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EDITORIAL

Editorial

Sin duda, la tecnologia ha tomado un lugar primordial como un medio de instruccién e inves-
tigacion en el area de la lingtliistica, la ensefanza-aprendizaje de lenguas y la traduccién. El re-
torno a la instruccién presencial también hizo evidente que hay aspectos humanos que vuelven
a estar en el centro de la educacién. De esta manera, este afio vimos reflejados estos hechos
en los articulos que llegaron a Lenguas en Contexto. También es de resaltar el hecho de que
recibimos contribuciones de otros paises, nos alegra que la comunidad de Lenguas en Contexto
crezca. La amalgama de temas, lenguas y culturas hace que la lectura de este nimero nos lleve
de laintegracion tecnologica en el aula a elementos de factores humanos en la educacién como
las creencias docentes o los factores afectivos. Los temas de este nimero dejan ver diferentes
tipos de experiencias de investigadores, profesores, traductores y alumnos en la complejidad
de procesos que tienen que ver con la ensefianza-aprendizaje y traduccion de las lenguas. Es-
peramos que estos articulos sean del agrado de los lectores, los lleven a la reflexion y de ser
posible, a la investigacién.

Agradecemos a los autores las valiosas colaboraciones que nos han hecho llegar, a las autorida-

des de la Facultad de Lenguas, BUAP el apoyo constante y a los lectores el acompafiamiento a
cada una de las ediciones de Lenguas en Contexto

El Comité Editorial de Lenguas en Contexto

Leticia Araceli Salas Serrano
Editora-en-jefe

Stephanie Voisin Maria Leticia Temoltzin Espejel
Coeditora Coeditora
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INTRODUCCION

Introduccion

Teresa A. Castineira Benitez
Facultad de Lenguas, BUAP
teresa.castineira@correo.buap.mx

texto. En esta ocasion contamos con una variedad

de articulos que giran principalmente alrededor
de la tecnologia y sus diferentes usos en la investigacion
tanto cualitativa como cuantitativa, en la ensefianza/
aprendizaje de lenguas, asi como en la traduccion. Igual-
mente, contamos con articulos que tratan sobre temas
afectivos y de percepcion relacionados con la didactica
de las lenguas.

Hockley (2017) explora la manera en que la tec-
nologia digital puede apoyar alainvestigaciénenelarea
de ensefianza/aprendizaje del inglés tanto de manera
cualitativa como cuantitativa, con el uso de softwares,
estadisticas, bases de datos, encuestas, y/o entrevis-
tas en linea, entre otros. Estas diversas herramientas
pueden ser utilizadas tanto por estudiantes como por
docentes e investigadores de manera sincrona y/o asin-
crona para diversos propositos tales como recoleccion
de datos, analisis de los mismos, difusion de resultados
y la manifestacion de una postura como investigadores.
Por otra parte, la tecnologia digital en si puede constituir
el objeto de estudio en casos como el analisis de interac-
ciény comunicacion en las diversas redes sociales.

La tecnologia digital ha sido utilizada en el am-
bito de las ciencias sociales desde mediados de los afios
80 cuando se comenz6 a utilizar el correo electrénico
para la distribucién de encuestas y a investigar el conte-
nido de los mismos y su influencia en la comunicacién.
En el afio 2000, los posibles usos del Internet tanto como
instrumento y objeto de investigacion dieron lugar al es-
tablecimiento de la Asociacion de Investigadores por In-
ternet (Association of Internet Researchers, AolR, https://
aoir.org/) y a la consecuente publicacién y actualiza-
cién (2012, 2019) de su codigo de ética (http://aoir.or
ethics/)

Asi, en el articulo, Condiciones para la Implemen-
tacion de EMI en Psicologia del Complejo Regional Noro-
riental de la BUAP, Abelardo Romero, Laura Villanueva y
Maria Guadalupe Rodriguez exploran las percepciones
de los docentes del area de Psicologia sobre la imple-

D amos la bienvenida un afio mas a Lenguas en Con-

mentacion del inglés como medio de instruccién (EMI).
Esto, como respuesta a las nuevas tendencias globales
de paises no-angloparlantes como el caso de Europa Oc-
cidental (especialmente los paises nérdicos) Hong Kong,
Singapury Japén entre otros. En este articulo se unen la
tecnologia con el uso del software para tratamiento de
datos cualitativos Atlas Tiversion 9 con el objetivo de ana-
lizar estas conceptualizaciones basadas en experiencias
y conocimientos personales. Otro articulo que relaciona
la tecnologia para analizar datos cualitativos con el soft-
ware MAXQDA 12 es el de Katia Paola Cisneros y Nallely
Garza; Estudio Narrativo sobre la Identidad Profesional
de Estudiantes de Traduccidn. En esta investigacion, las
autoras exploran el proceso de adquisicion y evolucién
de identidad de los estudiantes de traduccion mediante
narrativas que examinan el viaje interior de los partici-
pantes a través de sus experiencias (Clandinin, 2020) y
desde un enfoque socio-constructivista. Lo anterior para
determinar posibles mejoras y cambios en el curriculo
de la carrera de Traduccion de la Facultad de Filosofia
y Letras, UANL. Por otra parte, de manera cuantitativa,
el articulo de José Cortez, Importance of self-efficacy in
CAT learning muestra la correlacion entre la percepcién
de la autoeficacia (confianza) y el logro académico en el
taller de traduccion asistida por computadora en los es-
tudiantes de la licenciatura en Traduccién de la Facultad
de Idiomas-Campus Mexicali, de la Universidad Autono-
ma de Baja California.

Siguiendo con la tematica sobre el uso de la
tecnologia y la implementacién repentina de la educa-
cién en linea durante la pandemia de COVID 19, el arti-
culo Technology integration in the ERT English classroom:
Teachers’ beliefs and practices José Antonio Lopez, Daisy
Gilles y Patricia Nufiez nos presenta un estudio de caso
de docentes ‘millenials’ en donde se unen su practica
diaria de integracion de la tecnologia en la ensefianza
remota de emergencia (ERT) con sus creencias. Se explo-
ra la posible existencia de un vinculo entre las concep-
ciones y creencias personales y la implementacién de
diversos recursos tecnolégicos en las clases de lenguas.

Ao 13, No. 13, agosto de 2022 - julio de 2023 e
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Daniel Ginting en Instructional Videos to Promote
Self-Directed Learning in English Language Teaching ex-
plora el tema argumentando que desde un punto de
vista de la multimodalidad (Jewitt et al., 2016), la capa-
cidad de la memoria de los estudiantes aumenta debido
al uso de diferentes estimulos visuales y auditivos en el
proceso de ensefanza/aprendizaje de lenguas. De esta
manera, el autor mantiene que el uso de videos instruc-
cionales adecuados puede ser beneficioso en el proceso
de aprendizaje de lenguas.

Laimportancia de la interrelacién entre lengua y
cultura, asi como los aspectos cros- culturales o intercul-
turales en los procesos de ensefanza/aprendizaje de len-
guas en diversos contextos han sido discutidos en el area
desde los afios 80 hasta el presente (p.ej. Smith 1981,
Connor & Travers, 2014). Esto ha tenido un alto impacto
especialmente en la ensefianza de inglés para proposi-
tos especificos (English for specific purposes ESP). El ar-
ticulo de Eliphelet Rivera y Manti Vanova Rivera Exploring
Cross-Cultural Awareness as a Critical Component in Busi-
ness English Teaching se analiza de qué manera tres do-
centes de diferentes nacionalidades afiadieron aspectos
cros-culturales en su practica como maestros de inglés
para propositos de negocios. Los participantes mencio-
nan como el uso de la tecnologia también constituye un
importante aspecto en el campo de la cros-culturalidad.

Otro de los temas que se tratan en este nUmero
es la correspondencia de las relaciones afectivas y como
estas influyen en el proceso de la ensefianza/aprendiza-
je del inglés. En el articulo Attitude as an Affective Factor

Referencias

in EFL learning in Middle School, Daniela Cazares, Oscar
Eduardo Sandoval y Maria Eugenia Martinez describen
las fases iniciales de un proyecto de investigacién-accién
efectuado con un grupo de estudiantes de secundaria
entre 11y 13 afios de edad en el contexto mexicano. Los
resultados antes de la intervencion estan basados en las
percepciones de estos adolescentes. Asimismo, Alexia
Cardenas, Maria del Rocio Dominguez y Miriam Romero,
en su articulo: Creencias docentes sobre el aprendizaje
y ensefianza del inglés en una universidad mexicana se
ocupan del analisis de las practicas pedagogicas de la
ensefanza del inglés en la Universidad Estatal de Sono-
ra (UES). Estas autoras indagan sobre la forma en que el
idioma se ensefia en su institucion.

Finalmente, a manera de respuesta a ciertas
inquietudes de los docentes de lenguas en el contexto
universitario, el articulo The Effective EFL University Pro-
fessor: an insight into the literature, Daisy Lorena Nar-
vaez-Cantos nos presenta una revision literaria sobre el
tema durante los ultimos siete afios. La autora realiza
una investigacion documental a través de diversas pla-
taformas de busqueda que nos indican que los puntos
mas importantes considerados por los autores en el area
son los conocimientos tanto de la disciplina como peda-
gogicos, asi como las habilidades comunicativas y de or-
ganizacion de los docentes.

Esperamos que la lectura de estos articulos con-
tribuya a sus labores de investigacién, docenciay traduc-
cion. Un reconocimiento especial para el comité editorial
de la revista por su incansable labor profesional. «

Clandinin, J. (2020). Journey in narrative inquiry: The selected Works of D. Jean Clandinin. Routledge.

Connor, U. & A. Traversa (2014). The role of intercultural rhetoric in ESP education. https://www.nus.edu.sg/celc/re-
search/books/4th%20Symposium%20proceedings/3).%20Connor%20and%20Traversa.pdf.

Hockly (2017). Researching with technology in ELT. ELT Journal Volume 71/3 July 2017; doi:10.1093/elt/ccx019.

Jewitt, C., J. Bezemer & K. O’Halloran (2016). Introducing multimodality. Routledge.

Shimauch, S. (2018). English-Medium Instruction in the Internationalization of Higher Education in Japan: Rationa-
les and Issues. Educational Studies in Japan: International Yearbook No. 12, pp. 77-90.

Smith, (1981). English for Cross-cultural communication. Macmillan.
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CONDICIONES PARA LA IMPLEMENTACION
DE EMIEN PSICOLOGIA DEL COMPLEJO
REGIONAL NORORIENTAL DE LA BUAP

Abelardo Romero Fernandez

Complejo Regional Nororiental

Benemérita Universidad Autonoma de Puebla
abelardo.romero@correo.buap.mx

Laura Villanueva Méndez

Complejo Regional Nororiental

Benemérita Universidad Autonoma de Puebla
laura.villanueva@correo.buap.mx

Maria Guadalupe Rodriguez Garibay
Complejo Regional Nororiental

Benemérita Universidad Autonoma de Puebla
mguadalupe.rodriguez@alumno.buap.mx

Resumen

La presente investigacién se enfoca en indagar las per-
cepciones de profesores de Psicologia sobre una posible
implementacion de English as a Medium of Instruction
(EMI, Inglés como Medio de Instruccién por sus siglas en
inglés) en su programa educativo en el Complejo Regio-
nal Nororiental de la Benemérita Universidad Autonoma
de Puebla (BUAP). Se realizaron entrevistas semiestruc-
turadas a docentes de la Licenciatura en Psicologia que
fueron grabadas con el consentimiento de los informan-
tes durante el afio 2021. Posteriormente, desde un mar-
co interpretativo fenomenolégico, se realiz6 un analisis
de contenido del discurso con el apoyo del software
para tratamiento de datos cualitativos Atlas Ti version
9. Finalmente, se desarrollaron categorias y codigos que
permitieron la creacién de redes semanticas. Entre los
principales hallazgos se puede destacar que el discurso
de los participantes muestra una actitud positiva hacia
una posible implementacién de EMI a algunas asignatu-
ras disciplinares. Sin embargo, también reconocen que
enfrentarian retos como incrementar su nivel de inglés.
Elnivelde inglés de los docentes se manifiesta en la inte-

gracion de materiales en inglés a sus clases; donde usan
articulos académicos o libros en inglés, pero finalmente
éstos son traducidos al espafiol por medio de traducto-
res disponibles en internet.

Palabras Clave: English as a Medium of Instruction (EMI),
Educacion Superior, Percepcion de Docentes, Region No-
roriental Puebla.

Abstract

This research focuses on investigating the perceptions of
psychology professors about a possible implementation
of English as a Medium of Instruction (EMI) in their educa-
tional program at the Complejo Regional Nororiental of
the Benemérita Universidad Auténoma de Puebla (BUAP).
Semi-structured interviews were conducted with profes-
sors of the psychology degree that were recorded with
the consent of the informants during the year 2021. Sub-
sequently, from a phenomenological interpretive frame-
work, a content analysis of the discourse was carried out
with the support of software for treatment of qualitative
data Atlas Ti version 9. Finally, categories and codes were
developed that allowed the creation of semantic net-
works. Among the main findings, it can be highlighted that
the discourse of the participants shows a positive attitude
towards a possible incorporation of EMI in some disciplin-
ary subjects. However, they also recognize that they would
face challenges such as increasing their level of English.
The level of English of the professors is manifested in the
integration of materials in English into their classes, they
use academic articles or books in English, but finally, these
are translated into Spanish by means of translators avail-
able on the internet.

Keywords: English as a Medium of Instruction (EMI), High-
er Education, Professors ~ Perception, Puebla Northeast-
ern Region.

Recibido el 30 de marzo, 2022 - Aceptado el 12 de junio, 2022.
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USANDO LA TECNOLOGIA PARA LA ENSENANZA Y LA INVESTIGACION

Introduccion

a importancia que el inglés tiene en una realidad
Lhiperconectada que basa su crecimiento econémi-

co en la generacion y desarrollo constante de nueva
informaciony conocimiento esinnegable. Un ejemplo de
las dinamicas creadas a partir de una sociedad enfocada
en el conocimiento es la forma en que las Tecnologias de
informacion y comunicacién (TIC) han evolucionado a
tal grado que ya no solo pueden ser consideradas como
TIC, sino Tecnologias de aprendizaje y conocimiento
(TAC) debido a que son ideales para desarrollar ambien-
tes de generacion de conocimiento y aprendizaje, y no
sélo se limitan a compilar informacién y a comunicarla.
En este contexto de generacién de informacion, creacién
y desarrollo de conocimiento constante, el idioma inglés
se posiciona como un elemento esencial para facilitar el
acceso ainformaciony asi tener la posibilidad de ser par-
te de la dinamica mundial que se vive actualmente en el
ambito académico. Asi como las TIC se han convertido
en TAC, ahora el inglés esta pasando de ser una asignatu-
ra que se ensefiaba y aprendia en si misma en los progra-
mas curriculares de instituciones de educacion superior
(IES) a ser considerado como un elemento por medio del
cual se puede aprender y ensefar sin necesidad de tra-
ducir lainformacién a otro idioma. Se podria decir que al
usar de esta manera el inglés se busca agilizar la genera-
cién de conocimiento.

Mejia-Pérez y Worthman (2017) plantean que la
regionalizacion de la educacion superior es una de las
politicas con las que el gobierno busca ampliar la co-
bertura de la misma para generar motores de activacion
del desarrollo local. Este desarrollo se debe realizar por
medio de la recuperacion del conocimiento a través de
un trabajo académico sistematizado y formal que pueda
socializarse internacionalmente. Actualmente, el cono-
cimiento se genera a partir del intercambio con institu-
ciones extranjeras que buscan compartir experiencias
para generar nuevos conocimientos en nuevos contex-
tos. Las tendencias actuales de internacionalizacion lle-
van a las universidades a integrar la ensefianza del inglés
alaformacion académica de sus estudiantes ya no como
una asignatura aislada sino como un elemento transver-
sal. La tendencia en el uso y la ensefianza del inglés en
ambitos académicos ha sido identificada como English
as a Medium of Instruction (EMI). En este sentido, el ob-
jetivo general de la presente investigacion fue indagar
las condiciones para una posible implementacién de EMI
desde la perspectiva de docentes de la Licenciatura de
Psicologia del Complejo Regional Nororiental de la BUAP

6 Lenguas en Contexto

a partir del analisis de los factores que influyen en la dis-
posicion de los docentes para suimplementacion. Como
una hipotesis se plantea que, de contar con las condi-
ciones adecuadas, los cursos donde se implementa EMI
pueden tener beneficios tanto para docentes como para
estudiantes que participan en ellos.

Marco Conceptual

De acuerdo con Macaro y Akincioglu (2018), EMI se puede
definir como el uso que se le da al inglés para ensefar
asignaturas académicas en paises en donde la primera
lengua no es inglés. Una caracteristica de EMI es que su
principal objetivo no es ensefar inglés, sino que éste se
usa como un medio para aprender contenidos en distin-
tas asignaturas, esto en un contexto donde el inglés es
una segunda lengua, una lengua extranjera (LE) o una
lengua adicional.

Los cursos que hacen uso del EMI pueden tener
beneficios para sus participantes tales como el aumento
en la matricula de estudiantes internacionales, el me-
jor posicionamiento de las IES en los rankings interna-
cionales, el desarrollo de competencias en inglés de los
estudiantes, el fomento de una mayor empleabilidad de
los estudiantes, el acceso a una mayor variedad de ma-
teriales didacticos (Galloway, 2020). Ademas, Thompson
et al. (2019) plantean que el trabajo en asignaturas con
EMI desarrolla en los estudiantes una autopercepcion
de éxito y confianza lo cual es un apoyo esencial para
concluir con éxito la educacion superior. Sin embargo, la
implementacién de EMI también representa retos tanto
para los docentes, como para los estudiantes y las ins-
tituciones. Los retos de la implementacion de EMI se
pueden categorizar principalmente en 3 grupos: acadé-
micos, administrativos y psicolégicos. De acuerdo con
Dearden (2014), los retos académicos mas comunes tie-
nen que ver con la seleccion de asignaturas apropiadas
para ser impartidas por medio de EMI, la evaluacion del
curso EMI, la claridad en las directrices del trabajo en las
clases EMI, y la simplificacion de los contenidos de las
asignaturas que puede causar poca profundidad en los
conocimientos. Respecto a los retos administrativos se
encuentra la dificultad para la contratacién de docentes
con un dominio del idioma inglés adecuado, la imple-
mentacion de EMI en asignaturas disciplinares puede
causar una sobrecarga de trabajado para los docentes,
debido al tiempo que se requiere invertir para adaptar
el curso a una dinamica EMI, asi como el incremento de
inversién de recursos econé6micos en material adecuado
e incluso en sueldos. Finalmente, estan los retos relacio-



nados al aspecto psicologico de autopercepcion de logro
que los estudiantes pueden lograr y que puede tener un
efecto positivo o negativo.

