los alumnos desarrollen
una competencia intercultural que, posteriormen-
te tendran que fomentar en sus propios alumnos.
Sin embargo, aun cuando existe una referencia en
cuanto a los criterios para la evaluacién de la com-
petencia lingtiistica de los estudiantes en estos mas
de 60 programas, no existen parametros establecidos
para la evaluacion u observacion del desarrollo de la
competencia intercultural. Por lo mismo, existe un
vacio en cuanto a los criterios o indicadores que de-
ben definirse para identificar las caracteristicas de los
alumnos que han desarrollado una competencia in-
tercultural ademas de la lingtiistica. De esta manera,
es necesario identificar los indicadores, instrumen-
tos o modelos que les permitan a las instituciones
evaluar el desarrollo de la competencia intercultural,
complementando asi la evaluacion que ya se hace de
la competencia lingtiistica y dando seguimiento a la
formacioén de alumnos interculturales.

Este estudio se centra en el uso de tres ins-
trumentos cuyo objetivo es analizar el desarrollo
de la Competencia Intercultural (CI) de estudiantes
universitarios de una universidad ptblica mexicana
que llamaremos Universidad Autéonoma (UA) para los
propositos de este trabajo. Algunos autores que han
estudiado el desarrollo de la CI de alumnos en nive-
les superiores (Deardorff, 2004; Chao, 2014) afirman
que existen componentes de la CI que la hacen eva-
luable y observable. Por lo mismo, este estudio tiene
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como objetivo analizar el desarrollo de la CI de seis
alumnos que estudian inglés como lengua extranjera
en la UA y que seran futuros maestros de inglés. El
analisis se realiza partir de los hallazgos encontrados
a través del uso de tres instrumentos (dos cuestio-
narios y una entrevista retrospectiva) que guiaron
la evaluacién y observacion del desarrollo de la CI
de dichos alumnos. Los instrumentos de evaluacion
son creaciones propias pero se basaron en materiales
existentes y en los indicadores del Marco de Referen-
cia para los Enfoques Plurales de las Lenguas y de las
Culturas (MAREP) para su disefio.

Estos instrumentos buscan analizar los com-
ponentes dela CI, por lo que se dividen en instrumen-
tos que evaltan tanto conocimientos y habilidades
como actitudes. Ademas, a través de diferentes ac-
tividades se busc6 promover el desarrollo de la con-
ciencia critica del alumno, definida por Byram (1997)
como una evidencia de que el estudiante ha desarro-
llado la CI, ya que al activar esta conciencia se logra
un verdadero entendimiento del otro. Asimismo,
los instrumentos fueron creados a través del anali-
sis de los indicadores del MAREP y de la adaptacion
de situaciones presentadas en el libro Mirrors and
windows (Huber-Kriegler, Lazar, & Strange, 2003).
Después de haber sido pilotados y modificados, los
instrumentos fueron utilizados para autoevaluar y
entrevistar a un grupo de estudiantes de inglés como
lengua extranjera en nivel B2 de acuerdo con este
contexto. Se buscé trabajar con alumnos en este ni-
vel de suficiencia, ya que corresponde al nivel que
deben alcanzar los alumnos en competencia lingtiis-
tica. Asimismo, se considera necesario el desarrollo
y la evaluacién de la Competencia Intercultural en
estos alumnos, ya que se espera que sean hablantes
interculturales que desarrollen identidades multi-
ples para establecer interacciones sociales con miem-
bros de otras culturas en un ambiente de respeto e
igualdad (Byram, Gribkova & Starkey, 2002) y que
en su momento, puedan ayudar a sus propios alum-
nos a desarrollar la misma. Finalmente, tomando en
cuenta el nivel de suficiencia lingtiistica de los alum-
nos, sera posible generar conclusiones acerca de la
relacion que ambas competencias, lingtiistica e in-
tercultural guardan. A continuacién, se describe el
sustento tedrico en el que se basa este estudio cuali-
tativo.
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Marco tedrico

La Competencia Intercultural

Las investigaciones iniciales acerca de la competen-
cia intercultural se abocaron a la bisqueda de tres
puntos esenciales: (a) como definir la competencia
intercultural, (b) como relacionar la CI con las demés
competencias y, (c) como evaluarla (Deardorff, 2009).
La complejidad que significaba responder a estas
preguntas fue entonces evidente, ya que involucraba
tanto la perspectiva individual como la de otros para
hablar en términos de un comportamiento apropiado
en un contexto comunicativo.

Byram, Nichols y Stevens (2001) desarrolla-
ron un modelo que se preocupa de la negociacién de
identidades en el espacio dentro y a través de la(s)
cultura(s). Para Byram y Zarate (1996), el individuo
intercultural posee una identidad individual flexible,
ya que es capaz de combinar aspectos de diferen-
tes culturas mientras interactia con miembros de la
misma o de otras culturas, lo que lo convierte en un
mediador de sus culturas. En este modelo de Byram
(1997), el individuo es capaz de negociar en sus dos
o mas lenguas, pero posee una identidad individual
flexible que le permite combinar aspectos de diversas
culturas mientras interacttia con otros. Este modelo
sirvié como base para el desarrollo del Marco Comun
Europeo para la Ensehanza de las Lenguas (Consejo
de Europa, 2002).

Por otro lado, para Deardorff (2011) la com-
petencia intercultural es un proceso continuo y no
existe un punto especifico en el que un individuo
se convierta en un hablante que posee una CI total.
Ademas, el desarrollo de esta competencia no ocurre
por si solo, sino que la Cl necesita ser desarrollada in-
tencionalmente. Por lo mismo, es necesario un marco
de referencia que guie los esfuerzos del maestro de
lengua extranjera para que el estudiante sea un indi-
viduo global que domine por lo menos dos lenguas
y sea capaz de interactuar en diversas culturas. Para
lograr dicho objetivo, Deardorff (2011) propone un
modelo que, ademds de los tres elementos de la CI
(actitudes, habilidades y conocimiento), incluye re-
sultados internos y externos. Los resultados internos
se refieren al desarrollo de la empatia como medio
para que el individuo pueda ver el mundo desde la
perspectiva de otros, y los resultados externos se re-
fieren a la efectividad y adecuacién de la conducta y
la comunicacién en situaciones interculturales.
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En una definicibn mas reciente, Bektas-
Cetinkaya (2014) define la competencia intercultural
como la posesion del conocimiento, las habilidades,
actitudes y la conciencia requerida para pensar y ac-
tuar apropiadamente en cualquier forma de interac-
ciones interculturales: desde una interaccion cara a
cara hasta una interaccién con un documento produ-
cido en otra cultura. De acuerdo con esta definicion,
al ‘actuar y pensar apropiadamente en interaccio-
nes interculturales’, la competencia intercultural
del alumno es observable y, por lo tanto, evaluable.
Bektas-Cetinkaya (2014) también propone que la CI
se demuestra en interacciéon oral o en comprension de
documentos escritos, que son dos actividades comu-
nes en la clase de lengua extranjera. De esta manera,
a través de la observacion del desempeno del alumno
en el aula serd posible hacer un analisis y evaluacion
del desarrollo de la Competencia Intercultural.

El desarrollo de la Competencia Intercultural
Fantini (2009) propone que algunos elementos que
se deben favorecer para el desarrollo de la compe-
tencia intercultural son la flexibilidad, la paciencia, la
apertura, el interés, la curiosidad y la empatia. Dichos
elementos deben desarrollarse en tres areas (la habi-
lidad para establecer y mantener relaciones sociales,
la habilidad para comunicarse y la habilidad de lo-
grar tareas y alcanzar objetivos de interés comun) y
en cuatro dimensiones (conocimiento, actitudes, ha-
bilidades y conciencia). Todos, elementos, dreas y di-
mensiones deben estar vinculados a la suficiencia y a
los niveles de desarrollo en la lengua meta. El mismo
autor sefiala que el desarrollo de la CI se lleva cabo
usualmente como un proceso continuo.

Por otro lado, existe otro estudio realizado por
Chao (2014) con estudiantes de diversas universida-
des en China, en el cual se desarrollé un instrumento
de evaluacion que incluia items de cinco factores que,
de acuerdo con el autor, influyen el desarrollo de la CI.
Estos factores se refieren a (1) la orientacion afectiva
hacia la interaccioén intercultural, (2) la demostracion
de una consciencia intercultural, (3) la auto-eficacia
en situaciones interculturales, (4) el conocimiento de
interacciones interculturales y (5) el desempefio en
interacciones interculturales. Los resultados sugieren
que la evaluacion de los participantes en los aspec-
tos de orientacion afectiva y demostracion de una
conciencia intercultural fue mejor que en los demas



aspectos, por lo que Chao (2014) sugiere que, a pe-
sar del interés que pueda tener el alumno en alcan-
zar una competencia intercultural, este necesita mas
oportunidades para desarrollar una autoconciencia y
participar en actividades que le permitan interactuar
en una variedad de contextos.

Chao (2014) encontré que algunas escalas in-
ternacionales existentes tales como el Inventario de
Desarrollo Intercultural (IDI), el Inventario de Adap-
tabilidad Multicultural (CCAI por sus siglas en in-
glés) y la Evaluacion de la Competencia Intercultural
(AIC por sus siglas en inglés) habian sido disefiados
especificamente para alumnos cuya lengua materna
es el inglés y que viven en culturas occidentales por
lo que afirma que necesitaba adaptar el instrumento
de evaluacion del la CI para su propio contexto, el
de estudiantes universitarios chinos. En este trabajo,
seguimos los pasos de Chao y creamos instrumentos
de evaluacion para el contexto de estudiantes mexi-
canos que aprenden inglés como lengua extranjera.
Finalmente, Deardorff (2009) propone instrumentos
cualitativos como entrevistas, observaciones e ins-
trumentos de autoevaluacién para la evaluacién de
la CI. De acuerdo con las autoras de este trabajo, la
evaluacion de la CI solo es posible si se tiene una cla-
ra definiciéon de los componentes de la competencia
intercultural y de los instrumentos que analicen cada
uno de esos componentes. Uno de los documentos
que define la Competencia Intercultural y sus recur-
sos es el Marco de Referencia para los Enfoques Plu-
rales, el cual usaremos para la creacion de nuestros
instrumentos. Este marco surge en 2012 con el pro-
posito de desarrollar el plurilingtiismo en Europa y
es un complemento del Marco Comdn de Referencia
para las Lenguas (MCER). Este documento se descri-
be en el siguiente apartado.