De acuerdo con Galloway (2020) el uso de EMI
se ha incrementado de manera exponencial en las ulti-
mas dos décadas, sobre todo en IES privadas, especifi-
camente en Europa, Asia y en el Medio Oriente. Macaro
et al. (2018) reportan que existe poca informacion sobre
la implementacion de EMI es paises de Latino América,
sobre todo cuando se habla de IES publicas. Algunos de
los pocos paises de los que se tiene registro de la im-
plementacién de EMI en Latinoamérica son Brasil, Co-
lombia y Argentina, siendo Brasil el pais donde se han
implementado cursos con EMI desde 2010, pero hay
poca informacion sobre los resultados de estas expe-
riencias. Por el momento no se han obtenido datos de la
implementacién de cursos o clases EMI en IES publicas
en México. Al parecer, el incremento de EMI en las IES en
los ultimos afnos tiene que ver con una agenda y objeti-
vos planteados por los gobiernos de cada pais donde el
desarrollo esta ligado a factores econdmicos y el inglés
es visto como un elemento estratégico para integrarse a
las dindmicas econdmicas internacionales que buscan
fomentar la distribucién de oportunidades de desarro-
llo econédmico de forma equitativa (Asociacion Nacional
de Universidades e Instituciones de Educacion Superior
[ANUIES], 2018).

La Benemérita Universidad Autbnoma de Puebla
(BUAP, 2007) contempla al inglés como un eje transver-
sal en la formacién integral de sus estudiantes. En este
sentido, la universidad propone en su Plan de Desarrollo
Institucional (PDI) 2017-2021 (BUAP, 2018), el posiciona-
miento y visualizacion internacional de la misma como
un objetivo esencial. Este posicionamiento y visualiza-
cién internacional se apoya en diversos objetivos espe-
cificos de los cuales se pueden destacar los que podrian
representar un area de oportunidad para laimplementa-
cion de EMI en la BUAP: la introduccién de contenidos y
recursos documentales en idiomas distintos al espafiol
para contribuir a la construccién de competencias comu-
nicativas con visién internacionaly lograr la certificacion
del dominio del idioma inglés en niveles intermedios y
avanzados entre la poblacién estudiantil.

Metodologia

El presente estudio se realizé6 con un enfoque cualita-
tivo que hizo uso de la fenomenologia como marco in-
terpretativo para el analisis de los datos recabados en
el trabajo de campo. Es importante mencionar que se
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decidié llevar a cabo esta investigacion desde la pers-
pectiva cualitativa y fenomenolégica debido a que éstas
permiten acceder al fendémeno desde las personas que
se encuentran inmersas en el mismo, es decir desde los
ojos de los informantes acercandose a su contexto y dan-
doles un espacio para usar su voz y no solo la del investi-
gador (Maxwell, 2019).

Los informantes en este estudio son siete do-
centes de la Licenciatura en Psicologia del Complejo Re-
gional Nororiental (CRN) de la Benemérita Universidad
Autéonoma de Puebla (BUAP) localizado en la ciudad de
Teziutlan. Los siete docentes representaban al 87.5% de
la planta docente en su momento y fueron elegidos por
conveniencia respecto al acceso que se pudo tener para
llevar a cabo el trabajo de campo. Actualmente, la Licen-
ciatura en Psicologia del CRN esta conformada por ocho
docentes, seis mujeres y dos hombres. Se pudo trabajar
con siete docentes que son identificados en el texto con
las siglas DP (docente psicologia) y un nimero de iden-
tificacion.

El instrumento usado en el trabajo de campo
fue un guion para llevar a cabo entrevistas semiestruc-
turadas. Se decidi6 usar este instrumento debido a que
permite flexibilidad al indagar las percepciones de los
informantes respecto al fendmeno estudiado (Flick,
2018). El trabajo de campo se realiz6 durante los meses
de septiembre y noviembre de 2021 por medio de la pla-
taforma Microsoft Teams. Las entrevistas tuvieron una
duracion en promedio de 20 a 25 minutos. Las entrevis-
tas fueron grabadas con el consentimiento expreso de
los participantes para posteriormente ser transcritas y
analizadas por medio de software para analisis de datos
cualitativos Atlas Ti en su version nueve. Finalmente, se
realizé un analisis de contenido de las mismas y se crea-
ron categorias de analisis para codificar el discurso de
los participantes. A continuacién, se procedié a generar
redes semanticas que permitieron visualizar de manera
grafica los conceptos desarrollados en las entrevistas se-
miestructuradas.

Resultados y Reflexion

En esta seccion se presenta el analisis de contenido
realizado a los datos cualitativos provistos por los in-
formantes de la investigacion. Este andlisis hace uso de
redes semanticas que muestran las relaciones entre las
categorias y subcategorias halladas en el discurso de los
participantes y al mismo tiempo, se exponen las citas
textuales que las fundamentan.
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Percepcion de docentes de la Licenciatura en Psicologia sobre la implementacion de EMI

Figura 1. Percepcion de docentes de la Licenciatura en Psicologia sobre implementacién de EMI
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De acuerdo con Corrales et al. (2016), la actitud de
los docentes es fundamental para el éxito de un curso EMI
debido a que finalmente, son quienes definen el tono de
las sesiones EMI; de esta manera, es esencial que al partici-
par en un proyecto EMI lo hagan voluntariamente. A partir
de las entrevistas semiestructuradas a docentes de la Li-
cenciatura en Psicologia se pudo encontrar que existe una
percepcién positiva hacia la implementacién de EMI en su
unidad académica. Entre los argumentos positivos se pue-
de notar un deseo por participar en su implementacién
debido a que representaria un crecimiento en su perfil pro-
fesional y que tendria un efecto positivo en sus estudiantes
puesto que tendrian la posibilidad de usar fuentes y mate-
rial en inglés de sus respectivas areas de dominio. Algunos
de los informantes lo comentan de la siguiente manera:

Primero pensaria que es algo muy positivo para
todos los estudiantes: les permitiria aprender me-
jor inglés y sobre todo, mas especifico porque se
estaria hablando de temas en psicologia y estarian
aprendiendo mas ese lenguaje. Me pareceria muy
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1.6 Los docentes requieren un inglés
especifico del drea

bien porque también la informacién de psicologia
y de todas las areas esta basicamente en inglés.
Sin embargo, que aprendieran de esa forma mas
directa relacionada a su area seria también mas
interesante para ellos. No serian dos cosas diferen-
tes que aprender (DP3).

Se meviene a la mente que diversas referencias de
nuestros programas educativos muy buenas estan
en inglés. Pero una de las limitantes, al menos ha-
blo en mi caso, pues es esa facilidad para comuni-
car, para comprender este idioma. Es por ello que
estas referencias que son tan buenas pues no las
utilizamos en algiin momento (DP1).

Por otro lado, también se puede destacar que al
mismo tiempo que los docentes enfatizan que les gustaria
participar en la implementacion de EMI, existe un discurso
que subraya las dificultades que implicaria la implemen-
tacién de EMI en el corto plazo en el CRN. El reto mas ela-
borado en su discurso se relaciona al nivel de dominio del



idioma tanto en estudiantes como en docentes, que inclu-
so tendria que ir mas alla del inglés de uso general; tendria
que ser un inglés con un perfil especifico. Los siguientes
testimonios dan fundamentacion a lo mencionado por
Dearden (2014) cuando comenta que algunos de los princi-
pales retos para la implementacién EMI tienen que ver con
el dominio del inglés tanto por parte de docentes como de
estudiantes.

Ademas de pensar en lo positivo, seria muy bueno
considerar las dificultades. Y es que los estudian-
tes tienen diferentes niveles de inglés: unos tienen
un buen nivel, otros creo que tienen menor nivel y
como docentes también tenemos diferentes niveles
deinglés. No sé si hay alglin docente que tenga el ni-
vel paraimpartir una clase completa eninglés (DP3).

Me parece interesante porque seria un grado de
exigencia conversacional para todos, ahi es la
parte donde me da un poquito de temor porque
realmente mi inglés no esta en ese grado. Enton-
ces no solamente seria el inglés comunicativo de
“Buenos dias” “Buenas tardes” etcétera; sino ya
estariamos hablando de conceptos técnicos en
inglés, que obviamente en esparol los puedo do-
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minar; pero en inglés se me hace como un poquito
mas elevado (DP2).

Actitud docente al participar en laimplementacion de EMI
En la figura 2, se presenta la red semantica en la cual se
muestran las categorias detectadas en el discurso de los
participantes de la investigacion sobre su actitud hacia la
implementaciéon de EMI en las asignaturas disciplinares
gue imparten en la Licenciatura en Psicologia.

Banks (2018) destaca que es comun que los docen-
tes cuenten con una actitud positiva hacia la implementa-
cién debido a que representa un crecimiento académicoy
la adquisicién de nuevas habilidades, y eso es una mues-
tra del compromiso docente con su universidad y sus es-
tudiantes. En este caso, el discurso de los docentes tiende
a denotar una buena actitud hacia la implementacién de
EMI en alguna de sus clases. Una idea muy presente es la
necesidad de incrementar su dominio del idioma, espe-
cificamente en la produccion oral, debido a que no men-
cionan problemas con el dominio de los contenidos de las
asignaturas, sino, mas bien, en el hecho de desarrollarlos
de manera verbal en inglés. Este discurso también distin-
gue a la implementacién de EMI como un reto que traeria
un desarrollo profesional tanto para docentes como para
estudiantes.

Figura 2. Actitud docente al participar en la implementacion de EMI
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Estoy con toda la apertura para nuevos retos, qui-
za por asi decirlo, primero debo prepararme y con
muchisimo gusto, porque es un crecimiento para
miy obviamente para los estudiantes, y pues si me
arriesgaria una vez que tenga esta preparacion.
Pero siento que si tengo todas las capacidades o
habilidades para hacerlo. Obviamente ahorita no
puedo visualizar una clase totalmente en inglés
(DP1).

(Si tuviera una capacitacion previa? Quizas si. En
este momento yo no me siento capaz de tener ni
siquiera una conversacion de café en inglés, en-
tonces mucho menos de darles una clase en inglés
porque mi grado de inglés para una conversacion
no es bueno (DP2).

Si me interesaria, consideraria que seria dificil,
necesitaria prepararme mucho, no en términos
de contenido obviamente porque si domino la
materia, ese no seria el problema. Tampoco seria
el problema en buscar la informacién ahora en
inglés porque siempre estoy revisando material
en inglés; el problema seria como tal impartir la
clase, ya al hablar en inglés eso seria el problema
(DP3).

Por otro lado, existe en el discurso, una marcada
consideracion hacia el logro de objetivos de aprendizaje de
los estudiantes. Esto debido a que es comUn que existan
temas que son dificiles en si mismos y al desarrollarlos en
inglés se podrian esperar complicaciones para sus estu-
diantes. Puny Jin (2021) destacan que se considera que los
estudiantes dominaran el idioma por el sélo hecho de ex-
ponerlos a él de manera masiva y constante. Sin embargo,
esta idea puede llegar a representar una dificultad debido
a que, ademas de adquirir el conocimiento de las asigna-
turas disciplinares, deben sobreponerse a su falta de habi-
lidad eninglés. Es por ello que es esencial tomar en cuenta
la opinion y las habilidades tanto de docentes como estu-
diantes respecto a la implementacion de cursos con EMI.
Dearden (2014) también destaca que una implementacién
de EMI puede ser contraproducente de no hacerse con cui-
dado. Docentes y estudiantes pueden ver su autopercep-
cion de logro afectaday esto puede causar malas actitudes
hacia las clases o incluso abandono de los cursos.

También se debe considerar la participacién de los
jovenes, el interés de ellos. Si de por si, en nues-
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tro idioma casi no ponen atencién, no brindan
interés, entonces también debemos de focalizar
esta posibilidad de que los alumnos tengan esa
oportunidad y se muestren interesados, porque
yo puedo decir que si puedo participar, que tengo
ese interés, pero [los resultados de la implemen-
tacién] son totalmente [posibles]si estan interesa-
dos docente y alumno (DP4).

Percepcion de docentes de la Licenciatura en Psicolo-
gia sobre el efecto que EMI podria tener en el aprendi-
zaje de sus estudiantes

Galloway (2020) destaca que uno de los beneficios mas
atractivos para llevar a cabo cursos EMI en distintas IES es
que son un gran medio para posicionarse en mejores luga-
res en rankings internacionales y esto provoca una mayor
empleabilidad para los estudiantes. El discurso analizado
destaca que la implementacién de EMI supondria un reto
personal, sin embargo, también se debe considerar la
opinién de los estudiantes de la licenciatura. Se pudieron
detectar ideas claves sobre como los docentes consideran
que la implementacién de EMI afectaria el aprendizaje de
sus estudiantes. Algunos comentarios destacaban que EMI
representaria un muy buen complemento para el perfil
académico y profesional de los egresados como lo sefiala
DP1 “Tendria ventajas porque creo que complementaria
su formacién dentro de esa area, lo harian parte de su vida
diariay esto pues sabemos que beneficia en un futuro den-
tro de un ambito laboral a los estudiantes”.

Existe otro discurso sobre la idea de que la imple-
mentacion de EMI requiere una metodologia apropiada
que permita satisfacer los requerimientos necesarios para
impartir un curso de contenidos disciplinares en inglés. Se
desarrolla la idea de que recurrir a una ensefianza tradi-
cional seria contraproducente para el aprendizaje de sus
estudiantes. Ademas, se destaca que en una clase de EMI
el docente no tendria que enfocarse en la forma en que sus
estudiantes hacen uso de inglés, sino en que se desarrolle
una competencia comunicativa que les permita compren-
der el contenido de la clase y se logren los objetivos del
curso. Los aspectos mencionados anteriormente también
son destacados por Galloway (2020) y Dearden (2014) quie-
nes consideran que es muy comun que no exista una meto-
dologia clara para la implementacién de EMI e incluso para
la evaluacion del mismo. DP3 lo menciona de la siguiente
manera: “No me detendria a revisar [aspectos] gramaticos
o de pronunciacién y tendria que valorar mas la idea ge-
neral que ellos quieren plasmar y el hecho que se hayan
aventurado a realizarlo”.
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Figura 3. Percepcion de docentes de la Licenciatura en Psicologia sobre el efecto que EMI podria tener en el apren-
dizaje de sus estudiantes
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Aqui la estrategia tendria que ver un poco con ir
incrementando el nivel de acuerdo al funciona-
miento de las clases. Tal vez, al principio no les pe-
diria un ensayo probablemente de cuatro hojas o
de cinco hojas, tal vez al principio deberia ser algo
mas pequeno y que sea escrito, porque si desde
el principio yo les pido un ensayo de cinco o seis
hojas en inglés, lo Unico que va a generar es que
utilicen el traductor, lo van a hacer en espariol y lo
van a traducir; me van a entregar algo que no hi-
cieron y que no entienden. Sin embargo, si yo me
muestro mas flexible y un poco mas en su zona de
desarrollo préximo puede ser que si lo hagan y va-
yan mejorando (DP3).

El discurso también distingue que el aprendizaje
por parte de sus estudiantes podria tener consecuencias
negativas que pueden verse reflejadas en: poca compresién
en las clases, complicaciones para profundizary desarrollar
los temas, mala actitud por parte de los estudiantes hacia
la clase o incluso hacia el docente por algun tipo de frustra-
cion, lo anterior por poseer un bajo dominio del inglés que
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3.3 Efecto negativo: EMI podria
causar poca adquisicién de
conocimiento y comprension en las
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les dificulte participar en clase, causando una desercién
de estudiantes del curso. De acuerdo con Dearden (2014),
un curso EMI sin una buena planeacién podria provocar
el estudio superficial de los contenidos de las asignaturas
impartidas con EMI. Dearden también destaca que puede
causar que los estudiantes se sientan intimidados, que no
desarrollen habilidades para adaptarse a la clase y que es
probable que abandonen el grupo. Sin embargo, también
existen estudiantes que se sobreponen a sus limitaciones
con elidiomay desarrollan habilidades de aprendizaje.

En la materia de adicciones, la primera vez que la
imparti, los chicos que estaban [inscritos] habian
tomado la materia de psicobiologia con otro do-
cente que les dio la materia justamente en inglés.
Entonces la materia de psicobiologia es un tanto
compleja porque hablamos de procesos neurold-
gicos, conceptos bioldgicos, conceptos fisioldgicos
y adicionalmente pues neurotransmisores, etcéte-
ra. El detalle fue que precisamente se las dieron en
inglés, en primer y segundo semestre, entonces los
chicos venian quizas con un nivel de inglés muy bajo
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y no alcanzaron a entender muchas cosas de las que
se manejaron en la materia, como que se quedaron
(...) con fragmentos de lo que pudieron captary no
pudieron armar laidea completa; pero creo que eso
si ellos hubieran llevado, por ejemplo, una materia
con ese grado de inglés a lo mejor en sexto semes-
tre, yo creo que hubiera sido totalmente diferente,
porque el grado de inglés ya era mejor (DP5).

Transversalidad: Integracion del Inglés en las clases
disciplinarias

Durante las entrevistas también se buscé indagar sobre la
forma en que el inglés se integra a las clases disciplinares
por parte de los docentes. Es de destacar que si existe una
integracion del idioma y ésta se realiza por medio del uso
de texto académicos, principalmente articulos de bases de
datosy libros. Algunos docentes usan recursos multimedia
como videos, tal como lo menciona el PDI 2017-2021 de
la institucion (BUAP, 2018). Sin embargo, también se en-
contrd que existe una tendencia a la traduccioén de dichos
materiales; es decir, no se usan en inglés. En la figura 4, se
muestra la red semantica sobre la integracién del inglés a
las clases disciplinares y posteriormente, se desarrolla una
descripcién de la integracion del idioma que los docentes
hacen en sus clases disciplinares.