El Marco de Referencia para los Enfoques Plurales (MA-
REP)

El MAREP surge en Europa debido a una necesidad
de establecer relaciones entre 24 lenguas oficiales y
culturas a través de una propuesta pedagoégica con-
creta con la que se puedan alcanzar resultados es-
pecificos y coordinados en todas las lenguas que
habla/estudia un individuo (Candelier et al., 2012).
El MAREP surge también a partir del incremento en
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la migracién a paises europeos, por lo que actual-
mente existe un nimero creciente de alumnos cuya
lengua materna no es la misma que la lengua en la
que reciben o recibirdn una instruccién escolar for-
mal. Asi, los enfoques plurales incluyen una serie de
estrategias que buscan desarrollar la competencia
lingtiistica y cultural en los idiomas que el alumno
habla y/o aprende (Candelier, 2008). Estos enfoques
buscan modificar la manera en que se ensefia la len-
gua y la cultura tomando como base la integracion y
transferencia de informacién en todas las lenguas que
habla y/o estudia un individuo. De esta manera, los
enfoques plurales se dividen en cuatro grandes éreas
que son (a) la Didéctica Integrada de las lenguas, (b)
la Intercomprension entre lenguas, (c) el Enfoque In-
tercultural y (d) el Despertar a las lenguas; este ulti-
mo relacionado con la tarea que tiene el alumno de
valorizar a las otras lenguas y culturas de la misma
manera en que valora la propia.

En esta vision pluralista de unificar los cri-
terios de evaluacion y aprendizaje de diferentes len-
guas, particularmente en el contexto actual, no existe
una jerarquia establecida en términos de los conoci-
mientos, habilidades y actitudes que debe poseer el
hablante. Al contrario, el MAREP se ve como un conti-
nuum que describe competencias globales, entre ellas
la intercultural, la cual presupone el desarrollo de
estrategias de reflexiéon y de entendimiento entre ha-
blantes de diferentes culturas y que hablan diferentes
lenguas. No obstante, el MAREP hace una distincién
entre los indicadores dependiendo si un enfoque plu-
ral es atil, importante o esencial. De acuerdo con esta
clasificacion, para los indicadores ttiles, no es nece-
sario que el alumno reciba instruccién formal porque
puede desarrollar estos conocimientos, habilidades o
actitudes fuera del salon de clase. Por otro lado, los
que son importantes y esenciales son aquellos que
solo se pueden desarrollar mediante instruccién for-
mal. Este instrumento incluye listas de recursos, es
decir, conocimientos, actitudes y habilidades que el
individuo dominara en un contexto de alteridad y
que, al combinarse, dependiendo de la tarea a reali-
zar y de la situacién, contribuyen a la activacion de
las competencias.

Finalmente, el MAREP presupone que uno
de los contextos donde se lograra dicha activacion de
las competencias es el aula, por lo tanto, postula que
‘es posible trabajar en el desarrollo de estos recursos
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en el salén de clase” (Consejo de Europa, 2002, p.13).
El MAREP enlista una serie de recursos que clasifica
como utiles, importantes o necesarios dependiendo
de qué tan indispensable es la instrucciéon formal en
estos aspectos. Veremos a continuacién que los ins-
trumentos que hemos desarrollado para este trabajo
(dos cuestionarios y una entrevista retrospectiva) han
sido influidos tanto por el MAREP (2012) como por la
experiencia de Chao (2014) y de Huber-Kriegler, La-
zar, & Strange (2003). Ademas, cabe recalcar que han
sido creados especificamente para el contexto que nos
concierne, es decir el de estudiantes mexicanos que
aprenden inglés como lengua extranjera y que serdn
futuros maestros de inglés. A continuacién explica-
remos los instrumentos y cémo los hemos utilizado
para evaluar la CI en nuestro contexto especifico.

Metodologia

La presente investigacion se llevé a cabo en la Uni-
versidad Auténoma que es una universidad publica
ubicada en el centro de México y alberga a mas de
65 mil alumnos en programas de licenciatura. Estos
programas se dividen en cuatro areas de estudio, in-
cluida la de Ciencias Sociales y Humanidades donde
se inserta la Licenciatura en Ensefianza del Inglés. En
2009, se llevé a cabo la modificacion curricular de esta
licenciatura y se adopté el MCER. De acuerdo con
esta modificacion, el programa actual establece que
los alumnos deben alcanzar el nivel B2 del MCER al
término de su formacion académica.

Este trabajo es un estudio de caso cualitati-
vo Unico en el que participaron seis estudiantes que
estudian en la Licenciatura de Ensefianza de Inglés.
Dichos estudiantes cursan la materia de inglés como
lengua extranjera en el nivel B2 y han estudiado in-
glés de manera formal durante cinco a siete afios. To-
dos los instrumentos fueron piloteados y revisados
antes de su aplicacién con una poblacién similar a la
que particip6 en este estudio.

Participantes

Los seis participantes en este estudio se llaman Car-
la, Dylan, Gabriel, Ivén, Jaime y Camila. Todos los
nombres son pseudénimos. Todos estudian en la Li-
cenciatura de Ensefianza del Inglés de la Universidad
Autonoma y estudian inglés como lengua extranjera
en nivel B2 de acuerdo con el Marco Comtun Europeo
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de Referencia para las Lenguas (MCER). Estos seis
alumnos han recibido instruccién formal en inglés
durante por lo menos dos afios en este programa. En
el momento del estudio, estos alumnos estaban ins-
critos en una clase de inglés como lengua extranjera
y recibian 10 horas de clase a la semana, ademas de
clases de contenido en inglés. Estos alumnos habian
tenido por lo menos tres cursos anteriores de inglés
con caracteristicas similares. Asimismo, la seleccién
de los seis participantes en este estudio se bas6 en
tres caracteristicas en comun con las que los alumnos
debian cumplir: (a) no haber vivido en el extranjero,
(b) no tener ningtin contacto continuo con extranjeros
hablantes nativos del inglés y (c) no tener contacto
con hablantes de lenguas indigenas, ya que estos tres
factores podrian significar una competencia intercul-
tural mayor y una conciencia critica mas amplia. Los
participantes estdn en un rango de 19 a 26 afios, son
tres hombres y tres mujeres y han estudiado inglés
como lengua extranjera entre 5y 7 afios.

Recoleccion de datos e instrumentos utilizados

El objetivo de la recoleccién de datos fue evaluar la
competencia intercultural de los seis participantes
mencionados. Para tal efecto se desarrollaron tres ins-
trumentos que se abocan a la recolecciéon de datos de
cada uno de los componentes de la competencia in-
tercultural (conocimientos, habilidades y actitudes).
Los datos fueron recolectados durante el periodo de
otofio 2017.

Primero, se pidi6 a los participantes que con-
testaran dos cuestionarios por escrito que les fueron
entregados en la misma sesion, de forma fisica y a mi-
tad del semestre. Los participantes respondieron en
sesiones individuales y tomaron en promedio 25-30
minutos para responder ambos cuestionarios.

El primer cuestionario es una autoevaluacion
donde el alumno autocalifica sus conocimientos inter-
culturales y el cuestionario dos pretende evaluar las
habilidades y actitudes interculturales de los alumnos.
Al terminar los dos cuestionarios, realizamos entre-
vistas retrospectivas con todos los participantes, que
duraron un promedio de 15 minutos para que los
alumnos nos explicarann sus respuestas en el cues-
tionario dos. Los tres instrumentos se encuentran en
los anexos de este trabajo. La siguiente tabla resume
los tres instrumentos utilizados en la recoleccion de
datos.
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Tabla 1. Resumen de los instrumentos utilizados en la recoleccién de datos. (Elaboracién propia)

Cuestionario Parte I Cuestionario Parte II Entrevista introspectiva
Consta 10 items donde el 5 items donde el estudiante responde a El alumno explica sus
de estudiante se situaciones desde una doble perspectiva: | respuestas a los 5 items de
autocalifica en la suya y la de una persona de otra la segunda parte del
CONOCIMIENTO. cultura. Estos corresponden a 5 items de | cuestionario.
Los indicadores estan HABILIDADES y ACTITUDES que
adaptados del MAREP. | estan relacionados con 5 de los
indicadores de conocimiento.
Qué hace | Responde en una escala | Lee cinco situaciones y responde primero | Comenta y justifica las
el del 0-6 y da ejemplos a preguntas abiertas y luego a una respuestas del Cuestionario
alumno en donde cree que es pregunta cuyas opciones son Parte II en una entrevista
capaz de hacerlo SI NO TAL VEZ retrospectiva.

Andlisis de datos

Para analizar los datos, tanto de los cuestionarios
como de las entrevistas retrospectivas, nos hemos en-
focado en los componentes interculturales definidos
por el MAREP: conocimientos, habilidades y actitudes.
Los conocimientos han sido evaluados en el cuestiona-
rio uno, mediante autoevaluacién como lo propone
Deardorff (2004) mientras que las habilidades y actitu-
des se analizan en el cuestionario dos. Para evaluar di-
chas habilidades y actitudes hemos usado situaciones
de conflicto, ya que se espera que el alumno demues-
tre tanto sus habilidades como actitudes al actuar y
resolver una situacién de conflicto intercultural. El
analisis de las respuestas de los alumnos arroj6 los
resultados por componente que se presentan a con-
tinuacion.

Resultados

Conocimientos

Los resultados generales arrojados del cuestionario
I corresponden a una autoevaluacién de los parti-
cipantes con respecto al conocimiento que tienen en
términos de competencia intercultural. En este instru-
mento, por cada indicador, el alumno debe elegir un
numero entre 0 (no tengo la competencia/ no entien-
do) y 5 (conozco ampliamente al respecto). Si eligen
entre el 3 y 5 es necesario que den un ejemplo para
ilustrar su comprensién del indicador. Los resulta-
dos generales en esta area revelan que los alumnos
en promedio no se autoevaltian con un namero alto,
pues el promedio por alumno es 2.6 y por pregunta
es 2.55. Asimismo, en consistencia con las instruccio-
nes, el participante cuyo promedio es mas alto (3.9)

es quien mas ejemplos dio. Las situaciones que mas
ejemplos elicitaron fueron la ntimero 5 “Sé que es nece-
sario adaptar el vocabulario y expresiones al contexto social
y cultural en el que se desarrolla la comunicacion” y que
obtuvo un promedio de 3.2; y la 10 “Conozco algunas
diferencias entre pricticas sociales, costumbres, valores y
modos de expresion de diferentes culturas” que obtuvo
un promedio de 3.0.

La pregunta 2 “Sé que el conocimiento en aspectos
gramaticales, de significado o de uso del espaiiol me pue-
de ayudar a aprender inglés, francés y otras lenguas” es
la que obtuvo el promedio mas bajo (1.8) y solo se
recolectaron dos ejemplos para esta pregunta. Por lo
mismo, podemos constatar que los participantes po-
seen un auto conocimiento escaso de la competencia
intercultural y de los recursos que ya poseen en su
lengua materna y que pueden transferir y/o adaptar
a la lengua extranjera. Esta afirmacién se ve también
confirmada en la pregunta tres que estd directamente
vinculada con la situacion 3 en el recurso “Sé que al
hablar o escribir existen estrategias para facilitar la comu-
nicacion. Por ejemplo, la simplificacion, la reformulacion
0 la repeticion.” Los alumnos se califican en general
con 2.0, esto es equivalente a tener un conocimiento
limitado de ese recurso. Sin embargo, al enfrentarlo
a una situaciéon donde tiene que utilizar esas estrate-
gias de comunicacion, los participantes respondieron
que intentarian diversas formas de darse a entender
antes de abandonar la conversacién, lo cual muestra
que si podrian hacerlo, pero no saben que son capa-
ces de ello. Este punto nos parece muy importante ya
que indica que es necesario despertar la conciencia en

Ao 9, Suplemento, agosto de 2018 - julio de 2019 @



DESARROLLO PROFESIONAL DEL DOCENTE DE LENGUAS

cuanto a los recursos que el alumno ya posee en es-
pafiol tal como lo describe el MAREP (2012). En efec-
to, los enfoques plurales en el aprendizaje de lenguas
(Candelier, 2008) como los adoptados por el MAREP
han demostrado que para formar personas bi- y plu-
rilingties, es necesario que los nuevos conocimientos
se instalen de modo durable en la memoria y eso sola-
mente es posible si se integran y se anclan en los sabe-
res que ya poseen los alumnos (Meissnery et al. 2004).
Los nuevos enfoques didacticos en el aprendizaje de
lenguas tales como la Did4ctica Integrada de las Len-
guas (Castellotti, 2001; Hufeisen y Neuner, 2003) o el
Enfoque Intercultural (Cortier, 2007; Varro, 2007) ya
dan sustento irrefutable de que es necesario motivar
al alumno hacer uso de sus conocimientos lingtiisticos
anteriores para aprender la nueva lengua.

Habilidades y actitudes

Los resultados generales arrojados del cuestionario
dos corresponden a las habilidades y actitudes inter-
culturales de los seis participantes en este estudio. En
este instrumento se plantean cinco situaciones cri-
ticas donde el alumno responde cémo reaccionaria
en esa situacion y como actuaria si estuviera en un
papel diferente en esa misma situaciéon. De los cin-
co escenarios planteados, solo en el segundo escena-
rio, los participantes en su conjunto actuarian de la
misma manera estando en diferentes papeles. Por el
contrario, en la situacion cinco es donde hubo mas
divergencia y no existe un acuerdo general en cémo
reaccionarian si ellos experimentaran esa situacion.
De manera general, las cinco situaciones estan orien-
tadas a que el alumno demuestre actitudes como cor-
tesia, empatia, tolerancia, respeto y puntualidad en
situaciones y temas cotidianos como la comida. En
general, los alumnos demuestran una conciencia de
que deben reflejar estos valores en la interaccion en
contextos interculturales comunes, lo cual es consis-
tente con lo que plantea Byram (1997) acerca de que la
conciencia critica es una evidencia de que el alumno
estd desarrollando la competencia intercultural. Sin
embargo, al enfrentar al alumno con la misma situa-
cion pero donde él es a quien le deben mostrar corte-
sia, tolerancia, respeto y otros valores, la expectativa
de que el otro acttie de la misma forma que él lo hace,
varfa dependiendo de la situacién. Unicamente en la
situacion 4 que plantea la interaccién con extrafos,
hubo un acuerdo general en que la expectativa de un
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trato amable hacia él equivale al que el alumno daria
a otros extrafios. Esto implica que el alumno conside-
ra elementos del contexto tales como la cercania so-
cial para elegir las actitudes que demuestra hacia el
otro. Estos resultados se presentan en la Tabla 2.

Entrevista introspectiva

Por otro lado, en los resultados arrojados por la en-
trevista introspectiva se encontré que en la situacion
1, los alumnos no abandonarian la conversacion in-
mediatamente. Antes de eso, acudirian al lenguaje
no verbal. Por ejemplo, Jaime expres6 que “No, no
me rendiria, trataria de expresarme”, de igual manera
Dylan afirmé que “ Intentaria como hacerles alguna seria
o comparar con algun objeto o algo para que, utilizar por
decir sindnimos para llegar a que haya una mejor compren-
sion”. Dichos resultados son consistentes con los en-
foques plurales definidos en el MAREP (2012) y por
Candelier (2008), ya que los alumnos agotarian todos
sus recursos para establecer la comunicacion.

En la segunda situacién, todos los alumnos
expresan que entienden que la persona extranjera de
visita en México no come picante y no se molestan si
el invitado extranjero rechaza comer algo que pica.
Sin embargo, Camila expresa que su amigo “debe
acostumbrarse a la comida mexicana”. Esto parece es-
tar asociado a los resultados externos que describe
Deardorff (2014) y que se refieren a la efectividad y
adecuacion de la conducta en situaciones intercul-
turales. No obstante, los alumnos no esperan que
los demds entiendan y toleren el hecho de que ellos
también rechacen comer un tipo de comida al que
no estan acostumbrados, lo cual sugiere que la CI se
sigue desarrollando, pero los alumnos necesitan una
orientacion para demostrar las mismas actitudes ante
la cultura de origen que las que demuestran ante la
cultura meta.

En la situacién 3, los participantes deben de-
cidir si cambian de cédigo de espafiol a inglés segin
la lengua que la mayoria entiende. En esta situacion,
todos estan de acuerdo en que no cambiarian de c6-
digo de espafiol a inglés. Sin embargo, si ajustarian
su discurso para que este fuera mas comprensible.
Por otro lado, existen dos posturas opuestas si ellos
experimentaran la misma situaciéon en un diferente
rol. En ese caso, tres de los participantes esperarian
que los demaés hicieran lo mismo por ellos, y los otros
tres no estan seguros, por lo que expresan opiniones



TEMOLTZIN & DESPAGNE

Tabla 2. Resultados de los componentes de habilidades y actitudes. (Elaboracién de Maria Leticia Temoltzin)

1. En el pais donde no hablan tu lengua materna, intentas explicar que tu tarjeta de crédito o débito

no funciona. ;Qué estrategia prefieres para darte a entender si no comprenden tu inglés? SI 2

;51 un extranjero experimentara lo mismo en tu pais, haria lo mismo que t3? NO 0
i TAL VEZ 4

SI NO TAL VEZ ‘

2. Invitas a comer a tu casa a un estudiante de intercambio. Tu mama prepara un platillo

tradicional mexicano un poco picante. Tu invitado se come una parte por educacion, pero deja casi

todo. Al preguntarle si no le gusto la comida, él dice que si, pero que no come picante. ;Qué SI 1

haces? ;Piensas que debid haberlo dicho antes, piensas que tiene que acostumbrarse al picante NO 0

porque esta en México? TAL VEZ 5

Situ estuvieras en el lugar de tu amigo como estudiante de intercambio y te ofrecieran una comida

muy condimentada, ;harias lo mismo que tu amigo? SI NO TAL VEZ

3. Estas en el patio con un grupo de amigos de diferentes nacionalidades, japoneses, mexicanos,

coreanos, alemanes, etc. hablando en espafiol sobre una pelicula que viste el fin de semana. .

Cuando se integra a la platica otro estudiante de intercambio que no habla muy bien espafiol SI 3

A e e . o NO 0

;cambias de tema o de idioma a inglés? ;En qué basas esa decision? TAL VEZ 3

Si to fueras un alumno de intercambio en otro pais, jcrees que tu grupo de amigos reaccionaria
igual, cambiarian el tema o de lengua para que t0 entendieras mejor? SI

NO TALVEZ

4. Estas afuera de un banco en tu ciudad y ves que un extranjero va a entrar, inmediatamente

detras de €l llega una sefiora. El joven, no le cede el paso por la puerta a ella. ;Cual es tu reaccion? | gf 6

Por ejemplo, no molestarte, dar muestras de disgusto, etc. NO 0
S1 10 estuvieras en la misma situacion en un pais extranjero, ;Entenderias si no te detienen la TAL VEZ 0
puerta? SI NO TAL VEZ

3. Tienes un plan para salir con un grupo de alumnos de intercambio de diferentes nacionalidades.

La cita es a las 9 am. ;Crees que el orden en que llegarian depende de su nacionalidad? ;Quiénes si 2

llegarian primero? ; A qué hora llegas tG? NO 2

Si estuvieras en la misma situacion con un grupo de mexicanos, ;Llegarias a lamisma horaqueen | TAT VEZ 2

tu respuesta anterior? ; Te importaria ser el Gltimo en llegar? SI

NO TAL VEZ

opuestas. Por ejemplo, Karla expresa “Preferiria hacer
mi mayor esfuerzo para poder continuar la conversacion y
ya hasta llegar al limite en que ya no pueda y ya cambiarlo
al inglés”. Por otro lado, Dylan expresa “me ha pasado
que es asi como de que ‘;de qué estan hablando?’ o sea
como que ellos siguen en su rollo y no te toman en cuenta
pero pues si no falta quien te explica o sea pero como por lo
regular no, sin embargo nosotros si o sea somos como mds
abiertos”. Este punto también se relaciona con los re-
sultados externos definidos por Deardorff (2011) que
requieren que los alumnos se adapten a los demés
para comunicarse con efectividad.

En la situacién 4, donde los alumnos presen-
cian un acto propuesto como descortés en la salida de
un banco, hay un consenso general en expresar que
no se molestarian si presenciaran esa situaciéon o si
la experimentaran ellos mismos. Por ejemplo, Gabriel
explica “ ...a lo mejor en este pais no sabes si las perso-

nas son iguales, entonces yo creo que entenderia y no me
enojaria”. Esto es un indicio de que el alumno ha de-
sarrollado una identidad flexible cuando interacttia
con miembros de otras culturas, lo cual es consistente
con las caracteristicas del hablante intercultural que
Byram y Zarate (1996) describen.