Respecto a la integracién del inglés en las clases
disciplinares se pudo identificar que los docentes si la rea-
lizan, sin embargo, esta integracion esta condicionada a
su dominio del idioma. Durante el analisis de los datos, se
pudo encontrar que los docentes reconocen que existe una
gran variedad de fuentes valiosas en inglés para las clases,
pero es comun que no las incluyan porque no pueden en-
contrar una version en espafiol y no cuentan con el domi-
nio necesario para usarlas. Algunos docentes lo comentan
de la siguiente manera.

Si tengo esa limitante en cuanto a integrar este
tipo de textos, los hay, porque yo los he revisado
y si los hay, pero creo que para poder utilizarlos
dentro de mi materia... sinceramente yo no inte-
gro esas referencias, esa informacién, porque no
me siento capaz para poder abordar la misma.
Entonces usaria el traductor y soy sincera con esta
informacion (DP1).

No lo incluyo porque no lo domino, mi grado de
inglés es interpretativo. De hecho, en la maestria el
grado deinglés o la certificacion, por asi decirlo, es
interpretativa; basicamente por la cuestion de tex-
tos. Entonces a ese grado, creo que es importante

Figura 4. Transversalidad: integracion del inglés en las clases disciplinarias de la Licenciatura en Psicologia
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porque las investigaciones, digamos que lo mas
reciente que podemos encontrar, no siempre esta
en espanol para nuestra rama, si lo encontramos
en digital pues ya tenemos la super ventaja del
traductor de internet donde ya puedes traducir la
pagina (DP2).

Por otra parte, los informantes comentan que la
forma mas comun en que integran el inglés es por medio
de textos académicos, presentaciones en clase, asi como
libros y articulos en bases de datos. Sin embargo, también
hay docentes que lo hacen por medio de recursos multi-
media como videos.

La realidad es que siempre trato de manejar por lo
menos una bibliografia [en inglés] en temas de in-
vestigacion. Toda la busqueda siempre se las pido
en inglés, especificamente que se metan a Scopus,
a Redalyc o a algun tipo de servidor de estos y que
busquen purainformacién en inglés, que no le den
opcion a buscarlo en espafol (DP7).

También, por ejemplo, videos de YouTube: hay al-
gunos videos muy interesantes, pero no estan en
nuestro idioma, estan en inglés, entonces trata-
mos de revisarloy... bueno en algunos casos sime
ha funcionado. Los chicos perciben el contenido,
claro, estda mas que obvio que la interpretaciény la
percepcién no es tan amplia, yo alcanzo a enten-
der algunos términos, conceptos, no soy un exper-
to, pero eso si es lo que aplico (DP4).

Un elemento que se destaca en el discurso sobre
la integracion del inglés a las clases disciplinares es que
se tiende a buscar y llevar los textos del inglés al espafol.
Esta adaptacion de la bibliografia del inglés al espafol
se realiza principalmente por medio de traducciones de
internet, traducciones por parte del docente durante las
clases, o la interpretacion de los textos por los profesores
y los estudiantes también durante las clases. Algo a desta-
car es que los docentes que no integran recursos en inglés
mencionan que no lo hacen por su bajo dominio del mis-
mo, pero ademas por una cuestion ética: de acuerdo con
ellos, no seria ético usar un material que no pueden domi-
nar completamente para revisar con sus estudiantes: “Yo
creo que no seria ético el trabajarlo de esa manera porque
hay diferencias, puede haber algin sesgo en cuanto a la
traduccion de la informacién, entonces es por ello que yo
no integro este tipo de herramientas” (DP1).

ROMERO, VILLANUEVA & RODRIGUEZ

Transversalidad: Conocimiento de los docentes sobre
los Programas de Lengua Extrajera.

Durante las entrevistas a docentes responsables de im-
partir asignaturas disciplinares se buscé indagar el co-
nocimiento que éstos tienen sobre los programas de la
asignatura de Lengua Extranjera (LE) que se imparte en
su programa educativo. En su discurso se pudo notar que
existe un desconocimiento sobre los contenidos que se de-
sarrollan en las clases de LE, asi como de las habilidades
del idioma que se buscan desarrollar en sus estudiantes.
Al elaborar mas su discurso, comentaron sus suposiciones
sobre lo que se ensefay se aprende en las clases de LE. En
la figura 5, se presenta la red semantica que muestra las
categorias identificadas en el discurso.

Los docentes de la Licenciatura en Psicologia co-
mentan que realmente no tienen conocimiento sobre los
programas de LE para su licenciatura y que lo poco que
conocen es debido a que escuchan a sus estudiantes co-
mentar sobre algunas actividades que deben realizar para
las asignaturas de inglés o simplemente porque, al ingre-
sar al salén durante un cambio de clase, pueden notar al-
gunos apuntes dejados por docentes de LE en el pizarrén.
Ademas, algunos docentes comentaron que no estan segu-
ros sobre el nimero de niveles de LE que sus estudiantes
deben cursar en la Licenciatura de Psicologia. En este as-
pecto, se puede concluir que algunos puntos establecidos
por el PDI 2017-2021 (BUAP, 2018) de la institucion para el
desarrollo de LE como un eje transversal se cumplen par-
cialmente debido a que, al parecer, no hay trabajo conjunto
entre asignaturas disciplinares y las de LE. Sin embargo, si
se integran materiales en inglés a las clases, pero es comun
que sean traducidos al espafol por medio de traductores
en linea o por el docente de las asignaturas. Algunos docen-
tes lo comentan de la siguiente forma: “No me he dado a
la tarea de revisar los programas, pero creo que al menos
tengo la idea. No sé si estoy en lo correcto, existen 4 niveles,
pero exactamente el programa yo no lo conozco” (DP1).

El discurso en torno al tipo de inglés que se desa-
rrolla en las asignaturas de LE es que se ensefia a traducir,
que se ensefa un inglés con propdsitos especificos, por
ejemplo, vocabulario para consultar a pacientes, que se
prioriza la produccién oral y que se ensefia un inglés ba-
sico; DP1 lo menciona de la siguiente manera: “[Se ense-
fia] La presentacion de las diferentes profesiones o como
comunicarse con tu paciente, en este caso en psicologia,
pues la conversacion mas que nada, eso es lo que creo que
abordan dentro de la materia”, por otro lado DP6 mencio-
na: “algunas veces paso [cerca del aula] y estan en clase,
estan en la conversacion, el manejo de la conversacion,
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Figura 5. Transversalidad: conocimiento de docentes sobre los Programas de Lengua Extrajera.
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mantener una platica y en algunas ocasiones he escucha-
do de ellos mismos que estan haciendo traducciones.

Asignaturas destacadas por docentes para una posible
Implementacién de EMI

Dearden (2014) destaca que un reto referente al ambito
académico es la adecuada seleccion de asignaturas apro-
piadas para serimpartidas por medio de EMI debido a que,
si esto no se hace de manera planeada, puede llegar a afec-
tar el desarrollo de la clase de manera negativa. En este
caso, los docentes de la Licenciatura en Psicologia consi-
deran que EMI puede serimplementado en tres momentos
de la misma. Algunos docentes destacaron que seria bue-
no comenzar la implementacion de EMI en las asignaturas
pertenecientes al area de Formacion General Universitaria
(FGUM), algunos otros destacaron que podria comenzarse
con asignaturas de formacion basica de la licenciatura. Fi-
nalmente, otros comentaron que también se podriaimple-
mentar en el nivel formativo. Entre las razones para elegir
asignaturas pertenecientes a FGUM, se expresé que son
materias en las cuales se proveen a los estudiantes conoci-
mientos basicos referentes al citado en APA y se desarrollan
habilidades relacionadas a la lectura y escritura.

Yo diria que taller de Lectura y Redaccion, donde
también hay articulos y obviamente, aprenden
a usar el manual APA. El manual APA es esencial
para sus estudios y en ese taller se revisa. El ma-
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nual APA va en la séptima edicién en inglés, pero
nosotros utilizamos la tercera [edicidn] en espa-
fol, entonces esta pudiese ser una ventaja para los
estudiantes (DP1).

Respecto a las asignaturas de nivel basico de la
Licenciatura en Psicologia, el discurso de los docentes
destaca que existen algunas que permiten un dialogo per-
manente en clase. Esto es debido a que los contenidos no
tienden a concentrarse en aspectos clinicos o en tecnicis-
mos, sino en aspectos educativos o relacionados al desa-
rrollo humano que permiten una reflexion e intercambio
de ideas constante.

La asignatura de sexualidad, porque hablamos
de temas un poco mas comunes, no tan técnicos.
Entonces, por ejemplo, en una prueba psicométri-
ca pues necesariamente vamos a las tablas, la me-
todologia es como mucho mas estricta, tenemos
ciertos requisitos para la aplicacion. O sea, todo
tiene que ser como muy controlado mientras que,
si hablamos de parametros como sexualidad, por
ejemplo: podemos hablar de la sexualidad del ado-
lescente, la sexualidad de la infancia, la sexualidad
del adulto mayor, podemos hablar de la sexuali-
dad en personas con discapacidad. Son temas mas
generales donde inclusive el acceso o la obtencién
de lainformacion no estaria tan limitado (DP4).
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Figura 6. Asignaturas destacadas por docentes para una posible implementacién de EMI
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6.4 Asignaturas de nivel formativo

6.3 Asignaturas sin tecnicismos

6.2 Asignaturas de nivel basico de la
licenciatura

6.6. Asignaturas posteriores a los
niveles de LE en la malla curricular

6.8 Asignaturas no tan rigurosas
respecto a su contenido

Primero pensaria que Desarrollo Humano | es una
buena oportunidad para empezar, porque los con-
tenidos son muy accesibles, hay mucha informa-
cién en inglés. Es una materia en general que les
gusta a los estudiantes, podria ser algo positivo
porque se van desde el comienzo acostumbrando.
Yo diria Desarrollo Humano |, Desarrollo Humano
Il son materias relativamente accesibles (DP3).

En el nivel formativo, el discurso de los docentes
destaca asignaturas que pertenecen al area clinica, social
u organizacional en las cuales, los contenidos parecen ser
un poco mas rigurosos, pero, al mismo tiempo, los estu-
diantes tendrian que haber cursado los cuatro niveles de
inglés y podrian trabajar con material en inglés. Ademas,
una idea presente para seleccionar asignaturas del nivel
formativo es que los estudiantes, a estas alturas, contarian
con una formacién mas consolidada hacia convertirse en
profesionales de la psicologia, es decir, después de dos
anos de pertenecer a la Licenciatura en Psicologia conta-
rian con mas conocimiento de su area y podrian pasar al
estudio de la misma por medio de mas recursos en inglés.

Tal vez algunas materias mas avanzadas, la neu-
ropsicologia o estrategias de intervencion social,
clinica u organizacional porque son para estudian-

de la licenciatura

6.7 Los estudiantes ya cuentan con
mayor dominio del contenido de su
licenciatura

6.5 Asignaturas con vasto material
no traducido al espafiol

tes que se supone que pasaron cuatro niveles de
inglés. Ademas de eso, ya dominan cierto conteni-
do de psicologia, aunque son materias mas espe-
cificas ya ellos tienen cierto bagaje que les permite
entender mejor, aunque esté en inglés (DP3).

Conclusiones

Los docentes de la Licenciatura en Psicologia del CRN de
la BUAP en Teziutldan muestran interés hacia una posi-
ble implementacion de EMI en alguna de las asignaturas
disciplinares que imparten. Debido a que esto implicaria
un reto consideran que seria complicado realizarla, pero
también representaria un crecimiento académico y labo-
ral tanto para docentes como estudiantes. Sin embargo,
también consideran que es importante tomar en cuenta
elementos esenciales para que el proyecto se desarrolle
de manera exitosa. Destacan como elementos esenciales:
el incremento del nivel de dominio del inglés por parte de
los docentes, especificamente en la produccion oral, y el
desarrollo de una metodologia adecuada que evite y pre-
venga que una clase que haga uso de EMI se confunda con
una clase tradicional de inglés o con una conferencia en
inglés. Lo anterior, debido a que los docentes no se deben
enfocar principalmente en la forma del idioma, sino en el
mensaje del mismo. Ademas, se debe tomar en cuenta la
opinién de los estudiantes debido a que éstos podrian no
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contar con el nivel requerido de dominio del idioma lo cual
podria causar problemas en sus procesos de aprendizaje al
no permitirles profundizar en el conocimiento de asignatu-
ras de nivel formativo.

Parece ser que EMI podria representar una forma
de fomentar la transversalidad entre las asignaturas dis-
ciplinares y el uso del inglés. De acuerdo con los partici-
pantes, el inglés se hace presente en las clases basicas o
formativas de la licenciatura, principalmente por medio
de la lectura de articulos académicos. Sin embargo, los
docentes también destacan que es muy comun que se pre-
fiera hacer uso de fuentes en espafiol, dejando de lado las
gue se encuentran en inglés, esto a pesar de saber que la
informacion mas actualizada sobre sus asignaturas se en-
cuentra en inglés. La dinamica mencionada, podria tener
un efecto negativo en la formacion de los estudiantes de la
Licenciatura en Psicologia debido a que podrian no tener
acceso al estado del arte de su area de conocimiento.

Referencias

Se puede concluir que, actualmente, las condicio-
nes para llevar a cabo laimplementacién de EMI no son las
ideales y que si se desea llevar a cabo en el CRN, seria un
buen comienzo incrementar el nivel de dominio de inglés
en los docentes, ademas de generar una dinamica de es-
tudio que se enfoque en el aprendizaje de contenidos dis-
ciplinares sin penalizar los errores que pudieran tener sus
estudiantes; es decir, se requiere crear un espacio seguro
tanto para docentes como para estudiantes que estudien
con EMI que les permita “equivocarse” y mejorar constan-
temente. Ademas, a partir de las ideas expresadas por los
docentes, y como complemento de esta investigacion, se-
ria recomendable realizar otra investigacion que permita
indagar las percepciones de los estudiantes hacia una po-
sible implementacion de EMI en algunas asignaturas de su
programa de licenciatura.

Asociacién Nacional de Universidades e Instituciones de Educacion Superior (2018). Vision y accién 2030 Propuesta de la ANUIES

para renovar la educacion superior en México.

Galloway, N. (2020). English in higher education - English medium. British Council.
Banks, M. (2018). Exploring EMI lecturers’ attitudes and needs. EPIC Series in Language and Linguistics, 3(1), 19-26. https://easy-

chair.org/publications/open/k9B5

Benemérita Universidad Autdbnoma de Puebla (2007). Modelo Universitario Minerva.

Benemérita Universidad Autonoma de Puebla (2018). Plan de Desarrollo Institucional 2017-2021. Gaceta Universitaria BUAP,
37(225), 7-64. https://repositorio.buap.mx/rdci/public/inf public/2018/0/gaceta225.pdf

Corrales, K. A., Rey, L. A. P. y Escamilla, N. S. (2016). Is EMI enough? Perceptions from university professors and students. Latin
American Journal of Content & Language Integrated Learning, 9(2), 318-344. https://laclil.unisabana.edu.co/index.php/

LACLIL/article/view/7094/pdf

Dearden, J. (2014) English as a medium of instruction - a growing global phenomenon. British Council. https://www.britishcoun-
cil.org/sites/default/files/e484 emi - cover option 3 final web.pdf

Flick, U. (2018). Introduccién a la investigacion cualitativa. Morata.

Macaro, E., & Akincioglu, M. (2018). Turkish university students’ perceptions about English Medium Instruction: exploring year
group, gender and university type as variables. Journal of Multilingual and Multicultural Development, 39(3), 256-270.

http://dx.doi.org/10.1080/01434632.2017.1367398

Macaro, E., Curle, S., Pun, J., An, J., & Dearden, J. (2018). A systematic review of English medium instruction in higher education.
Language Teaching, 51(1), 36-76. https://doi.org/10.1017/S0261444817000350

Maxwell, J. (2019). Disefio de investigacion cualitativa. Gedisa.

Mejia-Pérez, G. y Worthman, S. (2017). La geografia de las oportunidades. El caso de las sedes de las universidades auténo-
mas en municipios con poca oferta de educacion superior. Revista Iberoamericana de Educacion Superior, 8(23), 25-48.
http://www.scielo.org.mx/scielo.php?script=sci _arttext&pid=52007-28722017000300025&Ing=es&tlng=es

Pun, J.y Jin, X. (2021). Student challenges and learning strategies at Hong Kong EMI universities. Plos one, 16(5), 1-16. https://doi.

org/10.1371/journal.pone.0251564

Thompson, G., Aizawa, |, Curle, S., & Rose, H. (2019). Exploring the role of self-efficacy beliefs and learner success in English me-
dium instruction. International Journal of Bilingual Education and Bilingualism, 25(1), 196-209. https://doi.org/10.1080/

13670050.2019.1651819

@ Lenguas en Contexto




CISNEROS & GARZA

IDENTIDAD PROFESIONAL DE ESTUDIANTES
DE TRADUCCION: UNA PERSPECTIVA NARRATIVA

Katia Paola Cisneros Rosas

Facultad de Filosofia y Letras
Universidad Autonoma de Nuevo Leon
katiacisneros25@outlook.com

Nallely Garza Rodriguez

Facultad de Filosofia y Letras
Universidad Autonoma de Nuevo Leén
nalle24@gmail.com

Resumen

La identidad profesional se construye durante la forma-
cion académica e indica el sentido de pertenencia de un
profesionista a su campo de estudio. Este articulo explo-
ra la construccioén de la identidad profesional de los es-
tudiantes de traduccion (3, 6° y 9° semestre) mediante
una investigacién de tipo cualitativa utilizando el méto-
do narrativo. La poblacién consistié de 15 estudiantes de
la Facultad de Filosofia y Letras de la Universidad Auto-
noma de Nuevo Le6n (UANL). Como instrumento de re-
coleccion, se utilizd una narrativa abierta para conocer
las perspectivas que los estudiantes tienen acerca de su
profesién y los cambios que ocurren en estas durante su
formacion académica. Para su analisis, segmentacion
y categorizacion se utilizo el software MAXQDA 12. Las
primeras perspectivas de los estudiantes de traduccion
se refieren a hablar inglés como segunda lengua y a sus
beneficios. Los resultados del estudio indican que los
cambios de percepcidén sobre su profesion pueden ser
positivos o negativos, y se relacionan directamente con
la formacién académica que se recibe. El impacto de la
investigacion radica en el reconocimiento del desarrollo
de la identidad profesional durante su formacion acadé-
mica que permita realizar adecuaciones en los progra-
mas de estudio para que los estudiantes fortalezcan su
identidad antes de integrarse al campo laboral.

Palabras clave: estudiantes de traduccion, traduccion,
identidad profesional, construccién de la identidad pro-
fesional.

Abstract

The professional identity is developed during the aca-
demic training years, and it shows the sense of belonging
of a professional to their field of expertise. This research
explores the development of the professional identity of
translation students (3", 6", and 9" semesters) through
qualitative research using the narrative method. The re-
search population consisted of 15 students at the School
of Philosophy and Arts, UANL. The study instrument used
was an open narrative to know scholars’ perspectives
about their profession and the changes that occur in these
during their academic training. To analyze, segment, and
categorize the open narratives, the software MAXQDA12
was used. The initial perspectives of translation students
are related to speaking English as L2 and its benefits. The
research findings indicate that the changes in their view-
points about their profession can be positive or negative,
and they are related to their academic training. The im-
pact of the research lies in the professional identity de-
velopment exploration during the academic training that
allows curricula adjustments so that students strengthen
their identity before entering the labor field.

Keywords: translation students, translation, professional
identity, professional identity development.

Introduccion

a identidad es aquella identificacién del “ser” que
Lcada persona hace de si mismay del rol que desem-

pena en los diversos contextos en que se ve inmerso;
esta otorga a cada sujeto un sentido de individualidad
y a la vez de pertenencia colectiva. Principalmente, la
identidad se identifica en los contextos bioldgico, psico-
l6gico, social, cultural (Ruvalcaba-Coyaso et al., 2011),
educativo (Sayago et al., 2008) y profesional (Andrade,
2014). Ahora bien, la identidad profesional es aquella
que una persona construye durante su formacién acadé-
mica respecto al rol que desempeifia en el campo laboral;
es decir, su identificacién y valor como un profesionista
y de todo aquello que realiza (Balduzzi y Egle, 2010; Mu-
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lone, 2016; Ruvalcaba-Coyaso et al., 2011). De acuerdo a
Balduzziy Egle (2010):

La identidad profesional es concebida como un
proceso de caracter dindmico mediante el cual
el sujeto se define a si mismo en relacién con un
espacio de trabajo y un grupo o colectivo pro-
fesional de referencia, es decir, en términos de
una ocupacioén, oficio o profesién y respecto de
aquellos que la ejercen. (p. 67)

La identidad profesional se construye durante
los afos de la formacion académica y la recién incorpo-
racion al ejercicio laboral, puesto que es el periodo en
que, como Mulone (2016) menciona, el estudiante se va
convirtiendo en un profesionista. Es durante laformacién
académica que el individuo vive diversas experiencias,
desarrolla nuevos vinculos y adquiere nuevos conoci-
mientos y habilidades, los cuales son factores basicos
para la construcciéon de esta identificacién. Tal como lo
afirman Sayago et al. (2008), “la identidad profesional se
construye y reconstruye desde las fases de la carrera, los
acontecimientos, las influencias de los centros educati-
vos y las relaciones con los docentes” (p. 554).

Cabe mencionar que, en el periodo de la forma-
cion académica, el proceso de seleccién de la carrera
profesional también se toma en cuenta. Al momento
de elegir una licenciatura, se espera que cada aspirante
sepa con seguridad “qué es lo que quiere hacer, de qué
maneray en qué contexto” (Figueroa, 1993, p. 6). Sin em-
bargo, en la mayoria de los casos, los jévenes carecen de
suficiente madurez para tomar tal decision, puesto que
se dejan llevar por aspectos superficiales de las licen-
ciaturas. Tal como lo indica Mulone (2016), los jévenes
deciden a la ligera porque se dejan influenciar por “pre-
suposiciones y expectativas sobre lo que implica desem-
pefarse y ganarse la vida en (una) profesion” (p. 154).
Es decir, ellos ignoran, en gran medida, lo que implica
formarse en la licenciatura que eligieron. Esto, posterior-
mente, influye en la construccién de su identidad pro-
fesional a medida que avanzan en sus estudios. Mulone
(2016) también sefala que, en la identidad profesional,
hay un replanteo de ideas respecto a la determinacion
de integrarse al campo laboral o a flexibilizar las expec-
tativas que se tiene de la profesion.

En el &rea de la traduccién, como afirman Singer
et al. (2020), la construccion de la identidad profesional
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ha sido escasamente investigada. No obstante, estudios
como los de Ordofiez (2010) y Valdez (2010), han demos-
trado que la construccién de la identidad profesional
implica un proceso de cambios graduales respecto a las
perspectivas y expectativas que se tienen de la profe-
sién. En su investigacion, Ordoriez (2010) sefiala que los
estudiantes de traduccion inician sus estudios con una
idea ‘romantica’ e idealizada de la traduccién y del as-
pecto socio-profesional del oficio, la cual se transforma
poco a poco a través de las experiencias escolares. Res-
pecto a la idealizacion de la profesién, esta consiste en
que los estudiantes de traduccién inician sus estudios de
acuerdo a mitos o falsas concepciones profesionales. Asi
como Valdez (2010) indica en su estudio, las falsas ideas
que el alumnado de traduccién ha expresado acerca de
sus estudios y profesion se caracterizan, principalmente,
por subestimar a la traduccién y su oficio, al considerar
que solo se necesita saber mas de un idioma. Por lo tan-
to, esto demuestra que los estudiantes de este campo no
son conscientes de lo que implica formarse profesional-
mente para ser traductores.

Segun Nida y Taber (1974), “la traduccién con-
siste en reproducir una equivalencia natural y exacta,
el mensaje de la lengua original en la lengua receptora,
primero en cuanto al sentido y luego en cuanto al estilo”
(p. 29). La traduccién es considerada un “puente” de co-
municacién entre dos culturas que no comparten el mis-
mo idioma y que, por lo tanto, permite el intercambio y
enriquecimiento de saberes, tradiciones, arte, etc. Paez
y Escalante (2000) definen a la traduccién como un acto
de comunicacion que “derriba barreras linguisticas y cul-
turales, que permite no solo diseminar las culturas de los
pueblos, sino también enriquecerlas, fortalecerlas y fer-
tilizarlas con contribuciones de otros pueblos [...], y que
constituye en si misma, una fuente de progreso” (parr.
6). Asi pues, se trata de una ciencia, arte, profesion y ofi-
cio que requiere de elementos linguisticos, culturales y
sociales para unir, eficientemente, dos 0 mas naciones.
El acto de traducir debe ser tomado con seriedad, pues
involucra el progreso de la civilizacién.

La actividad de traducir consiste en transmitir
un mensaje de una lengua a otra, respetando, en todo
momento, el sentido y sentimiento que el autor quiere
transmitir, asi como las culturas de origen y de meta; es
decir, es una actividad que va mas alla de saber idiomas.
Como lo explican Paez y Escalante (2000), un traductor
es un especialista de la comunicacioén y de la linguistica



cuya labor profesional consiste en lograr una comunica-
cion y comprension eficaz, natural y con sentido entre el
emisor de un mensaje y un receptor. Es importante men-
cionar que un traductor, para lograr una buena traduc-
cion, cuenta con una competencia traductora, la cual,
de acuerdo a Paez y Escalante (2000), se estructura de
tres elementos: conocimientos linguisticos y extralin-
guisticos, comprension lectora y redaccion de textos y
capacidad de cambiar linguisticamente. Por lo tanto, la
profesidn en traduccion implica mas que las idealizacio-
nes que los estudiantes tienen de ella.

Caberesaltar que, en la construccién de laidenti-
dad profesionalde losestudiantesdetraduccion, lateoria
y la praxis de la traduccién, los elementos que permiten
al estudiante conocer mas acerca de su campo de cono-
cimiento y de las tareas a desempeniar en el campo la-
boral son las experiencias, competencias y herramientas
obtenidas de dichos ejercicios. Ademas, estos elementos
participan en los cambios -positivos o negativos- de las
ideas ‘romanticas’ que los estudiantes habian adoptado
desde el principio. Es decir, la identidad profesional de
los estudiantes de traduccidn se construye mediante un
proceso que considera las experiencias vividas durante
el periodo escolar, ya sean buenas o malas, y se muestra
al ser parte del campo laboral (Mulone, 2016; Sayago et
al., 2008). Desafortunadamente alin existe un vacio en la
investigacion en México respecto a la construccion de la
identidad profesional de los traductores en comparacién
a otras profesiones como médicos o profesores, por lo
que resulta significativo abordar las razones por las cua-
les los estudiantes mexicanos seleccionan su carrera, las
expectativas que tienen de la misma y los factores que
influyen en su desarrollo de identidad durante su trayec-
toria académica.

Ahora bien, este articulo comparte informacion
de un proyecto de tesis de licenciatura que lleva por
nombre “Estudio narrativo sobre la identidad profesio-
nal de estudiantes de traduccién en la UANL”, en el que
se exploro6 la construccion de la identidad profesional de
los aspirantes a traductor mediante narrativas abiertas.
La investigacién, dentro del dmbito académico, tuvo
como objetivo identificar cémo los estudiantes de tra-
duccion construyen su identidad profesional mediante
la descripcidn de las perspectivas que ellos tienen acerca
de su profesion en tres diferentes momentos formativos.

Las preguntas de investigacion que guiaron el
proyecto son las siguientes:
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« ;Cuales son las perspectivas que tienen los es-
tudiantes de traduccién acerca de su profesién?
« ;Cuadles son los cambios en las perspectivas que
tienen los estudiantes de traduccién acerca de

su profesion que influyen en su identidad profe-
sional?

+ ;Como los estudiantes de traduccién construyen
su identidad profesional?

Finalmente, la relevancia de la investigacion ra-
dica en la contribucién a la expansidon del conocimiento
teorico sobre la identidad profesional de los traductores
mexicanos, asi como a la identificacion de aspectos aca-
démicos y personales acerca de estudiar una licencia-
tura con acentuacién en traduccion. Asi pues, se espera
que la informacion generada sea Util a aspirantes, estu-
diantes actuales y al cuerpo docente de las instituciones
que ofrecen un programa educativo referente a la cien-
cia de la traduccién para que conozcan aspectos de esta
formacion académica-profesional.

Marco Teodrico

Explorar la identidad profesional requiere, en primer
lugar, conocer la construccion del hombre en los con-
textos sociales en los que se desenvuelve, por lo que se
estudia la teoria sociocultural de Vygotsky (1925-1934),
la teoria de comunidades de practicas de Wenger
(2001) y el modelo reflexivo de Korthagen (1985). Estas
posturas se caracterizan por ser de caracter sociocul-
tural y estudiar el crecimiento social de los individuos.
La primera teoria estudiada corresponde a la desarro-
llada por Lev Semindvich Vygotsky, quien fue uno de
los psicélogos rusos mas conocidos en los campos de
la psicologia contemporanea y del constructivismo so-
cial. Vygotsky desarroll6 la teoria sociocultural -o tam-
bién historico-cultural- para explorar el rol que juega la
interaccién social en la construccion social del aprendi-
zaje y del mismo ser humano. De acuerdo a Romo (s/f),
la teoria sociocultural considera que todo individuo es
resultado de un proceso histérico y social mediante
el cual el conocimiento sucede, Unicamente, a través
de la interaccion entre el individuo y el medio social y
cultural. Para la teoria sociocultural, todo conocimien-
to y aprendizaje tiene su origen en un entorno social,
ya que son “procesos beneficiosos de transformacion
cognitiva y social que se dan en un contexto colabora-
tivo, es decir aprendemos al observar y participar con
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otros individuos” (Antén, 2010, p. 11). Por lo tanto, esta
teoria contribuye al entendimiento de la identidad pro-
fesional, debido a que esta se desarrolla y construye a
partir de los imaginarios sociales sobre las profesiones
que la sociedad crea y reproduce en sus comunidades.

Segln Lucci (2006), esta teoria considera que
el hombre es moldeado por la cultura que él mismo
crea; el individuo estd determinado por las interaccio-
nes sociales, es decir por medio de la relacion con otro
individuo determinado. Vygotsky desarroll6 esta nue-
va idealizacion respecto a las nuevas condiciones de la
sociedad y del individuo para ampliar el campo de la
educacion y la psicologia. En conclusion, la teoria so-
ciocultural se encarga de estudiar el desarrollo y proce-
so de aprendizaje de los seres humanos en relaciéon con
la interaccion social que estos mantienen en diferentes
contextos y con diferentes personas.

Referente a la teoria de comunidades practicas
de Wenger (2001), tiene como enfoque que las organiza-
ciones no son una piramide que promueve la autoridad
y la obediencia entre los individuos que la conforman,
sino que son comunidades de practica, las cuales son
“un grupo de personas ligadas por una practica comun,
recurrente y estable en el tiempo y por lo que aprenden
en esta practica comun” (Vasquez, 2011, p. 53). En su
teoria, Wenger recurri6 a los conocimientos de Vygots-
ky porque apoyaba la idea de que todo aprendizaje se
adquiere al interactuar socialmente.

Las comunidades de practica son parte de la
vida de todo ser humano, ya que este pertenece a di-
ferentes grupos que son parte esencial de su persona,
por ejemplo: la familia, la escuela, el trabajo, la reli-
gion, etc. Giraldo y Atehortta (2010) manifiestan que,
al formar parte de diferentes comunidades, se relacio-
na, por lo tanto, con diferentes tipos de personas con
quienes se dialogan diversos temas y se comparten
conocimientos. Esta convivencia diversa aporta a la
identificacién personal y comunitaria de un individuo,
por lo que se cree, como Wenger (2001) plantea, que
participar en estas “no solo da forma a lo que hacemos,
sino que también conforma quiénes somos y cémo in-
terpretamos lo que hacemos” (p. 22). En este caso en
particular, la universidad es la primera comunidad de
practica que permite a los aspirantes a traductor ir
desarrollandose profesionalmente y, posteriormente,
sera el area laboral donde ejerzan sus habilidades y co-
nocimientos.
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Resumiendo, pertenecer a una comunidad de
practica conlleva el experimentar la formacién de una
identidad que incluye significado y energia personal y
social (Wenger, 2001). Las identidades que obtengamos
de nuestras participaciones comunitarias seran las que
estructuraran nuestra persona. Desde el angulo laboral,
la participacion e interaccion en la comunidad de practi-
ca se da mediante la relacion aprendiz-experto, de modo
que, como menciona Vasquez (2011), el novato aprende
de la experiencia personal y laboral del veterano en el
espacio de trabajo. En consecuencia, la principal meta
de una comunidad de practica laboral es aprender una
practica laboral.

Finalmente, el modelo reflexivo de Korthagen
(o modelo ALAC) explica la construccion de la identidad
con base en procesos de reconstruccién en los que parti-
cipan la comunidad, la reflexién y el individuo (Ametller
y Alsina, 2017). En este modelo, él toma como pilar es-
tructural a la interaccidn en contextos sociales, puesto
que es el proceso que hace posible un aprendizaje efec-
tivo y la formacion individual. Para la creacion de este
modelo, se acudio a la teoria sociocultural de Vygotsky,
puesto que se consideran las habilidades sociales e indi-
viduales que las personas ponen en practica en sus dife-
rentes contextos de interaccién.

Este modelo se caracteriza por apoyar la inte-
gracion de la practica y la teoria, pues, mediante ambos
aspectos y un proceso de reflexion, se busca que tanto el
aprendizaje como la interaccion no sélo sean una simple
acumulacion de vivencias y trabajo socializados (Domin-
g0, 2013). Mediante la reflexion, el modelo de Korthagen
defiende el aprendizaje realista, el cual es la conexion
entre las experiencias practicas del individuo y el cono-
cimiento tedrico que adquiere de estas. Debe aclararse
que este tipo de aprendizaje permite la construccion y
reconstruccion de la personalidad profesionista de un
individuo.

En conclusion, el modelo de reflexion consta
de la integraciéon de cuatro principales elementos: el
individuo, los conocimientos tedricos, la practica y las
experiencias. Estos componentes se encargan de que
todo individuo sea capaz de aprender mediante una in-
trospeccién referente a las interacciones sociales que se
experimentan dia a dia; una introspeccién basada en la
realidad del sujeto contribuira a la construccién de su
identidad personaly social.



Metodologia

El proyecto de tesis siguié una metodologia cualitativa,
ya que la problematica propuesta implicaba explorar el
proceso mediante el cual se construye una identidad per-
sonal que, a la vez, permite la pertenencia a una comuni-
dad laboral. Asi también, se opté por tal enfoque debido a
que fueron recabados datos narrativos-descriptivos que
permitieron la introspeccion de dicho proceso. Creswell
(2009) describe que la investigacion cualitativa sirve para
explorar el significado que los individuos conceden a sus
vivencias. En este caso, la investigacion se enfocé en estu-
diar el significado de las perspectivas que los aspirantes a
traductor tienen acerca de su carrera. Por lo tanto, la me-
todologia cualitativa es aquella a través de la que es po-
sible estudiar las vivencias de los individuos y asimilar lo
que estas significan para ellos, asi como la influencia que
causan en ellos.

Ademas, el estudio del caracter cualitativo de
las perspectivas y experiencias de las personas garantiza
“una comprensién profunda del comportamiento, laemo-
cion, las actitudes y las experiencias humanas” (Tong et
al., 2012, p. 1). Asi pues, es el procedimiento de indagacion
que dirige tanto a la parte investigadora como a la comu-
nidad receptora a un mejor entendimiento de las perso-
nas y los diferentes procesos que experimentan durante
las etapas de sus vidas. Otra razén por la que se eligid
dicha metodologia es por el paradigma del constructivis-
mo social, ya que es la cosmovisién que busca asimilar el
mundo en que vivimos y trabajamos (Creswell, 2007). En
el presente, el constructivismo que se abord6 fue el de la
identidad profesional mediante la influencia de perspec-
tivas y experiencias personales-académicas.