Finalmente, en la situacién 5, es donde existe
menos acuerdo en las respuestas, pues algunos argu-
mentan que la puntualidad es una caracteristica in-
dividual y no colectiva de las naciones. Sin embargo,
otros argumentan que la nacionalidad si influye en la
puntualidad. Por eso, en la reflexion sobre si llegarfan
igual de puntuales con un grupo de extranjeros que
con un grupo de mexicanos, las respuestas varian y
se expresan opiniones como la de Camila. Ella opina
que los extranjeros llegarian mas temprano que ella
y expresa “creo que las personas de otras nacionalidades
son mds puntuales porque he conocido a algunas. Yo soy,
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por lo regular, yo soy una persona impuntual, entonces,
igual dependiendo la ocasion”. Por otro lado, Gabriel
opina que si llegaria puntual con los extranjeros y se
sentiria mal si llegara tarde a una cita con ellos, pero
con los mexicanos su opinién es “pues no, no tan mal,
la verdad no seria asi como que muy malo”. A diferencia
de las otras situaciones, en esta no se da una igualdad
de empatia o tolerancia en ambas culturas, sino que
se reconoce el valor que los miembros de otras cultu-
ras le asignan al tiempo y a la puntualidad, pero no
ocurre lo mismo en la cultura de origen. Esto sugie-
re, que probablemente existan temas mas arraigados
que requieren un tratamiento més puntual y preciso
usando los enfoques plurales, particularmente el de
“Despertar a las lenguas” (Candelier, 2008) para que
el alumno logre asignar el mismo valor al tiempo y
a otros temas en ambas culturas, atn cuando en un
colectivo haya mayoria de participantes o interlocu-
tores que comparten la misma cultura de origen.

En resumen, vemos entonces que en las res-
puestas del cuestionario dos, los alumnos desarrollan
una conciencia critica en situaciones cotidianas de con-
tacto intercultural. En todas las situaciones planteadas
en este cuestionario, el alumno muestra respeto y em-
patia hacia la(s) cultura(s) extranjeras y sus hablantes.
No obstante, en muchos casos no demuestra el mismo
respeto y empatia por las personas de su propia cul-
tura. Esto se ve reflejado particularmente en las res-
puestas de la situacién 5. Este punto nos parece muy
importante ya que en los enfoques plurales, tales como
el enfoque intercultural mencionado anteriormente, el
objetivo principal es la competencia de comunicacion
(Cortier, 2007; Varro, 2007). Asimismo, estos enfo-
ques consideran que la ensefianza y el aprendizaje de
la lengua deben estar asociados a la cultura y deben
abordar elementos mas profundos que conforman la
cosmovision de un pueblo, tales como las cuestiones
de puntualidad que han sido reflejadas en la situacion
5. Por lo mismo, en un enfoque plural, el alumno debe
ser motivado para desarrollar una perspectiva inter-
cultural que valore ambas culturas, la de origen y las
extranjeras a la par. Dicha perspectiva intercultural,
busca educar en el conocimiento del otro, aminora la
discriminacién y conlleva un valor cognitivo ya que
una perspectiva de la diversidad cuestiona las catego-
rias del otro y del si mismo, incluso dentro del mismo
pais, al cuestionar los mecanismos de evaluacién y de
comprension (Lévy, 2008).

@ Lenguas en Contexto

En suma, los dos cuestionarios y la entrevista
retrospectiva, son instrumentos ttiles para trabajar en
clase y desarrollar situaciones de conflicto para que
el alumno pueda mirar ambas culturas desde el lente
de la alteridad, la tolerancia, el respeto y la empatia.
Asimismo, es necesario establecer el vinculo entre los
recursos que ya tienen los alumnos en la lengua ma-
terna para transferir este conocimiento a una situacién
practica. En la situaciéon 3, por ejemplo, los alumnos re-
portan que tienen un conocimiento suficiente y lo apli-
can de manera correcta para resolver la situaciéon. Por
ejemplo, Dylan opina “supongo que si la mayoria habla
un idioma pues el que llega después pues tiene que adaptar-
se jno? pero tal vez es comprensible que si no tiene cono-
cimiento adecuado se le debe de ayudar o explicarle”. Esta
reflexion, sugiere que Dylan ya posee una conciencia
de la alteridad y refleja actitudes de tolerancia y empa-
tia, que son caracteristicas de un hablante intercultural.
Este tipo de ejercicio que busca vincular el conocimien-
to con la préctica, ayuda a consolidar el conocimiento y
prepara a los alumnos a enfrentar una situacion similar
en el futuro (Pfleger & Garcia Diego, 2014).

Discusion
Los tres instrumentos presentados en este trabajo sir-
vieron a dos propdsitos que fueron (a) una fuente de
informacién de datos para evaluar la CI de los alumnos
y (b) un andlisis del auto posicionamiento de los alum-
nos como aprendices de una lengua extranjera. En el
cuestionario I, el hecho de solicitar los ejemplos ayudé
a corroborar que efectivamente el alumno demostraba
un nivel de comprension del indicador. Sin embargo,
es probable que algunos alumnos no se autoevaltan
en la escala entre 3-5, equivalentes a tener una compe-
tencia normal, amplia 0 muy amplia respectivamente,
para no tener que dar un ejemplo. Por lo mismo, se
sugiere que se llenen los cuestionarios dentro del salén
de clase para que el maestro pueda ayudar a los alum-
nos a buscarlos. El llenado de los cuestionarios podria
realizarse como una autoevaluacion al inicio y al final
del curso para que los alumnos puedan darse cuenta de
su desarrollo en la CI. De esta manera, se empezaria a
despertar la conciencia critica que es uno de los compo-
nentes fundamentales de la Competencia Intercultural
(Byram, 1997).

Por otro lado, el cuestionario II y la entrevista
verbal introspectiva también fueron un medio para lo-
grar un acercamiento hacia las habilidades y actitudes



de los alumnos en situaciones criticas. De acuerdo con
los resultados, fue posible identificar caracteristicas de
la CI en los alumnos cuando en situaciones criticas inte-
ractdan con miembros de otras culturas desde la pers-
pectiva de su cultura de origen y desde la perspectiva
de la cultura extranjera. De esta manera, es posible de-
terminar que los alumnos demuestran que han concien-
tizado algunas caracteristicas de la CI. Por ejemplo, en
la situacion 1, los resultados sugieren que los alumnos
hacen uso de recursos lingtiisticos y no lingtiisticos para
establecer la comunicacion; ademés, demuestran empa-
tia ante las personas que no son capaces de comunicarse
en ninguna de las lenguas que hablan los participantes.
Estos resultados fueron consistentes con los enfoques
plurales (Candelier, 2008), ya que el alumno no abando-
na la comunicacién y utiliza todos sus recursos verbales
o no verbales para mantener la interaccién y transmitir
un mensaje. Asimismo, tomando en cuenta los elemen-
tos que Deardorff (2011) sefiala como evidencias de la
(I, es decir los resultados internos y externos expuestos
anteriormente, el alumno demuestra que puede evi-
denciar, por lo menos resultados internos. Esto es, los
resultados internos estdn vinculados con la empatia,
donde ya existe una conciencia de la alteridad. Los seis
participantes demuestran esta actitud en las situaciones
2,3y 4. Por ejemplo, en la situacién 3 no cambiarian de
coédigo si un extranjero que no entiende la platica se in-
tegra a la misma, pero si intentarian explicarle, adecuar
el discurso o integrarlo de alguna manera.

Los resultados también demuestran que es po-
sible identificar resultados externos que estan vincu-
lados a la adecuacion de la conducta. Por ejemplo, en
la situacion 5, el alumno que tiende a ser impuntual,
ajustaria ese hdbito para ser puntual con un grupo de
extranjeros. Estas actitudes demuestran que el estudian-
te ha desarrollado una identidad flexible que le permi-
te interactuar con personas de diferentes culturas. No
obstante, este desarrollo estd enfocado en una sola di-
reccién, ya que al preguntarle si espera que los demés
tengan la misma actitud hacia €l, sus expectativas son
menores. Esto es, el alumno sabe que debe adecuarse
en la interaccién con otros, pero no espera que los de-
mas se adectien. Por lo tanto, sugerimos que el alumno
necesita una orientacién para equilibrar el valor que le
asigna tanto a las culturas extranjeras como a la propia.
Esto se puede lograr adaptando los enfoques plurales
y haciendo al alumno reflexionar a través de diferentes
situaciones criticas.

TEMOLTZIN & DESPAGNE

Conclusiones
Este estudio nos permiti6 analizar la competencia in-
tercultural de seis alumnos universitarios que estudian
el inglés como lengua extranjera en el nivel B2, utili-
zando tres instrumentos de creacién propia basados en
Candelier et al. (2012), Chao (2014) y Huber-Kriegler,
Lazar & Strange (2003). El anélisis de los resultados nos
permitié tener un primer acercamiento hacia el desa-
rrollo de la competencia intercultural de los participan-
tes y como evaluarlo. Los resultados apuntan a que los
alumnos tienen un conocimiento limitado de sus pro-
pios recursos en la lengua materna, aunque en situacio-
nes criticas si aplican dichos recursos. Esto sugiere que
se debe trabajar en el autoconocimiento de sus propias
capacidades y en practicarlo en situaciones comunes,
tal como se presento en este estudio. El aula debe repre-
sentar uno de esos espacios donde el alumno tenga la
oportunidad de poner en practica lo que sabe, supone
y cree para poder hipotetizar sobre las expectativas que
se tienen sobre él como hablante bilingtie y bicultural.
Por otro lado, se considera necesario que el
alumno compare y contraste como estas situaciones
criticas requieren que demuestre el mismo nivel de
respeto, tolerancia, empatia y reconocimiento cuando
interacttia tanto con hablantes de su cultura de origen
como cuando interactia con hablantes de culturas ex-
tranjeras, ya que se observé que en algunos casos es-
tas actitudes de respeto se demuestran con extranjeros,
pero no con mexicanos. En otros casos, el alumno no
espera que los extranjeros le demuestren este mismo
respeto. A pesar de que los enfoques plurales pueden
abordar esta problemadtica, también es posible que
exista un vacio y que estos enfoques no consideren la
desigualdad de poderes en una misma cultura. Esto
es, dado que los enfoques plurales fueron creados en
Europa, parten de la premisa de que el alumno euro-
peo valora y aprecia su lengua y cultura de origen. Al
adaptarlo a un contexto poscolonial como lo es México,
no se puede partir de la misma premisa. Por lo mismo,
se vuelve necesario realizar un trabajo de concientiza-
cién sobre el valor que tienen las lenguas y culturas de
origen y usar dicha valoraciéon como punto de partida
para el desarrollo de la competencia intercultural.
Finalmente, consideramos que es necesario
ampliar esta investigacién utilizando estos mismos ins-
trumentos con alumnos de otros niveles de suficiencia
para después analizar como vincular el desarrollo de la
competencia lingtiistica con la competencia intercultu-
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ral, e identificar si ambas competencias se desarrollan
a la par. Asimismo, es necesario proponer nuevas si-
tuaciones criticas que puedan ser trabajadas en el aula,
ya que son una manera de aproximar al alumno a la
autorreflexion, al desarrollo de una conciencia critica y

a la evaluacion de la competencia intercultural.
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Resumen

El concepto de Comunidades de Practica (CoP, por
sus siglas en inglés) ha sido til para ilustrar el apren-
dizaje que surge y evoluciona entre personas que
buscan lograr metas comunes por medio de practicas
comunes. En el marco de una CoP, este estudio cua-
litativo de andlisis del discurso examiné las practicas
discursivas de un grupo de maestros de inglés me-
diante la herramienta de la Gran Conversacién (Gee,
2014). Los resultados evidencian que la construc-
cion discursiva de una comunidad es un fenémeno
complejo que involucra negociacién de significados
compartidos y vinculacién del discurso a los eventos,
sucesos y debates que ocurren alrededor de la CoP.
Los resultados demuestran que el debate principal
que ocupa a estos docentes es el de la profesionaliza-
cion de los maestros de inglés. Ademas, se identifico
que entre las précticas discursivas de los docentes de
esta CoP se encuentran la defensa y demanda por la
valoracion de su profesiéon como parte de un debate
que perdura hasta el momento.

Palabras clave: ensefianza de inglés, comunidad de
préctica (CoP), defensa de la profesién y anélisis del
discurso.

Abstract

The concept of Communities of Practice (CoP) has been
useful to illustrate how learning happens and evolve among
people who have common and shared goals. In the frame-
work of a CoP, this qualitative discourse analysis study
follows the tool of the “C"onversation by Gee (2014) to an-

alyze the discourse produced by a group of English teachers
in Puebla about their experiences as English teachers in
Mexico. The results evidence that the discursive construc-
tion of a community is a complex phenomenon that involves
meaning negotiation and link the discourse to the events,
happenings and debates that occur in and around the CoP.
These results also showed that the “C”onversation of this
community is the professionalization of English Teachers.
Additionally, among the discursive practices of the mem-
bers of this CoP, the defense and a claim to value the ac-
tivities they do were identified as part of a debate that lasts
until this moment.

Keywords: English teaching, community of practice
(CoP), defense of the profession and discourse analysis.

Introduccién

1 presente estudio se enfoca en el lenguaje y su
Euso en sociedad. El lenguaje ha sido conside-

rado como el medio por el que se lleva a cabo
y se socializan las actividades propias de un grupo.
Wenger, McDermott y Snyder (2002, p. 4) definieron
a las comunidades de practica (CoP) como “grupos
de personas que comparten un interés, un conjunto
de problemas, o una pasién sobre un tema, y quienes
profundizan su conocimiento y experiencia en el &rea
mediante una interaccién continua”. Asi, se enfatiza
que los participantes de una comunidad de practica
comparten tiempos juntos, comparten informacién y
se ayudan entre si a resolver problemas por medio
de discursos compartidos o practicas discursivas. Es
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en este marco que se lleva a cabo el presente estudio
sobre la comunidad de préctica de los maestros de
inglés en México.

Esta CoP se ha visto afectada por una serie de
reformas educativas que ha cambiado la visién que
los maestros tenian de su quehacer docente, de su
preparacién y su desempefio. Estos cambios en las
politicas educativas han sido objeto de discusiones y
han dado lugar a programas de ensefianza de inglés
y a la necesidad de una actualizacion del profesorado
de la materia que ha resultado en campo de investi-
gacion para los especialistas del &rea. Davies (2011),
Ramirez (2013) y Vazquez, Guzman y Roux (2013),
por ejemplo, han identificado la necesidad de contex-
tualizar las investigaciones en México en el area de
la ensefianza de inglés (ELT, por sus siglas en inglés)
en el momento histdrico o social en que se llevan a
cabo, por medio del discurso de los miembros de la
comunidad de maestros de inglés. El estudio se enfo-
ca en mostrar esta contextualizaciéon por medio de la
herramienta de anélisis del discurso de la Gran Con-
versacion propuesta por Gee (2001, 2014).

Justificacion del estudio

En México ha habido pocos estudios sobre los maes-
tros de inglés como grupo profesional o como co-
munidades de practica. Los estudios previos se han
enfocado en las metodologias de las précticas docen-
tes o en los procesos de adquisicion de la lengua (e.g.,
Tapia, 2008; Lengeling, 2010; Mora, 2011; Mendoza-
Valladares, 2017) pero el andlisis de la construccién
del discurso emitido por los maestros de inglés como
individuos y como miembros de una comunidad de
practica no ha sido explorado, por lo que es necesa-
rio conocer la forma en que las practicas discursivas
dan forma a una comunidad de practica. En la pre-
sente investigacion se examina el discurso de los diez
participantes como muestra de la forma en que los
docentes, en especifico en el estado de Puebla, cons-
truyen su discurso a través de sus experiencias en la
profesion docente y le dan significado a las interac-
ciones y précticas discursivas compartidas con el fin
de defender su profesion.

El presente estudio busca contestar las si-
guientes preguntas de investigacion mediante el
analisis de los discursos producidos por los partici-
pantes:

m Lenguas en Contexto

1.-De acuerdo con la herramienta de la Gran
Conversacion de Gee (2011), ;Qué temas con-
forman la Gran Conversacién que ocupa a los
maestros de inglés del estudio?

2.- ;Cémo usan los participantes el discurso
para defender la profesién de la ensefianza de
inglés ante los retos que enfrentan?

3.- iCémo usan y qué significado dan los
participantes a las palabras profesionalizacion
y profesional en el marco de la ensehanza del
inglés?

Revision de la Literatura

En 1997, Johnston titul6 un articulo: “;Los maestros
de lenguas tienen una profesiéon?”. Casi dos décadas
han pasado y la pregunta parece tener una respuesta
positiva, por lo menos en México, ya que de acuer-
do con Toledo (2014, p. 5) “la profesionalizaciéon de
la ensefianza de lenguas extranjeras tiene una larga
historia que contar”. La profesionalizacion de los
maestros de inglés, segin Burns and Richards (2009,
p-1) ha sido impulsada por dos situaciones en especi-
fico: “una necesidad interna de los maestros mismos
y otros actores del contexto educativo, que enfrenta-
ron el reto de evolucionar y ampliar su conocimiento
para desempeniar su trabajo y las presiones externas,
por ejemplo la globalizacion y la necesidad del inglés
como la lingua franca (énfasis de la autora) para la co-
municacion y el comercio internacional”.

Estas situaciones globales han dado paso a re-
formas y demandas locales para ejercer mas control
sobre la educacion y obtener mejores indicadores de
la calidad de la educacion. Es en este contexto, que
el area de ELT adquiere mayor importancia y visibi-
lidad asi como las situaciones y retos que esta profe-
sion enfrenta. Para los propo6sitos de este documento,
se utilizara la definicién de profesion de Bullock y
Trombley (1999, p, 689) quienes afirman que una ocu-
pacion o actividad laboral se convierte en una profe-
sion cuando “hay un desarrollo de calificacion formal
por medio de educacion, aprendizaje, examenes y
el surgimiento de cuerpos regulatorios con poderes
para admitir y disciplinar a los miembros”.

La Figura 1 representa un modelo del pro-
ceso de profesionalizacién propuesto por Curnow y
McGonigle (2006) a partir de otros modelos previos,
por ejemplo Wilensky (1964), Vollmer y Mills (1996)



y Tobias (2003). En este modelo es posible ver en or-
den secuencial los pasos por los que una ocupacion
u oficio se puede convertir en una profesién. En este
modelo, cada etapa influye en la siguiente y da por
resultado la consolidacién y conformaciéon de una ac-
tividad en una profesion:

Fig. 1. La profesionalizacién como un proceso, ba-
sado en Curnow y McGonigle (2006).

Etapa 1. Una ocupacion de tiempo completo

Etapa 2. Creacion de programas de entrenamiento

\ 4

Etapa 3. Establecimiento de asociaciones

Etapa 4. Establecimiento de un cédigo de ética

¥

Etapa 5. Leyes reguladoras de la profesion

En el caso de los maestros de inglés, la primera etapa
se caracterizo por el surgimiento de un gran ntimero
de trabajadores que se dedicé a la misma actividad
de tiempo completo, situacién originada por las de-
mandas de globalizacién y comercio internacional.
La segunda etapa es la identificacién del conocimien-
to base y habilidades necesarias de la profesién y una
resultante creaciéon de programas de entrenamiento
o ensefianza para el ejercicio de la profesion. Esta
creacion de programas es evidente en el campo de la
ensefianza de inglés, donde las instituciones ptublicas
y privadas compiten por la capacitacién de los do-
centes. A la creacién de programas, le sigue la etapa
del surgimiento de asociaciones que puedan regular
y certificar los conocimientos y las licencias a los po-
tenciales miembros de la profesion. En México pode-
mos mencionar la Asociacién de Maestros de Inglés,
(MEXTESOL) fundada en 1973, como se indica en la
pagina web de la asociacion. Después, se hace nece-
sario un c6digo de ética que los miembros adopten y
sigan. Por tltimo, el apoyo de la ley se hace necesario
para respaldar, proteger y reconocer a los miembros
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de la profesiéon. Aunque en México no hay una men-
cién especifica de los maestros de inglés, la Ley de las
Profesiones establece las medidas protectoras de los
derechos de los profesionistas, en lo que corresponde
a su ejercicio profesional como lo establece el Articulo
5 de la Constitucion Politica de los Estados Unidos
Mexicanos vigente.

Goodwin, Narvaez, Macola y Nufez (2015)
mencionan que la profesionalizacién de la ensefian-
za del inglés en México comenz6 a finales de los 80,
especialmente a cargo de instituciones tales como el
Consejo Britanico y la Embajada de Estados Unidos
en México, que ya tenian experiencia al capacitar pro-
fesores en sus paises de origen. Actualmente, las ins-
tituciones que se encargan de la preparacion de los
maestros de inglés también se han diversificado. Las
licenciaturas o posgrados en TESOL (Ensefianza de
inglés como segunda lengua, por sus siglas en inglés)
son los programas a largo plazo que las institucio-
nes ofrecen para la preparacion de los maestros. De
igual forma son las universidades publicas las que
estan desarrollando programas a nivel licenciatura y
posgrado en la ensefianza del idioma inglés “contan-
do hasta el momento con més de 100 programas en
ELT” en todo el territorio nacional, aseguran Good-
win et al. (2015, p.16), para la profesionalizaciéon de
los maestros de inglés en México.