Para conseguir un mayor soporte en el aspecto
cualitativo del estudio, se escogi6 el método narrativo. El
énfasis de dicho método consiste en dar respuesta a como
las personas se perciben a si mismas y a sus experiencias.
Es decir, permite que las personas bajo observacién en
una investigacion se vean inmersas en un proceso de re-
flexién y autoconocimiento. Tal como Clandinin y Conne-
lly (como se cit6é en Creswell, 2009) afirman, la narrativa,
como estrategia de indagacién, examina la vida de los in-
dividuos. Igualmente, al enfocarse en la realidad en la que
las personas existen, la narrativa estudia las identidades
personales y colectivas considerando la influencia que la
formacion académica impone en estas (Sparkes y Davis,
2018). Es decir, este método proporciona datos persona-
les y de comunidades a las que se pertenece, y hace posi-
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ble la reflexion acerca de los individuos.

El estudio utiliz6 la estrategia narrativa con una
estructura abierta, la cual se caracteriza por permitir que
se cuenten hechos que presentan la ausencia de un final.
De acuerdo a Londofio (2010), esta estrategia permite
relatar acontecimientos de la vida pasados, presentes o
futuros. Como instrumento de investigacion, la narrativa
abierta otorga al narrador y al investigador una flexibili-
dad de narracion e interpretacion, puesto que, al narrar
se resignifican experiencias e ideas con emociones (Arias
y Alvarado, 2015). Respecto al analisis de las narrativas
abiertas, se sigui6 la ruta metodolégica propuesta por
Quintero (2018), que incluye la transcripcion, codificacion
y organizacién de los datos. Dichas etapas se lograron a
través del software cualitativo MAXQDA 12 que permitio la
segmentacion y codificacion de las narrativas.

Participantes

La poblacién de la investigacién fue el alumnado de la li-
cenciatura de Ciencias del Lenguaje con acentuacion en
Traduccion de la Facultad de Filosofia y Letras de la Uni-
versidad Autonoma de Nuevo Ledn. Se realiz6 una téc-
nica de muestreo intencional (Creswell, 2009), en la que
los participantes se seleccionan debido a que pueden
proporcionar informacion relevante al estudio. Para se-
leccionar la muestra, se invité a estudiantes de 3er, 6toy
9no semestre a participar en el estudio, sin embargo, solo
30 estudiantes en total aceptaron. De estos participantes,
solo un total de 15 estudiantes respondieron el instru-
mento narrativo siguiendo los criterios establecidos para
que aportaran informacién para la investigacién. Por lo
tanto, la muestra final de 15 participantes consistié en 5
estudiantes de cada uno de los semestres seleccionados
(3ro, 6to, 9no). Para los criterios de seleccion de los se-
mestres se tomo en cuenta que expusieran el crecimiento
académico gradual que experimentan los participantes
durante su periodo de formacion; el estudio fijé el tercer
semestre como el inicio de la construccion de la identidad
profesional, puesto que es el periodo durante el cual los
estudiantes tienen su primer acercamiento con la traduc-
cion y la lingtliistica mediante asignaturas de esta indole.
Consiguientemente, el sexto semestre indicé el cambio en
la idealizacion que los estudiantes tienen acerca de su fu-
tura profesién, debido a que, para este tiempo, los sujetos
ya han generado experiencias académicas respecto a la
traducciéon y muestran mayor preocupacion por su porve-
nir laboral. Por ultimo, el noveno semestre determino las
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perspectivas finales que los estudiantes tienen acerca de
su carrera, ya que estos estan mas consientes acerca de lo
que quieren hacer o no al momento de buscar oportuni-
dades laborales.

Instrumento de Recoleccion de Datos

El instrumento del estudio consisti6 de una narrativa
abierta cuyafuncién fue obtenerla descripcién de las pers-
pectivas y experiencias de los estudiantes de traduccion
respecto al periodo académico en que se encontraban.
El instrumento consta de dos secciones: la presentacion
del proyectoy la narrativa abierta escrita (Ver Apéndice A).
Durante la aplicacién del instrumento, primero se explico
en qué consistia el estudio, asi también se determinaron
lasinstrucciones a seguir, en las cuales se incluian algunos
criterios a considerar en la narracion y se obtuvo el con-
sentimiento de los participantes respecto a la informacién
proporcionada. Posteriormente, se indicé el espacio para
escribir una narrativa cuya extensién fuera de un parrafo
de 15a 30 lineas.

Proceso de Implementacion del Instrumento

El proceso de recoleccién de datos const6 de dos etapas:
una prueba piloto y la aplicacién del instrumento. La
prueba piloto consistié en aplicar el instrumento a dos
estudiantes del 6to semestre para asegurarse de que la
estructura, las instrucciones y los requerimientos fueran
claras y adecuadas para conseguir la informacion reque-
rida. Por su parte, la aplicacién del instrumento se realizé
alir a los salones de los tres respectivos grados y solicitar
la participacion de los estudiantes. Al final, la recoleccién

de datos fue 6ptima, debido a que la informacion que
proporcionaron los estudiantes respet6 los aspectos re-
queridos. Ademas, se garantizé el anonimato de los parti-
cipantes al solicitarles que escribieran un nombre ficticio
en la hoja de consentimiento de participacion.

Analisis de Datos

El analisis de datos fue de caracter tematico, el cual, como
afirma Lopez (2002), es la técnica en la que se analizan las
ideas expresadas en un documento y sus significados. Asi
también, se siguid esta técnica, ya que, al procesar las na-
rrativas abiertas, se asignaron categorias y codigos a los
segmentos recuperados (Ver Tabla 1), lo que, por consi-
guiente, permitié dar respuesta a las preguntas de inves-
tigacion. Es decir, se utilizé la técnica de codificacion de
informacion por temas para realizar una interpretacién
de datos objetiva. Segiin Diaz (2018), el rasgo principal
de este tipo de andlisis es que surge de la lectura e iden-
tificacién de categorias tematicas en un documento. Para
este analisis se utilizo el software MAXQDA 12, cuya interfaz
hace posible un efectivo manejo y evaluacién sistemati-
ca de textos (VERBI Software, 2017). El MAXQDA 12 sirvié
para realizar tres procesos: organizar los documentos que
contenian las narrativas abiertas transcritas, identificar
temas en las narrativas y crear un sistema de categorias
con sus respectivos cédigos (Ver Figura 1). Respecto a las
categorias y codigos, este software contabiliza todos los
segmentos textuales recuperados para una ordenada in-
terpretacion (Ver Figura 2); la agrupacién de segmentos
permitié conocer el proceso mediante el cual los estudian-
tes de traduccién construyen su identidad profesional.

Tabla 1. Categorias y Codigos

Poblacion: Estudiantes de traduccion de 3°, 6°
y 9° semestre
Turno: Matutino

Muestra: 15 estudiantes

Categorias Codigos Segmento’s de
categoria
Primeras perspectivas e ideales de los estudi- Definicion personal de “Traducciéon” 34

antes de traduccién acerca de su licenciaturay
profesion

Razén por la que se eligi6 a la traduccion como licencia-

tura académica

Conocimiento acerca de la carrera en traduccion

Apreciacién de la carrera en traduccion

@ Lenguas en Contexto
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Cambios que ocurren en las perspectivas de los

estudiantes de traduccion

Principales dificultades experimentadas durante la li- 67

cenciatura

Cambios en lo que se consideraba como traduccion

Perspectivas acerca de la carrera

Perspectivas finales de los estudiantes de tra-
duccién acerca de su licenciatura y profesién

Conocimiento requerido para estudiar traduccion 4

Sugerencias para mejorar el plan de estudio de la licen-
ciatura

Perspectivas finales acerca de la carrera

La identidad profesional de los estudiantes de
traduccién

Objetivos que los estudiantes quieren alcanzar al estu- 12
diar traduccion

Segmentos totales

117

Figura 1. Interfaz del MAXQDA 12

Proyecto Vista Deocumento Codigos Variables Analisis Métodos mixtos
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Figura 2. Contabilidad de segmentos
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En esta seccion se presentan los resultados de la investigacion a partir de la relacion de las preguntas de investiga-

cién con sus respectivas categorias (Ver Tabla 2).

Tabla 2. Preguntas de investigacion y Categorias

Relacion entre preguntas de investigacion y categorias

Preguntas de investigacion

Categorias

(Cuales son las perspectivas que tienen los estudiantes
de traduccion acerca de su profesion?

Primeras perspectivas e ideales de los estudiantes de
traduccion acerca de su licenciatura y profesion

(Cuadles son los cambios en las perspectivas que tienen
los estudiantes de traduccion acerca de su profesion
que influyen en su identidad profesional?

Cambios que ocurren en las perspectivas de los estudi-
antes de traduccion

Perspectivas finales de los estudiantes de traduccién
acerca de su licenciatura y profesion

{Como los estudiantes de traduccién construyen su
identidad profesional?

La identidad profesional de los estudiantes de traduc-
cién

@ Lenguas en Contexto



Pregunta 1: ;Cuales son las perspectivas que tienen
los estudiantes de traduccion acerca de su profesion
en tres diferentes momentos?

Las principales perspectivas de los estudiantes
acerca de su licenciatura y profesién se identificaron
mediante su definicion personal de “Traduccién” y las
razones por las que eligieron formarse académicay pro-
fesionalmente en este campo. En el andlisis por el MAXQ-
DA 12, se designaron cuatro cédigos: definiciéon personal
de “Traduccion”; razén por la que se eligio la traduccion
como licenciatura académica; conocimientos acerca de
la carrera en traduccion; y, finalmente, apreciacion de la
carrera en traduccion (Ver Tabla 3).

Tabla 3. Categoria I: Primeras perspectivas e ideales de
los estudiantes de traduccion acerca de su licenciatura y
profesion

Categoria I: Primeras perspectivas e ideales de los
estudiantes de traduccion acerca de su licenciatura

y profesion
- Segmentos
Codigos g
recuperados
Definicién personal de “Traduc- 15
cion”
Razén por la que se eligio a la tra- 10
duccién como licenciatura acadé-
mica
Conocimientos acerca de la carrera 3
en traduccion
Apreciacion de la carrera en tra- 6

duccidén

Categoria l. Primeras perspectivas e ideales

Desde el punto de vista de los participantes del estudio,
la traduccién es uno de los canales mas importantes que
permite la comunicacién, el intercambio de saberesy de
negocios entre dos o mas naciones que no comparten el
mismo idioma. La traduccioén es aquel gran y sorpren-
dente puente que puede conectar a personas y a cultu-
ras. Igualmente, es aquella herramienta que ayuda a que
las personas entiendan el mundo y la realidad.

“La traduccidn es un puente entre lenguas y co-
municacién entre humanosy cultural de todo el mundo”
(Estudiante 5; 3er semestre).

“[...] también es una herramienta para poder en-
tender el mundo” (Estudiante 3; 3er semestre).

CISNEROS & GARZA

Ahora bien, la principal razén por la que los par-
ticipantes eligieron estudiar la licenciatura de Ciencias
del Lenguaje con acentuacion en traduccién fue por el
idioma inglés, pues querian aprenderlo y/o mejorar su
conocimiento previo del mismo. Asimismo, selecciona-
ron dicha licenciatura porque ansiaban aprender mas
idiomas. Este motivo se identificé en participantes de
los tres semestres seleccionados, por lo que se verifica la
concordancia del motivo de seleccion.

“Elegi la carrera de traduccion porque queria
aprender inglés” (Estudiante 1; 3er semestre).

“[...] de las principales razones que me motivo a
entender la carrera es la ‘curiosidad’ de aprender idio-
mas en distintos ambitos” (Estudiante 5; 6to semestre).

De igual manera, hubo quienes decidieron estu-
diar la licenciatura porque tenian un gran interésen la lin-
guistica y la disposicién de conocer otras culturas. Otro
factor fueron las asignaturas que se ofrecian en el plan
de estudio de la licenciatura. Por ultimo, se identificé el
gusto por leery escribir. Tal como lo mencionaron los es-
tudiantes Estudiante 1; 6to semestre, Estudiante 3; 3er
semestre y Estudiante 1; 9no semestre, respectivamente:

“[...] me gusta conocer otras culturas, se me hace
muy interesante cdmo viven las personas alrededor del
mundo y me gustaria poder entenderlos mediante los
idiomas, pues me parece emocionante poder hablar otro
idioma.”

“[...] por el interés que me cred dicha licencia-
tura, las materias que contenia y a futuro pensaba en el
conocimiento que llegaria a tener.”

“[...] porque me gusta mucho leer y escribir y
esto es esencial como traductor.”

En el Ultimo de los casos, la seleccién de la licen-
ciatura sucedié como una segunda opcién para aquellos
que no lograron ingresar a su primera opcion de forma-
cion académica. Esto muestra que los participantes ca-
recen de informacién previa acerca de la licenciatura y
la profesidn; la mayoria mostré que la seleccién de licen-
ciatura no fue porque conocieran qué es la traduccién,
los conocimientos requeridos para estudiar dicha licen-
ciatura o tuvieran una nocién acerca del campo laboral
de la profesion. Estos segmentos demostraron que los
estudiantes, como en muchos casos, no investigan de
manera correcta la licenciatura.

“Cuando entré a la carrera no tenia mucha infor-
macién acerca de la profesién puesto que, no fue mi pri-
mera opcién” (Estudiante 2; 6to semestre).
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“[...] en ese entonces no tenia ninglin conocimien-
to sobre la carrera, ni en que se basaba, no sabia que exis-
tia ciencias del lenguaje, ni mucho menos traduccién”
(Estudiante 3; 6to semestre).

Por ultimo, las nociones que tuvieron los partici-
pantes respecto a la traduccioén y ser traductores fueron
que no te limita a una sola area de conocimiento y que per-
mite contactarse con otras culturas; aspectos muy superfi-
ciales. Sin embargo, no incluyeron beneficios, desventajas,
dificultades, etc., acerca de la carrera.

“[...] no te limita a un area de conocimiento, sino
que puedes especializarte en el area médica, juridica, au-
diovisual, literaria, entre otros” (Estudiante 2; 9no semes-
tre).

“Gracias a ello nos es posible comunicarnos y co-
nocer las ideas, pensamientos y emociones de otras socie-
dadesy las culturas” (Estudiante 2; 3er semestre).

Pregunta 2: ;Cuales son los cambios en las perspectivas
que tienen los estudiantes de traduccion acerca de su
profesion que influyen en su identidad profesional?
Esta pregunta se respondié mediante las categorias Il y IlI,
puesto que se complementaban. La segunda categoria co-
rrespondié a los principales aspectos o experiencias que
causan cambios en las perspectivas e ideales de los estu-
diantes de traduccién con respecto a su carrera mientas
que la tercera categoria se formuldé mediante informacion
de las perspectivas finales que los estudiantes poseen res-
pecto a su licenciatura y profesion. En ambas categorias
tanto los cambios que experimentan en su formacién, asi
como en sus perspectivas sobre la profesion se realizaron
de forma transversal, es decir se tomaron en cuenta los
semestres seleccionados como puntos criticos de cambio
que permiten visualizar las diferentes perspectivas entre
los participantes de la etapa inicial, media y final de la li-
cenciatura.

Categoria Il. Cambios de perspectivas

Estas modificaciones fueron interesantes porque la mayo-
ria de los universitarios, antesy al principio de la licenciatu-
ra, presentan ideas muy vagas acerca de lo que decidieron
estudiar. No obstante, es durante la formacion académica
que ellos conocen un poco mas de la profesién para la que
estan preparandose, lo cual, de alguna manera, altera sus
expectativas. Los cddigos que representan tal categoria in-
cluyeron: principales dificultades experimentadas durante
la licenciatura; cambios en lo que se consideraba como tra-
duccién; y perspectivas acerca de la carrera (Ver Tabla 4).
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Tabla 4. Categoria Il: Cambios que ocurren en las pers-
pectivas de los estudiantes de traduccién

Categoria Il: Cambios que ocurren en las perspectivas de
los estudiantes de traduccion

Cadigos Segmentos recuperados

Principales dificultades experi- 11
mentadas durante la licenciatura

Cambios en lo que se considera- 2
ba como traduccién

Perspectivas acerca de la carrera 2

Codigo: Cambios en lo que se consideraba como traduccion

Sub cédigos Segmentos recuperados

Cambios positivos en las pers- 7
pectivas que los estudiantes de

traduccién tienen acerca de su

licenciatura

Cambios negativos en las pers- 11
pectivas que los estudiantes de

traduccién tienen acerca de su

licenciatura

Sub cédigo: Cambios negativos en las perspectivas que los
estudiantes de traduccion tienen acerca de su licenciatura

Sub-sub cédigos Segmentos recuperados

Decepcidn por la licenciaturay 4
profesién

Frustracién por la licenciatura 2
Factores que desalientan a los 3

estudiantes para que continten
estudiando su licenciatura

Caodigo: Perspectivas acerca de la carrera

Sub cédigos Segmentos recuperados
Aspectos positivos de la licen- 9
ciatura
Aspectos negativos de la licen- 9
ciatura

Sub cédigo: Aspectos positivos de la licenciatura

Sub sus codigos Segmentos recuperados

Agrado por la licenciatura 5

Sub cédigo: Aspectos negativos de la licenciatura

Sub-sub cédigos Segmentos recuperados

Desagrado por la licenciatura 7

Deficiencia del programa de es- 6
tudio de la licenciatura




Las dificultades aumentan conforme sucede la
vida académica universitaria, lo que permite estudiar la
magnitud en que estas influyen positiva o negativamen-
te en los cambios y perspectivas que los estudiantes de
traduccion experimentan durante su carrera. La primera
de ellas es el cambio de nivel académico, incluyendo la
calidad de las tareas y los proyectos que dicho cambio
implica. Al iniciar la universidad, los estudiantes expe-
rimentan un pequefo desequilibrio o confusion porque
quieren conservar la forma de trabajar de la preparato-
ria, pero no es posible. Tal como el Estudiante 2; 3er se-
mestre lo mencioné:

“[...] la mayor dificultad la tuve en primer semes-
tre, debido al cambio de la prepa a la universidad.”