El estatus de la profesion

A pesar de lo expuesto anteriormente, hay una de-
manda de los miembros de la comunidad por tener el
reconocimiento de la sociedad a su profesion. La co-
munidad misma puede a través de su discurso, hacer
evidente la relevancia de sus actividades para posi-
cionarla dentro de la sociedad. Hoyle (2001) asegu-
ra que los atributos positivos o negativos sobre una
profesion o comunidad se pueden clasificar en tres
dimensiones:

e Prestigio ocupacional,
e Status ocupacional y
e Estima ocupacional

El prestigio ocupacional puede ser definido como
la opinién publica de la posicién de una ocupacion,
Valls (2007) relaciona el campo ocupacional con las
expectativas de carrera. Hoyle (2001) mostré que
aunque la profesion tiene prestigio, hay diferencias

Ao 9, Suplemento, agosto de 2018 - julio de 2019 @



DESARROLLO PROFESIONAL DEL DOCENTE DE LENGUAS

Tabla 1. Linea del tiempo de la ensefianza de inglés en México
(Davies, 2011; Ramirez, 2013; Toledo, 2014; Ruiz Esparza y Lengeling, 2016)

profesores de inglés es “uno de
los temas més urgentes que esta
area enfrenta” (1997, p. 213). Jo-

hnston sefial6 como un problema

el que hasta ese momento nadie
habia preguntado a los maestros
sus opiniones y perspectivas so-
bre la profesionalizacion.

El siglo XXI es, entonces,
un buen momento para dar voz
a los propios docentes sobre los
temas relacionados con el drea de
ELT, no sélo en el salon de clases,
sino también en cuanto a los gru-
pos sociales que crean, los cuales
en este estudio han sido deno-
minados como comunidades
de préctica. En México, Davies

(2009) sostiene que una forma
probable de resolver este reto es
logrando maéds espacios institu-

cionales donde la comunidad de

Aiio | Evolucién de la enseiianza de inglés en México
1973 No hay Licenciaturas en Ensefianza de Inglés; 1a Normal Superior ofrece preparacion a
sus egresados en el area de inglés.
Hay algunos centros biculturales que ofrecen cursos de preparacion para maestros entre
ellos: El Instituto Mexicano Norteamericano de Relaciones Culturales (IMNRC) y el
Instituto Anglo Mexicano de Cultura (IAMC)
1980s | Se crean las primeras Licenciaturas en Ensefianza de Inglés en universidades Publicas en
Mexico:
1983 | Acuerdo entre la Universidad de California en Fullerton y la Universidad de Baja
California (UABC) da origen a la educacion universitaria de los maestros de inglés.
1984 | Creacion de la Licenciatura en Ensefianza de Lenguas Extranjeras en la Universidad
Autonoma de Puebla (UAP)
1991 | La Universidad Autonoma de Yucatan ofrecio un curso de preparacion para maestros de
inglés.
1999 | La Universidad Autonoma de Chiapas ofrecio el programa de Licenciatura en Ensefianza
de Inglés.
2000 | Apertura de la Licenciatura en Ensefianza de Inglés en Guanajuato
2000 | Algunas maestrias en Ensefianza de Inglés son creadas en diferentes estados de México:
2007 | Puebla,
2015 | Guanajuato
+2000 | Se ofertan licenciaturas y maestrias en linea o en modalidades mixtas.
+2000 | Se ofertan doctorados en Ensefianza de Inglés en diferentes modalidades.

la ensefanza del inglés pueda

entre los maestros de diferentes niveles educativos.
Significativamente, los maestros de lenguas no estan
incluidos en tal reporte. El status ocupacional es enten-
dido como la manera en que las ocupaciones se adap-
tan a la nocion de actividad profesional (Hoyle, 2001).
Por dltimo, para Hoyle (2001) Ia estima ocupacional es
el reconocimiento a los miembros de una profesiéon en
especifico. Este es un concepto mas difuso y mas dificil
de medir que el status y el prestigio, ya que trata de me-
dir el desempefio personal. Estos son algunos de los
factores que podrian tomarse en cuenta para evaluar la
presencia de los maestros de inglés en el contexto edu-
cativo en México como una comunidad de prestigio.
A pesar de que en las tltimas décadas se ha avanzado
en el reconocimiento del area de ELT como Vazquez,
Guzman y Roux (2013) aseguran, en Latinoamérica
hay atin mucho trabajo por hacer.

Ramirez-Romero y Pamplon (2012) mencionan
que esta falta de reconocimiento se debe a que ante-
riormente, los miembros de la mencionada comuni-
dad no poseian grados académicos o sus estudios no
eran precisamente del area de ELT e incluso las licen-
ciaturas y maestrias estaban en etapa de creacién y
desarrollo. Johnston (1997), estudioso de las vidas pro-
fesionales de los docentes en la ensefianza de inglés,
lleg6 a la conclusién de que el reconocimiento de los
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interactuar y debatir a pesar de
las diferencias en los escenarios donde los maestros de
esta lengua laboran. Davies (2011) afirma también que
los maestros experimentados son los lideres de la co-
munidad académica y por lo tanto, los portadores de
la credibilidad profesional y de los perfiles académicos
s6lidos, gracias a lo cual son quienes deben hacerse
responsables de los debates compartidos entre los in-
dividuos, las comunidades y las instituciones.

Metodologia

Este estudio cualitativo de andlisis del discurso forma
parte de un estudio més amplio sobre las experiencias
que un grupo de maestros ha tenido a lo largo de sus
carreras dentro del area de ELT. Para Creswell (2009,
p. 16) la “investigacion cualitativa tiene un interés por
explorar y entender el significado de los atributos de
los individuos o grupos en relacién con un problema
social”. Las experiencias de los docentes debian ser
contadas por ellos mismos.

El estudio se sitta en el contexto educativo
de las Instituciones de Educacion Superior (IES) y dos
Centros de Idiomas del estado de Puebla, México. La
ciudad de Puebla, es la cuarta ciudad en tamafio y na-
mero de habitantes del pais. Los participantes del estu-
dio fueron diez maestros de inglés de cuatro contextos
diferentes:



Tabla 2. Los participantes del estudio
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lenguaje, discurso y sociedad y en
el marco del analisis del discurso.

Fartcipante don&:r‘l:nch Lxgar de trabajo Grato Acadbmico La herramienta de la Gran Conver-
1.- Ana 7-8 ailos Univ. Privada Maestria en Educacién sacion se refiere a los debates que el
2. Isabel 11 Univ. Publica Maestria en Enseflanza de grupo en cuestion lleva a cabo du-
S Inglés — rante las interacciones que tienen

3.- Karla 17 Univ. Publica Maestria en Educacién , . .
entre si. Al identificar estos debates
4. Mary 8 Instituto Tecnologico Maestria en Enseianza de se identifican también los valores,
_ i : Inglés i creencias y objetos que juegan un
5.- Tania 18 Instituto de Idiomas g:s;ngtleé de Lic. en Enseflanza papel importante en construir si g-
6.- Sonia 3 Univ. Privada Lic. en Esnseﬁanzadelnglés nificados en los discursos del gru-
7.- José 8 Univ. Privada Lic. en Enseianza de Inglés po. Al usar esta herramienta para el
8.- Luis 10 Instituto Tecnolégico Lic. en Enseflanza de Inglés anéh_SIS del discurso se pudlgron evi-
9.- Carlos 6 Univ. Privada Pasante de Lic. en Enseilanza denciar la Gran Conversacion y los
de Inglés temas que ocupan a los participantes
10.- Sail 20 Instituto de Idiomas Pasante de Lic. en Enseiianza de la comunidad de maestros de in-

i glés en México.

La razon por la cual los participantes fueron elegidos
para su inclusién en el estudio fue mostrar la diver-
sidad de antecedentes de formacién y experiencia de
los profesores de inglés, laborando en México. Para la
seleccion de los participantes se siguio el principio de
muestra intencionada de Patton (2002). Creswell y Pla-
no Clark (2011) la definen como una técnica en la que
se identifican y eligen participantes que tengan el co-
nocimiento y el interés en el fendmeno estudiado asi
como la disposiciéon de compartir sus experiencias. Los
factores que los convirtieron en participantes del estu-
dio fueron : estar activos como docentes de inglés en el
momento de la entrevista, tener gusto por su trabajo y
que su formacién inicial hubiera tenido lugar en la Be-
nemérita Universidad Auténoma de Puebla (BUAP),
en especifico en la Licenciatura en Ensefianza de Inglés
o Lenguas Modernas como era llamada anteriormen-
te. Detalles de la informacion sobre los participantes se
pueden ver en la Tabla 2.

Instrumento

El instrumento de recoleccién de la informaciéon fue
una entrevista semi-estructurada con cada uno de los
participantes sobre: a) sus experiencias docentes y b)
su relacion con los demas actores de su entorno educa-
tivo. Las entrevistas se llevaron a cabo entre octubre,
2013 y febrero de 2015 cuando se conform¢ el corpus
para el anélisis del discurso propuesto para el estudio.

La Gran Conversacién
Gee (2011, 2014) propone una serie de herramientas de
andlisis del discurso que se basan en la relaciéon entre

Discusion de los resultados

Para dar respuesta a la primera pregunta de inves-
tigaciéon: De acuerdo con la herramienta de la Gran
Conversacion de Gee (2011), ;Qué temas conforman la
Gran Conversacion que ocupa a los maestros de inglés
del estudio? Basandose en las respuestas de los maes-
tros durante las entrevistas, se puede decir que la Gran
Conversacioén, de esta CoP es la Profesionalizacion. La
Figura 2 muestra los temas identificados como deriva-
dos de la Profesionalizacién a los que los participantes
hicieron referencia en las respuestas:

Figura 2.- Temas de la Profesionalizacién

Formacion Académica
Experiencia
Vocacion
Identidad

0

Actualizacion
Colaboracion
Valoracion de la profesion

Evidencias de aprendizaje
Discriminacion
Situacion Laboral

o
S
e
©
c
9
»
Q
o
| -
o

ARo 9, Suplemento, agosto de 2018 - julio de 2019 @



DESARROLLO PROFESIONAL DEL DOCENTE DE LENGUAS

La siguiente seccion discute los temas identificados en
el discurso de los maestros de inglés donde los parti-
cipantes se refieren y defienden la profesién docente.
La Profesionalizacion fue identificada como la Gran
Conversacién o debate central de los maestros de in-
glés en México, dadas las situaciones descritas en la
primera parte del presente documento. Los temas en
especifico dejan ver detalles del momento social en
que el estudio fue hecho por lo que los participantes
expresaron en su discurso.

a) Formacion Académica

De acuerdo a lo dicho por los maestros, uno de los ca-
minos hacia la profesionalizacion de la ensefianza del
inglés puede referirse directamente a la formacién
académica y a los grados obtenidos por los maestros.
Gabrielatos (2002) sefiala que los requerimientos de
entrada a la practica docente de la ensefianza de in-
glés son demasiado relajados y no hay regulaciones
generales sobre lo requerido por diferentes institucio-
nes. Asi, los participantes expresaron sus ideas sobre
la formacién académica:

Tania.- “Cuando inicié en la profesion, no
habia muchas oportunidades de estudio. De
hecho la tnica oportunidad de estudios, era
una certificacion COTE. No habia licenciatu-
ra, nada muy oficial.”

Luis.- “La mayor parte de mis compafieros no
son maestros, o sea que no estudiaron para
ser maestros de inglés, por lo tanto no tienen
tantas técnicas.”

Carlos.- “...como yo no tenia mi titulo no po-
dian recontratarme, asi que las autoridades
dejaron al otro maestro... que no contaba con
experiencia docente, pero si con un titulo.”

De acuerdo con la primera participante, lo oficial son
los grados universitarios como una licenciatura o una
maestria. Sin embargo, ella ha podido ejercer como
docente en un contexto de educaciéon privada y con-
vertirse en educadora de maestros sin tener un titulo
universitario al momento de la entrevista. A modo
de reclamo ante esta situacién, Mary dice:

“¢Para qué estudio una maestria si me pagan lo

mismo que con licenciatura?”. Aunque los gra-
dos académicos atin no son reconocidos por
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todas las instituciones, los requerimientos
para la contrataciéon de maestros se vuelven
mas estrictos y los grados universitarios si son
tomados en cuenta.

b) Experiencia

Lave y Wenger (1991) resolvieron la pregunta de
“¢Coémo las comunidades facilitan la participacién
de nuevos miembros?” con el concepto de la parti-
cipacion periférica legitima (LPP por sus siglas en
inglés), que se refiere al proceso de integracion a la
comunidad como una renegociacion graduada de ex-
pertos y novatos. Asi, siguiendo el concepto de LPP,
los miembros de la comunidad se integran desde la
periferia hasta llegar a una completa participacion en
el “ntcleo” de la comunidad al incrementar su com-
petencia y conocimiento. Afirman:

Karla- “Recuerdo que cuando recién egresé
de la licenciatura sabia sobre metodologia,
con el tiempo y con diferentes cursos que he
tomado he aprendido cémo puedo disefar
actividades que sean pertinentes y mas signi-
ficativas para mis alumnos.”
Isabel.- “...el tiempo te ayuda a sortear estas
cosas, pero siempre hay grupos que te presen-
tan retos...”
Mary.- “Mis clases definitivamente no son las
mismas de hace nueve afios. He aprendido, he
crecido y me siento més contenta con mi des-
empefio. Considero que durante estos nueve
afos, he crecido como docente de inglés.”
Mary.-“Ahora sé que es importante conocer
cémo aprenden... yo no sabia mucho... y tam-
poco tenia experiencia en cémo controlar a
nifos.”

La experiencia, en las voces de los participantes, pro-
vee oportunidades de aprendizaje, de cambio y de
mejora en los roles y actividades de los miembros de
esta comunidad.

¢) Evidencias de Aprendizaje

Durante las entrevistas, los participantes menciona-
ron que uno de los indicadores de la efectividad y
calidad de la educacién que los maestros dan a sus
alumnos es medida por el aprovechamiento (las ca-
lificaciones) de éstos como evidencia del logro de los



objetivos propuestos por la reforma educativa plan-
teada por las autoridades. Los entrevistados dicen
sobre esto:

Ana.- “En las evaluaciones docentes siempre
dicen eso... porque aparte ellos, (los alumnos)
me han dicho que se sienten a gusto, y que si
han aprendido, incluso en clases me dicen que
si aprenden, que se sienten bien, que sienten
que han mejorado, que si aprenden.”

Luis.- “...mis alumnos obtuvieron una califi-
cacion por arriba del promedio de los demas,
tuvimos los promedios mas altos”.

Saul.- “La satisfacciéon y alegria que me da
cuando un alumno me comenta que por fin
pudo dar una presentacion en inglés frente a un
grupo de personas o jefes de forma eficiente”.

d) Identidad

De acuerdo con Taylor (1992) cada persona tiene sus
propias ideas sobre el tipo de persona que quiere ser,
a lo que este autor llama “el proyecto de si mismos”.
Taylor (1992) enfatiza que si el “ideal si mismo” no
corresponde a lo que se valora en el contexto social
del individuo, este podria llevar a cabo acciones que
le permitan ajustarse al contexto dado. Los partici-
pantes expresan individualmente la idea de hacer su
trabajo como una faceta o un aspecto de la profesio-
nalidad que resulta en la conformacién de sus iden-
tidades como maestros preparados y efectivos para
ejercer la docencia.

I.-Identidad individual

Isabel.- “Me describo como tranquila. Me
percibo como alguien que les exige”.
Karla.- “Me considero una buena maestra”.
Sonia.- “Mediante la experiencia me di cuen-
ta que si soy una buena maestra”.

Luis.- “Me considero un poco mejor que la
mayoria de maestros en mi entorno”.

Asimismo, también hay formas de presentarse como
miembros activos de dicha comunidad que estan
alineados a los discursos y comportamientos de los
demas, por medio de una integraciéon discursiva de
“nosotros” expresada por ellos mismos.
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I1.- Identidad de comunidad

Isabel.- “(...) Estamos aqui por vocacion”.
Mary. “Somos apasionados de lo que hace-
mos”.

Tania.- “Los que estamos en esto por voca-
cion buscamos la manera de crecer profesio-
nalmente”.

Satl.- “Tenemos una misma meta, profesion,
entorno y tipo de personas que nos rodean”.

e) Valoraciéon de la profesion

Nunan (2001) y Pennington (1992) han asegurado
que es necesario que los mismos docentes del drea
sean los encargados de convencer a las autoridades
educativas y tal vez a ellos mismos de que el trabajo
que hacen es importante:

Isabel. “Tal vez habra gente a la que no le gus-
te 0 que minimice la carrera...tal vez si haya
otras gentes, otras profesiones que minimicen
la profesién, pero yo no lo siento asi”.
Isabel.-“... es que tt le des el valor a tu profe-
sion y los demas lo puedan percibir”.

José.- “Pedir a las autoridades que se valore la
actividad como profesional... los alumnos si,
ellos si lo valoran”.

Las quejas generalizadas de los docentes se refieren
a sus autoridades e incluso a sus pares. Los maes-
tros no valoran lo que sus colegas hacen debido a las
tensiones que se pueden dar entre ellos y que seran
exploradas mas adelante. Sin embargo, los partici-
pantes mencionaron que los alumnos si valoran a los
docentes preparados.

f) Colaboracion

Meirink, Meijer y Verloop (2007) encontraron que en
las escuelas donde hay un ambiente de colaboracién
se facilita el intercambio de ideas y esto ayuda a la
creacion de disefios educativos comunes. Sin embar-
go, esta no parece ser la norma en el contexto de los
participantes de este estudio. Segtn sus testimonios:

Karla.- “Si realmente fuéramos compartidos

todos y nos ayudaramos entre todos, ese seria
un primer paso: ayudarnos y apoyarnos”.
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Carlos.- “Los maestros debemos generar y te-
ner confianza y dejar las diferencias profesio-
nales que se tienen... asi que compartir ideas
y experiencias tanto positivas como negativas
podrian (sic) ayudar”.

Satl.- “Como profesores trabajando en gru-
po, podemos hacer muchisimo unos por
otros. Podemos compartir material, experien-
cias, enfoques, nuevas técnicas, apoyo moral
y tedrico... si nos viéramos todos como igua-
les, apartando egos, podriamos mejorar mu-
chisimo nuestra préctica”.

Como se ve, entre los participantes hay un recono-
cimiento consciente sobre la pertinencia y beneficios
de la colaboraciéon con los demds participantes de la
comunidad. Sin embargo, es cierto que lograrlo pare-
ce ser un proceso complicado debido a las tensiones y
relaciones que pueden llegar a darse entre los miem-
bros de las comunidades de practica.

g) La Vocacion

En las respuestas de los maestros de inglés participan-
tes se encontraron referencias a la vocacién como el
motivo para tener un mejor desempefio. En la comu-
nidad de los maestros de inglés la vocacién también
puede ser usada como una herramienta profesional,
el maestro que tiene vocacion hace mejor su trabajo:

Isabel.- “Son como dos grupos, la gente que
nada mas va por ir y la gente que esta com-
prometida, que tiene vocacion”.

Tania.- “Los que estamos en esto por voca-
ciéon seguimos buscando la manera de crecer
profesionalmente”.

José.- “Unos sélo hacen el trabajo, sélo por
hacerlo, pero creo que eso es por falta de vo-
cacién, porque no les gusta ser maestros, pero
pienso que sucede asi con otras profesiones”.

El concepto de la vocacion se relaciona de manera
significativa con las identidades que los individuos
desarrollan al aprender a ser maestros. Dubet (2006)
habla de la relacién entre la vocacion y la identidad
docente como un acuerdo entre los valores indivi-
duales y la realizacion del YO en su actividad profe-
sional.
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h) Situacién Laboral

En el campo de la ensefianza del inglés hay una
preocupacién generalizada sobre la situacion laboral
de los docentes. Kimber (2003) sefiala las altas tasas
de empleo casual, un alto indice de rotacion de maes-
tros y la falta de apoyo institucional para tener pues-
tos estables como causas de quejas entre los docentes.
En algunas instituciones, los maestros de inglés no
son considerados parte del personal oficial ni parti-
cipan de los mismos beneficios que los demés maes-
tros, como lo demuestran los siguientes comentarios:

Mary- “Considero que nuestra situacién labo-
ral en comparacién con la de los otros profe-
sores, es diferentes, aunque también influye
en la actitud del profesor. Los profesores de
inglés no estamos en némina oficial, no te-
nemos los mismos beneficios que los demés
docentes, especialmente los beneficios que de
alguna manera pueden motivar al docente a
seguirse preparando y mejorar sus clases”.
Carlos.- “...quiero entrar al sistema oficial,
necesito mas seguridad en mi trabajo”.