Otra dificultad se identificd en participantes de
los tres semestres seleccionados y corresponde a las
asignaturas del Area Bésica Profesional porque estas no
se relacionan en lo absoluto con la traduccion o la lin-
guistica. En este aspecto, los participantes incluyeron
factores del tiempo y la atencidon que estas demandan,
puesto que sus contenidos son demasiado extensos e
incluyen temas que no se vuelven a retomar en lo que
resta de la licenciatura. En consecuencia, los estudiantes
encuentran tedioso aprender algo que no se relaciona
con su carrera o que les sera de muy poca utilidad. Al-
gunos comentarios que reflejaron lo anterior fueron los
siguientes:

“Algunas dificultades que encuentro insoporta-
bles para el estudio de la traduccion son las materias de
los dos primeros semestres, pues me parecen una pérdi-
da de tiempo para, después, poder entrar a las materias
correspondientes” (Estudiante 3; 9no semestre).

La tercera dificultad se identifico en participan-
tes del sexto semestre y fue respecto al idioma inglés.
Al no ser la lengua madre de los participantes, ellos no
cuentan con un conocimiento avanzado que les permi-
ta desenvolverse mejor en su licenciatura y profesién. Es
decir, el manejo de inglés puede ser un aspecto limitan-
te que, posiblemente, afecte su rendimiento académico
y profesional, ya que aumenta la inseguridad en lograr
metas, adquirir nuevos conocimientos o tener una bue-
na productividad. Los siguientes segmentos respaldan lo
dicho.

“[...] la mayor dificultad académica es el inglés.
No haber entrado con un nivel alto de este idioma, pues
siento que eso me limita a poder conseguir mis metas
dentro de la carrera” (Estudiante 2; 6to semestre).

CISNEROS & GARZA

La dltima dificultad fue respecto al campo laboral
porque, una vez iniciada la licenciatura, los estudiantes
comienzan a preocuparse acerca de las oportunidades
profesionales que pueden tener.

“Algunos de los obstaculos que he encontrado es
en el ambito laboral, por lo que he visto, no es facil en-
contrar lugares y personas dedicadas a esto fuera de la
facultad” (Estudiante 4; 6to semestre).

Estos segmentos demostraron la evolucion del
conocimiento que los estudiantes tienen acerca de su
licenciatura y profesién. Debido a tal avance, los estu-
diantes empiezan a conocer la realidad de su formacion
académica y profesional, asi también verifican si esta
corresponde a las expectativas que tienen o no. Por esta
razon, algunos cambios se presentan en las perspectivas
de los estudiantes. Los cambios pueden ser positivos o
negativos; los cambios negativos incluyeron: decepciény
frustracion por la carrera y factores que desalientan a los
estudiantes para continuar estudiando la licenciatura.

Los cambios positivos son aquellos que daran a
los estudiantes un sentido de estabilidad o agrado por
las experiencias que han vivido al estudiar la licenciatu-
ra con acentuacion en traduccion. Estos cambios se rela-
cionan, en gran medida, a los conocimientos adquiridos
durante el periodo de estudio. En este caso, los partici-
pantes mostraron, mediante sus narrativas, un sentido
de pertenencia al campo de conocimiento en que se
estan formando y una actitud positiva para ingresar al
campo laboral.

“Mi perspectiva ha cambiado para bien, pues me
he dado cuenta de que es un area muy interesante, con
muchos campos por descubriry cosas por aprender” (Es-
tudiante 2; 3er semestre).

“[...] de haber ingresado sin conocimiento algu-
no de ella (licenciatura y profesion), ahora siento que
tengo el suficiente conocimiento como para hablar de
ella, bueno ya 3 afios en la universidad y he aprendido
mucho sobre la lengua y la traduccién como tal, su fun-
cionamiento, y su finalidad, me encanta” (Estudiante 3;
6to semestre).

“Antes no sabia que existia esta carrera y en un
inicio pensé que solo se podia traducir literatura, ahora
que ya voy a egresar me doy cuenta de que el campo la-
boral es grande” (Estudiante 2; 9no semestre).

Respecto a los cambios negativos, estos se ca-
racterizaron por presentar sentimientos de decepcién o
frustracion hacia la carrera o desanimo en los estudian-
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tes para continuar estudiando la licenciatura, puesto
que no resulté ser lo que esperaban. El sentimiento de
decepcién por la carrera se identificé en participantes
del sexto semestre, puesto que son quienes empiezan a
darse cuenta de que la licenciatura no es lo que espera-
ban. Esto impacta animicamente a los estudiantes por lo
que adoptan una actitud pesimista acerca de su futuro.
Los participantes compartieron que tal sentimiento ocu-
rre, mayormente, por razones que incluyen la poca can-
tidad de asignaturas de traduccidn que se estudia por
semestre, el mal desenvolvimiento de los profesores vy,
por ultimo, el estudio de una excesiva cantidad de asig-
naturas que no son necesarias para ejercer la traduccion.

“[...] tercero me desanimo, pues mis perspecti-
vas iban mas altas, me sorprendié que sélo tuviera una
materia de traduccién y que la maestra no era muy bue-
na” (Estudiante 2; 6to semestre).

“No espero que al salir de la facultad pueda ejer-
cer mi conocimiento [...]” (Estudiante 4; 6to semestre).

Ahora bien, la frustracion hacia la carrera se pre-
sento6 debido a las asignaturas que forman parte de los
dos primeros semestres de la licenciatura. Segun lo que
los participantes describieron, este sentimiento sucede
a causa dedichas asignaturas porque sélo retrasan el es-
tudio de los cursos correspondientes al campo de la tra-
duccion. Tal como lo indico el Estudiante 5; 3er semestre:

“[...] los primeros semestres son frustrantes,
principalmente se enfocan en empaparte de humanida-
des y meterte en el contexto [...]”

Los factores que desalientan a los estudiantes a
continuar estudiando la licenciatura es la actitud y for-
ma de trabajo en que se desenvuelven los profesores y
la falta de practica de la traduccién -técnica, literaria,
legal y audiovisual. Los docentes que no muestran gusto
ni animo por las asignaturas que imparten o que no in-
tentan mejorar sus métodos de ensefianza desfavorecen
emocionalmente al alumnado. Asi también, otro aspecto
que los desalienta es que los profesores los desmotiven
acerca de haber elegido dicha licenciatura y profesion.
Asi como lo mencionan los siguientes participantes:

“[...] falta algo, tal vez a los maestros que no dan
el material como deberian darlo, y eso, de alguna mane-
ra, me desmotiva” (Estudiante 1; 6to semestre).

“Existen muchos factores que desalientan el
querer estudiar esta carrera: por ejemplo, la gran can-
tidad de teoria que acumulamos durante todos los se-
mestres, los métodos “arcaicos” que utilizan algunos
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maestros en cuanto al momento de traducir textos y la
gran cantidad de maestros “grandes” que no conocen
mucho sobre las nuevas tecnologias de la traduccién”
(Estudiante 3; 9no semestre).

“[...] hay maestros que [...] buscan excusas para
minimizarnos en lugar de hacernos ver las virtudes de
nuestra decision de carrera” (Estudiante 5; 3er semestre).

Para concluir con la categoria Il, las perspectivas
acercade la carreraincluyeron los gustos o disgustos por
la licenciatura. Este ultimo codigo present6 dos subco-
digos: aspectos positivos de la licenciatura y aspectos
negativos de la licenciatura. En este caso, los aspectos
positivos incluyeron a los docentes que disfrutan la do-
cencia de la traduccion.

“Creo que lo que mas me gusta de la carrera
son los maestros que disfrutan su carrera y te ayudan a
aprender” (Estudiante 2; 6to semestre).

“La carrera de traduccién estd actualmente en
cambios, se realizé un nuevo plan y me parece que lo hi-
cieron un poco mejor que al que yo tenia porque se ven
materias acordes a la carrera desde primer semestre.
También creo que los estudiantes saldran mas prepara-
dos en el area” (Estudiante 1; 9no semestre).

Por su parte, los aspectos negativos incluyeron el
desagrado por la carreray la deficiencia del programa de
estudio. El desagrado sucede por las asignaturas de los
dos primeros semestres de la licenciatura, el hecho de
estudiar los mismos niveles de inglés (Al y A2) y la poca
practica de la traduccién. Con respecto a las deficiencias
de estudio, estas incluyeron: la falta de asignaturas de
especializacion en el programa de estudio, la escasez de
nuevos métodos o recursos tecnolégicos para estudiar y
practicar mejor la traduccioén, y la insuficiencia de practi-
cas laborales. Cabe resaltar que, para esta seccion, solo
fueron seleccionados segmentos de estudiantes del sex-
to y noveno semestre, puesto que son quienes ya tienen
una perspectiva mas realista acerca de la licenciatura y
la profesion. Algunos de los comentarios que justifican
lo anterior fueron:

“[...] detalles[...] como lo seria la falta de practica
desde semestres menores, hasta materias con cierta es-
pecializacion” (Estudiante 5; 9no semestre).

“[...] la falta de recursos tecnolégicos para estu-
diar” (Estudiante 3; 9no semestre).

“[...] hay deficiencias en las practicas laborales,
porque no preparan al estudiante a enfrentarse al mer-
cado laboral” (Estudiante 5; 6to semestre).



Categoria lll. Perspectivas finales

En la Categoria Ill se identifico que las ideas se desarro-
[lan mediante aspectos que incluyen: conocimientos y
habilidades, cuestiones del plan de estudio y caracteris-
ticas propias de la carrera. Por lo tanto, aqui se catalo-
garon tres codigos nuevos: conocimiento requerido para
estudiar traduccién; sugerencias para mejorar el plan
de estudio de la licenciatura; y, finalmente, perspecti-
vas finales acerca de la carrera (Tabla 5). Estos codigos
permiten conocer aspectos de la licenciatura que los
estudiantes descubren durante sus afios de formacion
académica.

Tabla 5. Categoria lll: Perspectivas finales de los estudian-
tes de traduccion acerca de su licenciatura y profesion

Categoria lll: Perspectivas finales de los estudiantes de
traduccion acerca de su licenciatura y profesion

Caodigos Segmentos recuperados
Conocimiento requerido para 1
estudiar traduccion
Sugerencias para mejorar el 3
plan de estudio de la licencia-
tura
Perspectivas finales acerca de 3
la carrera

En primer lugar, se observd que, una vez te-
niendo contacto con la traduccién, los estudiantes
comprenden que se trata de una ciencia que requiere
de conocimientos lingiiisticos, sociales y culturales tra-
bajando en conjunto, ya que es lo que permite emitir el
sentido de los mensajes de una lengua origen a una len-
gua meta. Otros conocimientos incluyen el dominar los
diversos procesos traductologicos. Por lo tanto, el cédi-
go “Conocimiento requerido para estudiar traduccion”,
los segmentos narrativos de los participantes Estudiante
5; 3er semestre y Estudiante 4; 6to semestre, quienes ex-
presaron lo siguiente:

“Es una carrera que no puedes completamente
entender sélo aprendiendo inglés o francés, necesitas
comprender cémo funciona el humano, la sociedad y la
lengua en general”

“[...] existen procesos de traduccion, técnicas,
métodos y estudios de la lengua, [...] no se busca en-
contrar las palabras exactas de un idioma a otro, sino de
buscar emitir el mismo mensaje encontrando la mejor
manera al idioma de llegada”.

CISNEROS & GARZA

Por otra parte, se identifico que el plan de estu-
dio para la ensefianza de la traduccion debe modificar-
se para ofrecer una éptima formacion profesional. Las
sugerencias de los participantes se enfocaron en incluir
mas asignaturas de tal indole y facilitar herramientas
para llevar a cabo el oficio.

“Me gustaria que se incluyeran mas materias di-
rigidas a la traduccion y que fueran desde semestres me-
nores” (Estudiante 5; 9no semestre).

“[...] considero que deberian darnos mas herra-
mientas para desarrollarnos en ella (la traduccion)” (Es-
tudiante 2; 6to semestre).

“[...] temas como presupuestos, costos, deberian
incluirse en un plan [...]” (Estudiante 5; 6to semestre).

Por ultimo, las perspectivas finales de los estu-
diantes muestran que, después de afos de estudio, se
tiene una concientizacién acerca de la traduccién como
ciencia, licenciatura y profesién; esta se caracteriza por
ser un puente linglistico y cultural que merece ser trata-
do con seriedad.

“[...] considero la traduccion como una puerta
importante para el acceso a otras culturas [...]” (Estu-
diante 2; 6to semestre).

“[...] ya 3 afos en la universidad y he aprendi-
do mucho sobre la lengua y la traducciéon como tal, su
funcionamiento, y su finalidad [...]” (Estudiante 3; 6to
semestre).

“[...] la traduccién resulta una carrera y profe-
sién noble tomando en consideracién que su demanda
estd cada vez mas competitiva en el mercado laboral”
(Estudiante 5; 6to semestre).

En resumen, los cambios en las perspectivas acer-
ca de la licenciatura y profesion solo se reflejan en los es-
tudiantes del 6to y 9no semestre, puesto que son quienes
ya haninteractuado, académicamente, con la ciencia dela
traduccién. Cabe resaltar que los cambios en las perspec-
tivas se visibilizan mayormente a partir de estos periodos
porque el alumnado ya ha dejado de idealizar su forma-
cién académica y futura profesién; los alumnos ya prestan
atencién a los factores que les permiten adquirir conoci-
mientos y desarrollar herramientas y habilidades de su
campo de conocimiento con la finalidad de un dia pertene-
cer al campo laboral deseado. En cambio, las perspectivas
de los estudiantes del 3er semestre no tienen un punto de
comparacion para realizar un cambio, debido a que estas
todavia estan enfocadas hacia la supervaloracion de la
profesién y de las expectativas que tienen de la misma.

Ao 13, No. 13, agosto de 2022 - julio de 2023 @



USANDO LA TECNOLOGIA PARA LA ENSENANZA Y LA INVESTIGACION

Pregunta 3: ;Como los estudiantes de traduccion
construyen su identidad profesional?

La informacion que presenté la ultima categoria con-
sistié en mostrar la posicién de los estudiantes de tra-
duccioén respecto a su licenciatura y aquello que esperan
lograr al ejercer profesionalmente. En este caso el Unico
codigo fue “Objetivos que los estudiantes quieren alcan-
zar al estudiar traduccién”, tal como lo registra la Tabla 6.

Tabla 6. Categoria IV: La identidad profesional de los es-
tudiantes de traduccion

Categoria IV: La identidad profesional de los estudiantes
de traduccion

Caodigos Segmentos recuperados
Objetivos que los estudiantes 12
quieren alcanzar al estudiar

traduccion

Categoria IV. Identidad Profesional

Los objetivos de los estudiantes al principio de la licen-
ciatura (3er semestre) incluyen trabajar para grandes
compafias u organizaciones en las que se les reconoz-
ca por su desempefio como traductores. Las companias
de interés laboral incluyeron: empresas de subtitulaje,
organizaciones de trabajo social, editoriales y departa-
mentos de traduccion, tanto a nivel nacional como inter-
nacional.

“[...] no solo quiero ser reconocida por mis habi-
lidades, sino también hacer reconocer a los demas la im-
portancia de los idiomas, la importancia del bilingliismo
y su vasta extensién en todas las dreas humanisticasy no
humanisticas” (Estudiante 5; 3er semestre).

“Espero llegar a trabajar para grandes compa-
Aias [...]” (Estudiante 3; 3er semestre).

Enelintermedio de la licenciatura (6to semestre)
se pueden producir cambios que afectan positiva o ne-
gativamente la construccion de la identidad profesional
de los estudiantes de traduccién. En este momento aca-
démico surge un sentimiento de optimismo como tra-
bajar para empresas de traduccién o se da una angustia
por la futura profesién. Como lo mencioné el Estudiante
1; 6to semestre:

“La verdad espero lograr muchas cosas, sin em-
bargo, no creo que pueda hacerlo todo [...]"

El 4ltimo momento académico fue en el que se
mostré una mejor postura respecto a la licenciatura y
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profesidn. Los participantes de noveno mostraron una
identidad profesional estable, puesto que sus objetivos
a lograr son optimistas.

“Espero sentirme satisfecha ejerciendo la carrera
y especialmente en las areas que fueron de mi agrado, ya
sea dentro o fuera del pais” (Estudiante 2; 9no semestre).

Discusion de Resultados

Las narrativas aplicadas a los estudiantes de traduccién
fueron de gran utilidad para responder las interrogantes
propuestas al inicio del estudio en las cuales se demuestra
cdmo ellos construyen su identidad profesional durante
sus estudios de licenciatura.

Para responder la primera pregunta de investiga-
cién sobre las primeras perspectivas que tienen los estu-
diantes de traduccion sobre su profesion, destaca el hecho
de que, como en muchas otras areas de estudios, eligen su
formacion académica sin conocer los aspectos positivos y
negativos de la licenciatura y profesion, asi como los de-
safios que estas implican. Los estudiantes no investigan
acerca de la licenciatura —el plan de estudios-, los conoci-
mientos y habilidades a desarrollar y adquirir ni el campo
laboral de la profesién, ellos simplemente se dejan llevar
por concepciones que tienen sobre la misma. Es decir, los
estudiantes desconocen que, para ser traductores profe-
sionales, deben desarrollar competencias que van mas
alla del manejo de dos o mas idiomas y que les permitan
actuar como un puente entre culturas (Fernandez, 2018).
Por otra parte, si bien tienen un concepto general sobre lo
que es la traduccion, al inicio de su carrera la relacionan
mas con el conocimiento de la lengua a dominary apren-
der el inglés, siendo esta una de las razones por las cuales
deciden ingresar a la licenciatura. Sin embargo, al ir avan-
zado en su plan de estudios, se refleja una definicion mas
amplia y completa de la profesion en donde se integran
elementos mas complejos como las diversas ramas de la
traduccion (técnica, legal, literaria, audiovisual, etc.), laim-
portancia de la cultura, la relacién con otras areas de estu-
dioy las dificultades de esta profesién.

Por lo tanto, esta investigacion confirmé las afir-
maciones que Mulone (2016) hizo acerca de que los jove-
nes, al momento de elegir una licenciatura, se dejan guiar
por muchas presuposiciones y expectativas acerca de lo
que implica ejercer una profesion y ganarse la vida me-
diante esta misma. De igual manera, se concord6 con la
postura de Bravo y Vergara (2018), al indicar que la deci-
sion de una licenciatura y profesion “puede ser tomada a



la ligera por muchos jovenes y padres, a pesar de que ven
en ello la posibilidad y el anhelo de mejorar su calidad de
vida” (p. 36).

Por otra parte, en relacion a la segunda pregunta
de investigacion sobre los cambios de las perspectivas de
los estudiantes de traduccion, se determind que estas pue-
den ser influenciadas tanto positiva como negativamente.
En el caso de los cambios negativos, los estudiantes descri-
ben que los experimentan porque la licenciatura no es lo
que ellos esperaban -incluyendo las asignaturas, los méto-
dos de ensefianza, el cuerpo docente y la instituciéon- por
lo que empiezan a desarrollar sentimientos de desagrado,
desanimo e, incluso, decepcion. Esto, dicho con palabras
de Singer et al. (2020), “puede generar un escaso posicio-
namiento como profesional durante y después del término
de su carrera universitaria” (p. 460). Ademas, se reconoce
que la falta de competencia linguistica en el idioma inglés
es un obstaculo para desarrollarse académicamente. Por
el contrario, los cambios positivos suceden gracias al he-
cho de que el plan de estudio resulta ser del agrado de los
estudiantes. Ademas, los estudiantes disfrutan las expe-
riencias al aprender la teoria y la practica de la traduccién.
Respecto a este aspecto, la investigacion demostro estar
en concordancia con algunos aspectos del trabajo de Sa-
yago et al. (2008) quienes afirman que la identidad profe-
sional se construye dependiendo de lo que se vive durante
la formacion académica y son estas experiencias las que
fortalecen o debilitan la identidad profesional de los futu-
ros egresados. Ademas, los resultados respaldan la idea de
Balduzzi y Egle (2010) quienes afirman que la identidad es
algo cambiante y que se va transformando dentro de estas
comunidades de practica (Wenger, 2001), en este caso den-
tro de su formacion universitaria.

Por ultimo, en la tercera pregunta de investigacion
sobre qué aspectos influyen en la construccion de la iden-
tidad profesional de los estudiantes de traduccién, se iden-
tifico que esta se desarrolla de una forma negativa cuando
se presenta una pérdida de gusto por la licenciatura, situa-
cién que causa desanimo y hastio por las experiencias que
se han tenido hasta el momento. Una identidad profesio-
nal deficiente presenta una falta de interés para alcanzar
las metas profesionales planteadas, puesto que los estu-
diantes no se sienten lo suficientemente preparados para
ser traductores. Por otro lado, una éptima construccion de
la identidad profesional presenta sentimientos de segu-
ridad, optimismo, perseverancia y pertenencia respecto
al campo laboral, ya que los estudiantes cuentan con las
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herramientas necesarias para practicar sus conocimientos
profesionalmente. Tal como Mulone (2016) sefalo:

A medida que los estudiantes avanzan en sus es-
tudios, esta imagen de la identidad profesional se
va cuestionando y transformando. Este replanteo
conduce a algunos estudiantes a afianzarse en su
determinacion deintegrarse al mundo laboral de la
profesién que escogieron, y a otros, aquellos que
alimentaban una imagen idealizada de la profe-
sion, a enfrentarse al dilema de flexibilizar sus ex-
pectativas. (p. 154)

En este mismo sentido, en las narrativas, principal-
mente de los estudiantes de 6to y 9no semestre, se demues-
tra como van describiéndose a si mismos como traductores
visualizando los lugares en donde van a trabajar, las areas
en dondevan a ejercer su profesion ademas de reconocerse
a si mismos como personas que han adquirido cierto nivel
de competencia lingtiistica y profesional en la traduccién.

Conclusiones

En conclusion, las implicaciones de este estudio en el area
de la traduccién incluyen un replanteamiento de los pro-
cesos que se desarrollan durante la formacion académica
de los estudiantes. En este sentido, es pertinente identifi-
car las razones de ingreso de los futuros traductores, sus
expectativas y sus motivaciones para asi poder crear pro-
gramas de estudios que permitan un desarrollo éptimo y
positivo de su identidad profesional. Finalmente, profun-
dizar en la construccion identitaria de los traductores per-
mitird que los estudiantes entren al mercado laboral con
una vision mas certera de los conocimientos y habilidades
que deberan desarrollar para ejercer su profesion de ma-
nera efectiva.

Por Gltimo, se recomienda que, para futuras inves-
tigaciones, se abarque una poblaciéon y muestra de estudio
mas grande -incluir mas grupos de alumnos e, incluso, mas
instituciones- para asi obtener y ofrecer un panorama mas
amplio del sentir de los estudiantes de traduccién y los pro-
gramas de estudio de licenciaturas con acentuacion en tra-
duccion que se ofrecen en México. Ademas, se propone que,
para investigaciones cuyo contexto sea el académico, se
considere el factor socioemocional respecto a pandemias
globales (COVID-19), debido a que este tipo de situaciones
influyen animicamente en los estudiantes y docentes y, por
lo tanto, en su desempefio personal, académico y laboral. «
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Apéndice A
Instrumento de Recoleccion de datos

Buen dia:

La siguiente narrativa escrita tiene como propdsito describir los cambios en los ideales y perspectivas de los es-
tudiantes de traduccion con respecto a su identidad profesional a lo largo de su carrera universitaria. Para lo cual
requiero de su valiosa participacién en esta actividad que es parte de mi formacion en la materia de Investigacién
Cualitativa en la Facultad de Filosofia y Letras. La informacion recabada me permitira explorar y analizar los cambios
en los ideales y perspectivas de los estudiantes de traduccion respecto a su profesién con la finalidad de conocer
como tales cambios influyen en su identidad profesional. La informacién proporcionada sera procesada de manera
anonima y confidencial con la intencion de que la informacion sea lo mas honesta y confiablemente posible. Agra-
dezco de antemano el tiempo y la dedicacién al responder este instrumento.

INSTRUCCIONES: Narre de la forma mas detalladamente posible (15 lineas minimo/30 lineas maximo) su experiencia
estudiando Traduccién hasta el momento, tomando muy en cuenta los siguientes criterios: su propia definicién de la
traduccion, los motivos por los cuales eligi6 estudiar dicha carrera, las dificultades académicas que ha experimenta-
do hasta el momento, los aspectos le han gustado o disgustado acerca de la carrera, explique cual es su perspectiva
actual de la carrera de traduccion y como esta ha cambiado a lo largo del programa de estudios, y por Gltimo, com-
parta que espera lograr ejerciendo esta profesion.

Edad: Género: Semestre:

Consentimiento de participacion

Por favor confirme su deseo de participar en este estudio firmando y llenando el siguiente consentimiento de participacion.

Deseo /No deseo participar en el cuestionario de la investigacion acerca de Los traductores y su iden-
tidad profesional: Cambios en las perspectivas de los estudiantes de traduccion sobre su carrera. (Translators
and their professional identity: Changes in translation students’ perspectives about their career).

Nombre:

Firma:

Fecha:

Para mi, la traduccién es
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Abstract

The purpose of this experimental research was to de-
termine the level of self-efficacy of translation students
in the use of Computer Assisted Translation (CAT). The
study was carried out with fifth semester students of the
Translation degree program at the Language School-
Mexicali Campus of the Autonomous University of Baja
California (UABC). Our hypothesis was that the higher the
students’ self-efficacy, the higher the academic achieve-
ment shown at the end of the CAT workshop. Therefore,
successful experiences enrich both their self-efficacy
and their instrumental subcompetence (PACTE, 2000-
2019). Among the results obtained in the measurement
of self-efficacy (Baessler & Schwarzer, 1996), academic
achievement and the perception of what was learned in
CAT, we found a correlation between a high perception
of the subject’s self-efficacy, high grades in the work-
shop taken, and a construct favorable to the knowledge
learned, recorded by means of a questionnaire adapted
from Haro-Soler (2017). The latter ultimately results in
a holistic formation of the learner. Another important
finding was that, despite the abrupt change of teaching
modality, from face-to-face to remote, fifth semester stu-
dents in 2020-1, managed to pass the course with high
grades, despite the COVID-19 pandemic. The results may

provide clues for improving applied translation technol-
ogy teaching and curricula.

Key words: self-efficacy, academic achievement, instru-
mental subcompetence, CAT, translation competence.

Resumen

La intencidn de la presente investigacion experimental fue
conocer el nivel de autoeficacia de los estudiantes de tra-
duccién en el manejo de la Traduccion Asistida por Compu-
tadora (TAC). El estudio se llevé a cabo con los estudiantes
de quinto semestre de la licenciatura en Traduccidn de la
Facultad de Idiomas-Campus Mexicali, de la Universidad
Auténoma de Baja California. Nuestra hipdtesis fue que
entre mayor es la autoeficacia en los estudiantes, mayor
es el logro académico mostrado al finalizar el taller de
TAC. Por lo tanto, las experiencias exitosas enriquecen tan-
to su autoeficacia, como su subcompetencia instrumental
(PACTE, 2000-2019). Entre los resultados obtenidos en la
medicion de la autoeficacia (Baessler y Schwarzer, 1996),
el logro académico y la percepcion de lo aprendido en
TAC, encontramos una correlacién entre una alta percep-
cién de la autoeficacia del sujeto, altas calificaciones en el
taller cursado, y un constructo favorable al conocimiento
aprendido, registrado mediante un cuestionario adapta-
do de Haro-Soler (2017). Esto ultimo, a la postre redunda
en una formacién holistica del discente. Otro de los ha-
llazgos importantes fue que, a pesar del abrupto cambio
de modalidad de enserianza, de presencial a remota, los
estudiantes de quinto semestre en 2020-1, lograron apro-
bar el curso con notas altas, a pesar de la pandemia de
COVID-19. Los resultados pueden dar pistas para mejorar
la ensefianza de tecnologia aplicada a la traduccién y los
planes de estudio.

Palabras clave: Autoeficacia, logro académico, subcom-
petencia instrumental, TAC, competencia traductora.
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Introduction

he bibliometric review in databases such as Sco-
Tpus, in the year 2021, suggests that the construct

of self-efficacy, together with academic perfor-
mance, is a widely studied topic, although the propor-
tion is lower in the study of both variables in Mexico and
Colombia. considering this, the purpose of the present
exploratory research is to evaluate, in a detailed manner,
the instrumental/professional sub-competence in trans-
lation students of the Language School-Mexicali Campus.
The students who were enrolled in a workshop of Com-
puter Assisted Translation (CAT) were considered in this
research with the objective of knowing how self-efficacy
registers, and delve in the cognitive processes that lead to
the acquisition of high difficulty specialized knowledge in
their formation. According to PACTE’s Holistic Translation
Competence Model (2000, 2001, 2003, 2005, 2007, 2014,
2015, 2017, 2018, 2019) the psychophysiological sub-
competence, properly delves stress management, mne-
motechnic, and also the use of semantic and procedural
memories, which implies the emotional part of the pro-
cess at the moment of facing the challenge of translation.
As established by Atkinson & Creeze (2012), self-efficacy
is the translator’s confidence in its personal skills and
competences to carry out the translation task success-
fully. Thus, it must be mentioned that the objective of this
study besides bringing some light about the translation’s
processes related to cognition, tries to take a wide look
of the personal competences and the scope of academic
achievements associated to the translation process in or-
der to increase the bachelor’s students’ skills.

Our scope is to register self-efficacy in students of
the Bachelor’s Degree in Translation, with the objective
of discovering its importance in the translation process.

Therefore, our research question is: is there a
relationship between students’ academic achievement
-represented by their grades- and their perception of
their CAT Tools management skills? In addition to this,
correlations are sought between the scores obtained in
the product review and the degree of self-efficacy shown
by the subjects (Bandura, 1977, 1987, 1997; Haro-Soler,
2017). Our hypothesis is that “the higher the students’
perception of self-efficacy, the higher the students’
scores in the instrumental/professional sub-competence
(translations made with CAT Tools)”. Also, the results of
the students> perceptions of the use and importance of
ICT in translation will be presented, particularly in times

@ Lenguas en Contexto

of pandemic when there was a drastic change in the
teaching modality due to the cancellation of face-to-face
classes since March 23, 2020 at the Language School-
Mexicali Campus.

Basically, the study records the relation between
self-efficacy perceived in translation students of fifth se-
mester and their performance, while taking the class of
CAT Tools during COVID-19 pandemic in 2020. This cor-
relation was showed by a triangulation of self-efficacy
perception with a psychological test [General Self-Effi-
cacy Scale (Baessler & Schwarzer, 1996)]. Summarized,
the hypothesis consists of reviewing if the relationship
between the level of self-efficacy and the academic per-
formance is positive.

Self-efficacy

Bandura (1997) defined self-efficacy as “beliefs in one’s
capabilities to organize and execute the courses of ac-
tion required to produce given attainments” (p. 3).
The theory of self-efficacy was developed within the
framework of social cognitive theory, which consid-
ers individuals as proactive agents in the regulation of
their cognition, motivation, actions and emotions. Ac-
cording to Bandura (1977), within this social cognitive
framework of the human functionality, self-efficacy ad-
dresses the role of self-referential beliefs as the main
agentive factor that determines peoples’ behavior
aimed to fulfill objectives. Thus, it is assumed that peo-
ple’s judgments of efficacy determine the challenges
they undertake, the effort they devote to the activity,
and their perseverance when facing difficulties. It is
also assumed that peoples’ judgment of self-efficacy
influence in certain thought patterns and emotional re-
actions (e.g., pride, shame, happiness, sadness) which,
also influence motivation.

Bandura (1977, p. 192) said that “it has now
been amply documented that cognitive processes play
a prominent role in the acquisition and retention of
new behavior patterns.” Therefore, it is important to
intervene in a positive manner in stimulating a better
perception of self-efficacy in students so they can im-
prove their skills, their self-perception and see them-
selves able to face problems and solve them. Even more
so in this century, where social imaginaries coexist:
“crystal generation”, “resilience”, “technology”, “social
networks”, “popularity”, “stress”, “loneliness”, “sui-

cide”, “racism”, which all permeate from community to



schools, while adding “economic crisis” to such reality,
can become obstacles or niches of opportunity in the
teaching-learning process, depending on how they are
handled.

In this sense, Atkinson and Creeze (2012) state
that, there is a need to update traditional approaches
to translator and interpreter training and education,
as they have focused on core competencies: research,
transfer, writing, decision-making skills for translators
(Fraser, 2000; Gopferich et al., 2011; PACTE, 2000, 2001,
2003, 2005, 2007, 2014, 2014, 2015, 2017, 2018, 2019),
and cognitive memory and psycholinguistic issues for in-
terpreters (Kurz, 2003; Liu, 2008). The authors add that in
Translation Studies, psychological and personality issues
have been ignored or considered insignificant, which
creates a loophole in the education and development of
translators/interpreters, since it isimportant to explicitly
encourage the students’ self-confidence (extrinsic moti-
vation). Besides, they favor creating a conscience among
future translators/interpreters in terms of how their psy-
chological skills and their self-evaluations can affect in
their job actions and choices. They should strengthen
their holistic translation competence (TC) through meta-
cognition. Just as Torres del Rey (2005) points out, the
learning and acquisition of knowledge, both of transla-
tion, and of new technologies, especially in combina-
tion, are two fundamental elements profoundly implied
for education: the instrumental dimension and the per-
sonal and communicative construction.

As it has been mentioned, efficacy judgments are
based in a complex process of self-perception supported
by the cognitive process of various information sources
about trust (Bandura, 1997). Bandura classified these
sources as past performance achievements, vicarious
experiences, verbal persuasion, and physiological states.
Well executed achievements provide the most reliable ef-
fectiveness information because they are based on one’s
own mastery experiences. Vicarious sources of informa-
tion, in terms of effectiveness, are based on obtaining
information from observing others and comparing one’s
own capabilities with those observed. Persuasive infor-
mation includes verbal persuasion, evaluative feedback,
expectations of others, internal dialogue, positive imag-
ery and other cognitive strategies. Physiological infor-
mation includes autonomic activation associated with
fear and doubt, or being psyched and prepared to per-
form, as well as fitness level, fatigue and pain as noted by
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Feltz et al. (2008). That way, we see that self-efficacy can
be altered due to interventions based on one or more in-
formation sources and efficacy experiences (e.g., success
or failure), meaning that observation of performances,
modeling, and experiential accumulation are variables
that influence the analysis of our capabilities in the face
of a new challenge.

Regarding Bandura’s 1986 theorizing, Pajares
(1996) explains that efficacy beliefs help determine the
effort that people dedicate in an activity, the time they
persevere when they face obstacles and the capacity of
recovery that will showcase in adverse situations: the
higher the feeling of efficacy, the bigger the effort, per-
sistence and capacity of recovery. Efficacy belief also
influences in the thought patterns and emotional reac-
tions of individuals. For its part, Schwarzer et al. (1997)
state that the concept of self-efficacy expectations has
more to do with the personal control of actions aimed
at the confidence one has in one’s own ability to cope
with certain stressors, and this concept allows identify-
ing the difference in the way people feel, think and act.
The characteristics of a person that has a low perception
of their self-efficacy could be associated with depres-
sion, anxiety and impotence, which can also be related
with low self-esteem and negative thoughts over their
own personal scope and development. Meanwhile a per-
son with a high level of self-efficacy has a strong sense
of competence that facilitates their cognitive processes
and to act when making decisions, as well as to achieve
academic achievements, among others. The General
Self-Efficacy test (GSE) can be consulted on Schwarzer
et al. (1997, p. 88). The same Schwarzer et al., add that:
“Self-efficacy levels can enhance or impede motivation.
People with high self-efficacy choose to perform more
challenging tasks. They set themselves higher goals and
stick to them (1997, pp. 70-71).”