En muchos casos no hay regulaciones institucionales
en cuanto a la contrataciéon de maestros de inglés. La
otra demanda de los participantes es tener los mis-
mos beneficios laborales que los docentes que no son
de ELT.

i) Actualizacién

El discurso de los maestros de inglés refleja que los
docentes estan conscientes de la necesidad de invo-
lucrarse en procesos de actualizaciéon y de educacion
continua. Esta demanda ha sido aprovechada por di-
ferentes instituciones para ofrecer cursos y diploma-
dos para los docentes:

Carlos.- “Tenemos que estar actualizados y
saber lo que esta pasando en el drea, pero no
es facil o no es accesible. Sobre todo, si esta-
mos fuera de la ciudad, no es posible tomar
mas cursos regularmente”.

Sonia.- “S6lo hay que seguir preparandonos
para conseguir un buen trabajo”.

Los participantes enfatizan el tema del desarrollo
profesional y la actualizacion como procesos conti-



nuos y que deben seguir durante todo el tiempo que
dura su practica docente. Algunos de los participan-
tes, sin embargo, se refirieron a la dificultad de en-
contrar oportunidades de desarrollo al estar en areas
rurales y no tener facilidad para recibir capacitaciéon
adecuada.

j) Discriminacién

Los participantes sugirieron que existe discrimina-
cion entre los mismos colegas, esto es, los maestros
de inglés u otros maestros de las instituciones donde
se desempefian como docentes, por diferencias en su
preparacién académica, experiencia o inexperiencia o
bien, la falta de una vocaciéon docente:

Ana.- “Se ve como si los maestros de inglés,
como si no fueran tan importantes como los
otros maestros de la universidad”.

José.- “Unos sélo hacen el trabajo, s6lo por
hacerlo, pero creo que eso es por falta de vo-
cacion, porque no les gusta ser maestros, pero
pienso que sucede asi con otras profesiones”.
Mary.- “En el tecnolégico, los alumnos dan
mas importancia a sus demas clases... el in-
glés no tiene créditos”.

Los maestros de inglés también mencionaron como
una forma de discriminacién la situacion laboral
de los docentes de inglés. Como sus comentarios
lo expresan, no son tratados de la misma forma en
comparaciéon con los profesores de otras materias
consideradas mas importantes que la materia que
ellos imparten. Los maestros, por ejemplo, mencio-
nan que no reciben los mismos beneficios o prestacio-
nes por ser del drea de inglés.

En relacion a la segunda pregunta de investi-
gacion: ;Como usan los participantes el discurso para
defender la profesion de la ensefianza de inglés ante
los retos que enfrentan? Los participantes denuncian
algunas de las situaciones confrontadas al ejercer la
profesion docente. Las denuncias se refieren princi-
palmente a desigualdad entre los profesores de inglés
y los docentes de otras areas del conocimiento aun-
que tengan las mismas caracteristicas y preparacion,
Mary lo resume asi:

Mary.- “Los profesores de inglés no tenemos
los mismos beneficios que los demés docen-

SALAS SERRANO

tes... No tenemos derecho a todos esos esti-
mulos, en mi caso por ejemplo, aunque tengo
la maestria, no me pagan mas, como en el caso
de otros profesores, porque somos de inglés,

77

es injusto, pero asi funciona el sistema aqui”.

Otra de las denuncias identificadas en el discurso de
los profesores fue sobre la falta de seguridad en el
trabajo. Los profesores de inglés sefialan que no tie-
nen suficientes horas para cubrir sus gastos basicos
y tienen que buscar mas de un empleo, siendo esta
situacion comun entre los profesores de la CoP de
maestros de inglés. Luis lo cuenta de esta manera:

Luis.- “No tengo seguridad en mi empleo, soy
s6lo un maestro de inglés y a veces no tengo
suficientes horas y tengo que buscar otro tra-
bajo o tengo que dar clases particulares para
que me alcance el dinero. Eso es un problema
para todos, jno?”

De acuerdo con el modelo de las profesiones de
Curnow y McGonigle (2006) se evidencia que una
actividad se puede volver una profesién al crearse
programas de preparacién universitaria, José sabe
que la universidad es el primer paso para ser profe-
sionales, sin dejar de lado la preparaciéon continua y
constante:

José.- “Siguiendo profesionalizando la activi-
dad por medio de la Universidad. Teniendo
educaciéon continua, no dejar de estudiar y
prepararse. Asistir a cursos, a eventos”.

Sin embargo, Tania hace alusion a la falta de respeto
y valoracion de la profesién docente en México y ase-
gura que son los alumnos los que valoran y respetan
al maestro. Sin embargo, en los medios de comuni-
cacion y entre algunos sectores de la sociedad mexi-
cana la profesiéon docente no es apreciada y Tania lo
denuncia:

Tania- “Creo que los maestros en general, de
cualquier materia a cualquier nivel en México
tienen todavia que buscar y encontrar més res-
peto por su profesion, por todo lo que invierten
en una clase. Nuestros alumnos; si hacemos un
buen trabajo, si nos valoran y nos respetan”.
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Ser profesional

La tercera pregunta de investigacion: ;Cémo usan
y qué significado dan los participantes a las palabras
profesionalizacién y profesional en el marco de la ense-
fanza del inglés? Se vuelve relevante al haber escucha-
do las voces de los participantes de la CoP’ de maestros
de inglés. Si la Gran Conversacioén de los participantes
es la profesionalizacién, ;Qué significan ser profesio-
nal, la profesionalizacion y ser profesionista para esta
CoP? La polisemia de los términos profesional, profesio-
nalizacion y profesionista han también afectado la forma
en que los maestros de inglés se expresan de sus ac-
tividades docentes. Por un lado, la profesionalizaciéon
se refiere, en general a una actividad que pasa por el
proceso descrito en la introduccién de este documento
(Ver Fig. 1) y que implica una educacién terciaria con
el objetivo de recibir un titulo que acredite al poseedor
como un profesionista. Sin embargo, los maestros de
inglés, en México, han tenido el permiso de ejercer sus
actividades docentes sin un titulo universitario, dada la
situacion global que exige el aprendizaje de una lengua
extranjera.

Esta situacion origindé una gran demanda por maes-
tros del idioma donde se da prioridad a las habilidades
lingtiisticas (dominio del idioma) sobre la formacién
académica que los profesores puedan tener. Ante este
panorama, en el campo de la ensefianza de lenguas se
han creado y usado términos como desarrollo profesio-
nal o actualizaciéon con un significado de profesiona-
lizacién que no es el mismo que en otras profesiones.
Hargreaves y Goodson (1996), hacen referencia a la
falta de un consenso relacionado con el significado de
profesionalizacién; de igual manera, Freidson (1994, p.
169) afirma que “mucho del debate sobre la profesiona-
lizacién se ensombrece por los supuestos no declarados
y por sus usos inconsistentes e incompletos”. Tomando
en cuenta sus respuestas, los participantes afirman que
un profesional de la ensefianza de inglés es tal cuando:

a) Tiene un titulo universitario,

b) Posee caracteristicas especiales, como la
responsabilidad y paciencia,

) Se siente preparado para estar al frente de
un grupo de estudiantes,

d) Prepara sus clases y sabe explicar el conte-
nido de su materia,

e) Tiene una actitud especifica con los alum-
nos, pares o autoridades,
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f) Tiene vocacién de maestro o maestra,

g) Asiste a conferencias y eventos académicos
y esta en constante preparacion,

h) Se preocupa por sus alumnos,

i) Prepara a sus alumnos para el éxito.

j) Es ético, colaborativo y

k) Se siente orgulloso de su profesién, entre
otras caracteristicas.

Este ser profesional, tan diverso, da lugar a las dife-
rentes concepciones que los participantes y la socie-
dad tienen sobre la profesionalizacion.

Conclusiones

La profesionalizacién se ha convertido en un debate
actual y controversial en el campo de la ensefianza de
inglés. La profesionalizaciéon puede entenderse como
el establecimiento de estdndares de competencia y
preparacién en un campo especifico. Sin embargo, la
demanda social por una mejor educacién y las refor-
mas educativas hacen necesaria una concientizacion
sobre lo que profesionalizacion significa para las au-
toridades y para los maestros de inglés. Esta situa-
cion da lugar a debates, acuerdos y desacuerdos que
ocupan las interacciones de los maestros de inglés en
las que involucran hechos y realidades sociales. La
herramienta de la Gran Conversacién de Gee (2001,
2014) permiti6é adentrarse en los discursos de la CoP
de los maestros de inglés y escuchar sus demandas.

Cada dia, més personas necesitan aprender el
idioma inglés, entonces, existe la necesidad de mas
maestros de esta lengua. Sin duda, la CoP de los
maestros de inglés en México estd en constante creci-
miento. Sin embargo, los participantes expresaron su
btsqueda por ser respetados y tratados de acuerdo al
papel que juegan dentro de la sociedad. Mediante sus
discursos, los participantes declararon su esperanza
porque su profesion sea legitimada y valorada como
tal. Las voces de estos maestros se dejaron escuchar
para defender el estatus y valor de su profesion. El
marco de las CoP permitié escuchar a los docentes
tanto como individuos como comunidad a través de
los discursos comunes.

Bien sabido es que los maestros no sélo trans-
miten conocimiento, sino también principios éticos,
de justicia social, tolerancia y paz. De esta manera,
los maestros contribuyen al desarrollo de las socieda-
des donde laboran, debe ser también un compromiso
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de estas sociedades proveer al maestro del recono-
cimiento y la revalorizacién de su profesiéon que le
permita desempenar todas estas tareas. Los maestros
mismos lo exigen; como este estudio ha demostrado

Gee, J. P. (2014). How to do Discourse Analysis. A toolkit.
USA & Canada: Routledge.
Goodwin, D., Narvédez Trejo, O. M., Macola, C. &

al exponer sus voces en defensa de su profesion.
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Apéndice 1. Las entrevistas

BANCO DE PREGUNTAS PARA LAS ENTREVISTAS SEMI-ESTRUCTURADAS

O N o Uk W=

(Cuantos afios tienes dando clases de inglés?

¢Como ha sido tu experiencia como maestro de inglés, en general?

¢ Te gusta ser maestro de inglés?

¢Qué tipo de maestro/a te consideras? ;Por qué?

(Qué te hace igual o diferente a los demds maestros de inglés?

¢ A qué retos te has enfrentado al ser maestro de inglés?

¢ Como calificas la situacion laboral de los maestros?

(Qué factores influyen, positiva o negativamente en tu practica docente?

Cuéntame alguna buena o mala experiencia en tu practica docente o ; Tienes alguna anécdota de tu ex-

periencia como docente que quieras compartir?

10. ;Cémo visualizas a la comunidad de los maestros de inglés en el futuro?
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