In addition to this, when it comes to preparing
to act, the self-related cognitions in learning processes
(also called metacognition) are an important ingredient
of the motivation process. Metacognition is a superior
level than thought that places an emphasis in the other
intellectual processes to fix mistakes, optimize cognitive
mechanisms and improve the implementation of strat-
egies for the task executions (Flavell, 1979). The author
says that metacognitive experiences: “...are any con-
scious cognitive or affective experiences that accompany
and pertain to any intellectual enterprise.” (p. 906)
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Academic achievement

Regarding academic achievement, the other variant re-
fers to the communicative skills (oral, reading, sciences,
social sciences and mathematics) and the competences
that allow the student to succeed in school and society
(Lindholm-Leary & Borsato, 2006).

Since these achievements are hard to evaluate,
most researchers have based them in a narrower defini-
tion, limited to a large extent to the results of standard-
ized achievement tests. There are studies that evaluate
the academic performance through standardized tests
or through general measures of academic performance,
such as Grade Point Average (GPA). In our research, we
took the scale of the Academic Staff Regulations of the
Universidad Auténoma de Baja California (Gaceta UABC,
2018) as reference, which accredits students doing a
Bachelor’s, Specialty, Master’s or Doctorate degree, and
whose scale goes from 0 to 100 points, where a grade
lower than 60 in Bachelor’s degree is a failing grade.

Psychological competence in the translation process
In order to locate the instrumental/professional sub-
competence, which houses the knowledge of CAT Tools,
we will start by mentioning Cheng (2017) who states
that, a translator’s competence has to do with the dem-
onstrated capacity to translate, which results from a
combination of knowledge, skills and attributes in the
performance of a given translation task under given con-
ditions.

Among aforementioned attributes, the author
locates self-efficacy as a part of the emotional and mo-
tivational category that supports the management of a
holistic procedure composed, in addition, of knowledge,
skills/performance, and capacity to organize.

The same author describes attributes such as:

“..the set of personal attributes that are relevant
to the translation act. In the list of translators
KSAs provided by ATA (2012) and NAATI (2015),
these personalattributes are often success and
efficiency-related, including, for instance, being
attentive to detail, being self-reflective, being
collaborative and so on. In recent studies, at-
tention is also paid to other attributes related to
emotion, motivation or self-efficacy (see Rojo &
Ramos Cano, 2016; Haro-Soler,2017; Way, 2017).”

Cheng (2017, p. 43).
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When it comes to translation competence and
a framework that allows research of this competence,
it should be recalled that the PACTE (Process of Acquisi-
tion of Translation Competence and Evaluation) modelis
one of the best known. The research Group was formed
in 1997 by various translators and translation teachers
from the Universitat Autbnoma de Barcelona to research
the acquisition of translation competence in reverse
and direct translation (PACTE, 2003). The definitive and
reviewed version of the TC model comprises five sub-
competences (Bilingual, Extralinguistic, Translation
Knowledge, Instrumental and Strategic) and activates
a series of psychophysiological components. In 2003,
PACTE Group defined the psychophysiological subcom-
petence as the capacity to use psychomotor, cognitive
and attitudinal resources; we believe self-efficacy can be
grouped under this category in addition to other compo-
nents such as logical reasoning, creativity, mnemonics,
and stress management. By 2017, they reiterate the psy-
chophysiological subcompetence as: “different types of
cognitive and attitudinal components and psycho-mo-
tor mechanisms (PACTE, 2017, pp. 39-40).”

As for the instrumental subcompetence, PACTE
Group assures that is predominantly procedural knowl-
edge “related to the use of documentation sources and
information and communication technologies applied
to translation (PACTE, 2017, pp. 39-40).” It should be re-
called that, on the one hand, the physical basis of emo-
tional memory is on the hippocampus, which would
function as the recorder of information, especially of a
neutral nature, in combination with the amygdala, which
registers positive, and negative events charged with in-
tensity and emotional charge; they both work in tandem.

On the other hand, Micheli (2013, p. 13) locates
psychophysiological sub-competence as the one that
“...understands the self-concept or conscience of being
a translator, the trust in oneself, capacity of attention,
memory, etc.” In other words, it locates the cognitive
processes that are activated at the time of starting the
translation work and assessing the challenge ahead.

In the training of interpreters and translators, it
must be said, tradition has been to focus almost exclusive-
ly on the advancement of technical and linguistic skills,
leaving psychological skills largely untouched, or address-
ing them implicitly rather than explicitly. Based on previ-
ous researchers about translators, Atkinson and Creeze
(2012) found statistically significant correlations between



translators’ measures of success and positive aspects of
psychological skills, specifically, good levels of self-efficacy
and a positive explanatory style. Therefore, it is very im-
portant to develop those skills in students who are starting
out professionally.

Now, the aforementioned authors define psycho-
logical ability as the capacity of the subjects that results
in the combination of a triad of items: self-efficacy effects,
explanatory style and the locus of control at work, in par-
ticular interpreters. About locus of control, is what people
think in terms of controlling the facts that affect them and
their lives, according to Garcia-Méndez et al. (2018).

In a study about the attitudinal/personal/self-eval-
uation side of the translation and interpretation practice,
Atkinson and Creeze (2012), proved that good levels of oc-
cupational self-efficacy (Bandura & Locke, 2003; Bandura,
1997; Stajkovic & Luthans, 1998) and a good explanatory
style (Laird & Metalsky, 2008; Weiner, 2006) are desirable
skills to have.

A good occupational self-efficacy refers to a level
a person feels confident enough to take on a task that is a
little more challenging than they are used to. This encour-
ages people to make an effort and develop themselves, in-
stead of staying in their comfort zone. Having occupational
self-efficacy at an optimal level also means that people will
not try things that are technically too difficult for them, i.e.,
where there is a high chance of failure. In translation and
interpretation, this is especially important, according to
Atkinson and Crezee (2012), since the quality results may
be critical. Secondly, the authors add, “...by ‘good explan-
atory style’, we mean that a person’s explanatory style is
normally a positive one (p. 4)”. This means assuming a rea-
sonable quantity of personal credit for successful results,
which also increases self-efficacy and encourages them to
keep trying. It also means to avoid a negative explanatory
style, in which people tend to systematically blame failure
and/or attribute success to luck. This negative style has
been associated with impotence, negative affect, aban-
donment, and even depression (Abramson et al., 1978;
Robins & Hayes, 1995). Generally, this is a negative situa-
tion for translators and interpreters, especially since work-
ing as a freelance interpreter or translator can be quite
isolating and can increase these problems.

Methodology
As previously mentioned, the current study was ex-
perimental, cross-sectional and correlational, in which

CORTEZ-GODINEZ, ANDRADE & MARTINEZ

qualitative and quantitative analyses of the data -mixed
methods-- were carried out.

The reason for using mixed methods was that
we first:

1.- Had to check the foundation of the construct,
was the knowledge of CAT Tools learned or not?
and what was the subjects’ perception of the
construct. Is it important, useful, and do | need
more of that knowledge? A Google-Forms post-
task questionnaire was used for this purpose.

2.- To measure academic achievement, we grad-
ed the work submitted with the support of schol-
arship students, so as to avoid being judge and
jury in the experiment. Two scholarship holders
were given access to the translations done by the
group with a key instead of names, to avoid bias.
They provided the list of scores and corrections
to the scores (The quantitative data were pro-
cessed with SPSS).

3.- The qualitative part comes in by feeding Atlas.
ti with the subjects’ responses and categorizing
them into positive and negative.

4.- Finally, the triangulation and ratification of
the level of self-efficacy is shown with the use of
a test (Schwarzer’s General Self-Efficacy Scale,
1997), which clearly gave the level of each sub-
ject, which was compared with their individual
academic achievements.

Participants and instruments

The sample consisted of 21 students, 19 women and two
men, on their fifth semester of the BA in Translation. The
inclusion criterion was to have attended the CAT work-
shop offered at the Language School in the first semester
of 2020, where 90.47% of the students answered the CAT
Tools and Self-Efficacy in Translation form (2020).

The Google Forms Questionnaire consisted of
eight items, in which questions 1, 3,4 and 7 were closed
questions of ordinal type, while questions 2, 5, 6 and 8
were open questions of nominal type (Appendix 1). The
main objective of this survey was to evaluate improve-
mentsintheinstrumental/professionalsub-competence,
and record the psychophysiological sub-competence in
relationship with the translation task using technologi-
cal tools, after the CAT workshop. In a Google Form, the
perception of the class was recorded, as well as the tools
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they learned, besides the role of the instructor and prob-
lems that came up because of to the implementation of
long-distance classes due to the COVID-19 pandemic.
We took the information from the open-ended nominal
questions, which reflected the students’ perception and
new construct after the CAT workshop, and poured them
into the Atlas.ti matrix. This gave us the categories re-
flected in Table 1.

It must be clarified that the class was taught us-
ing Blackboard educational platform (BB), which is struc-
tured through homework and learning tasks. The texts,
programs and all the support material were accessed by
the subjects because they were UABC students; outside
sources for the class, such as YouTube, were of clear ac-
cess.

As mentioned above, scholarship students func-
tioned as reviewers and teaching assistants as part of
their Professional Social Service at UABC (Gaceta UABC,
2007). Homework and translations were sent to these
reviewers via e-mail with code names to avoid bias. At
the end of the workshop, the final summation is done
by the BB platform and is the final grade of the subject.
With this in mind, we probed the subjects’ perception of
the pros and cons in their academic training through the
Google Form about the CAT workshop, as well as the in-
fluence they have on students " academic development.
The questionnaire was based in Haro-Soler’s (2017) work
model by adapting it to contents of the class. We previ-
ously explained at class, as well as during the experi-
ment, the concepts of self-efficacy and self-confidence.
During the processing of data, the results were contrast-
ed with the final grades achieved in the course in order to
seek some correlation and a better understanding of the
relationship between the addressed constructs.

GSE test
On the other hand, the GSE -created in its 1993 original
version- was answered online by the 26% of the sample
due to validity reasons. The GSE consists of 10 items and
adopts a 4-point likert scale, adapted to Spanish accord-
ing to the German and English version of the instrument
in the study by Baessler and Schwarzer (1996), where
samples from Germany, China and Costa Rica were
compared to see the psychometric validity of the test
(Schwarzer et al., 1997).

The aforementioned scale that evaluates the sta-
ble feeling of personal competence to carry out a great

@ Lenguas en Contexto

variety of stressful situations in a successful way, has
been translated to 25 languages and has been measured
in both adult population as well as 12-year-old teenagers
and onwards: this is based in the definition of self-effi-
cacy done by Bandura in 1986 (Espada et al, 2012). The
alpha of Cronbach of the Spanish version of the scale can
vary between .76y .90 (Schwarzer, 2014, cited by Bueno-
Pacheco et al, 2018; Blanco et al., 2019; Covarrubias et
al., 2019; and Clavijo et al., 2020).

Also, this scale correlates inversely with the
negative emotions assessed by other tests that mea-
sure emotional states of this type. That is, if a high self-
efficacy grade shows up, has a major quantity of positive
thoughts. People with higher self-efficacy also perceive
themselves to have a high level of well-being, especially
in the case of perceived achievement, which is related to
working towards goals and accomplishing tasks. This is
also interpreted as having a purposeful meaning in life
and also having the ability to face daily situations, wheth-
er they are at personal or social level. Finally, the higher
the meaning of life and consciousness that people pos-
sess, the higher the level of perceived self-efficacy will
be, accompanied by more positive automatic thoughts
(Bueno-Pacheco et al., 2018).

According to Espada et. al. (2012), GSE evaluates
the stable feeling of personal competence to handle ef-
fectively in a great variety of stressful situations. For the
self-efficacy evaluation, the GSE has empirically shown
its convergent and discriminant reliability and validity;
among other studies about their use and adaptability
are Sanjuan et. al. (2000) and Rojas (2014). To trian-
gulate the subjects” perception with the results of the
instrumental/professional sub-competence in a more
detailed manner, a decision was taken to apply the GSE
(Schwarzer et al., 1997) to this same sample, with the ob-
jective of bringing a clearer perspective regarding sub-
competence and usefulness acquired at the end of the
course. This way, the objective is to contrast the findings
between the survey, the products, and the psychological
test, as well as to identify the level of self-perception of
the students, in order to confirm the hypothesis in this
study: the higher the self-efficacy, the higher the aca-
demic achievement.

Results
Based on the data obtained from the CAT Tools and Self-
Efficacy in Translation test, a quantitative and qualita-



tive analysis of the participants’ responses was carried
out in order to obtain a general idea of how confident
the students are in their abilities to handle the different
programs, in this case when using CAT tools. The analy-
sis of the quantitative data derived from the items with
closed-ended questions, corresponding to items 1, 3, 4
and 7, is shown below.

Graph 1. Participants’ perceptions of the usefulness of
this CAT workshop for their training as translators.

I found this CAT workshop useful for my training
as a translator

36.80%

63.20%

M Totally disagree
M Disagree

Neither agree nor disagree
W Agree

Source: Own data. M Totally agree

On Graph 1, of the 90, 47% participants that were
surveyed, we find that the two responses that obtained
the highest number of votes were: Totally agree 63, 2%
and Agree 36, 85%, i.e. these people consider that the
CAT (Computer Assisted Translation) workshop is useful
for their professional training.

On Graph 2, we identify the following responses;
Agree 57, 9%, Totally Agree 36, 8% and Neither Agree nor
Disagree 5, 3%, i.e. more than half of the surveyed sam-
ple refers that they would like to have more workshops
on Technology Applied to Translation, as part of their
Translation Degree training.

On Graph 3, responses to question 4 of the sur-
vey showed the data; Agree 73, 7%, Totally agree (21, 1%)
and Neither Agree nor Disagree (5, 3%), meaning that 94,
80% perceives a higher level of self-efficacy on their Com-
puter Assisted Translation skills, therefore, a higher level
on their instrumental/professional sub-competence.
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Graph 2. Participants’ attitude towards the availability
of more Applied Technology workshops in their BA in
Translation.

I wish there were more Applied Technology workshops
that were part of the BA in Translation

36.80%

57.90%

M Totally disagree
M Disagree

Neither agree nor disagree
W Agree

Source: Own data. M Totally agree

Graph 3. Participants’ perceptions” of their self-efficacy
after finishing this CAT workshop.

After finishing the course, | feel more self-efficient
in Translation

21.10%

73.70%

M Totally disagree
M Disagree

Neither agree nor disagree
W Agree
Source: Own data. M Totally agree

On Graph 4, which surveys the opinion over the

influence of COVID-19 pandemic had in teaching-learning
development process, the next answers were obtained,

Yes 57, 9%, No 21, 1%, A little 10, 5%, besides maybe.
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There were comments that expressed what af-
fected them: “50/50, there were things did affect me, but
| also learned to adapt and take advantage of it” (5, 3%).
Generally, 79% of students consider that, in some way,
the pandemic affected their academic development;
nonetheless, their grade remained high.

Graph 4. Participants’ perceptions of whether Covid-19
pandemic has affected their learning.

Do you think the COVID-19 pandemic has affected your
academic development?

57.90%

21.10%

M Yes

H No
Alittle

B Maybe

MW 50/50 There were things that did affect me, but | also
learned to adapt and take advantage of it.

Source: Own data.

Qualitative results

For the qualitative analysis of the data, using Atlas.ti 9
program, we first searched for the most repeated words
to obtain the names of the labels in order to categorize
each of the responses of the participants who completed
the CAT Tools form at the end of the semester, the first
week of June of 2020.

Categories, such as Learning, Benefit, Quality,
Confidence, Time savings, Improved translation work-
load, among others, emerged as the labels we used
(Table 1). Some of these categories were used to orga-
nize the information in more than one question such as:
Learning, Confidence, Virtual Classes/Virtual Mode.

After the initial analysis with the Atlas.ti pro-
gram, the total amount of revised paragraphs on this
survey was 115 (100%). The most outstanding categories
are confidence, where 15 paragraphs were analyzed (13,
04%), Virtual classes/Virtual modality with 13 paragraphs
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(11, 30%), Broad/diverse content with 12 (10, 43%) and
Learning with 8 paragraphs (6, 95%), while the catego-
ries that obtained the least number of paragraphs in the
analysis are Monotonous classes/Classroom monotony
and Sleepiness/ Tiredness with 1 paragraph each (1, 7%).

Table 1. Participants’ perceptions of their Self-efficacy
and Performance in categories deriving from these con-
cepts.

Categories regarding the perception of the students’
Self-efficacy and academic performance.

Self-efficacy a) Benefit
b) Quality
Positive | ¢) Time savings
a. Confidence. " d) Improved
b.L . 2 translation
- -earning. e workload
. é
c. Motivation. = e) Internet
d. Positive o connection
academic . f) Home distractions
performance. Negative

g) Interaction with
peers Sleepiness/
Tiredness

Source: Own data.

The categories were organized in two parts, be-
tween negative and positive content; within the negative
content, the aspects mentioned by the students on ques-
tion 6 of the survey were considered since it was the pur-
pose of this item to find out what aspects of the workshop
they considered negative and what suggestions they
could give to the workshop. On the other hand, the an-
swers of item 5 were taken into account to find out which
positive aspects could be found during this workshop.

As mentioned above, Table 1 shows the catego-
ries and paragraphs that refer to the negative aspects of
the workshop, such as Monotonous Classes/Monotony
of the classes, where opinions such as “the class is very
monotonous, we need to add dynamics” can be found;
Virtual Classes/Virtual Modality with accounts such as:
“The online modality in which we had to take the class.
I think this class would have been even better if we had
taken it in person”; Equipment with comments such as



“Not all the computers we own have the capacity to sup-
port some programs”; Confusing explanations such as
“There were times when the instructions presented in
the activities to be handed-in were different from other
instructions presented in other files”; Organization such
as: “There was a bit of disorder in terms of delivery dead-
lines dates, and the materials in Blackboard were a bit
difficult to locate”.

In this regard, it was found that participants refer
more to the technical aspects of the class, that is, more
to the form than to the content they worked with during
the workshop. These responses gave a clearer picture of
what aspects can be improved within the workshop to
better its quality and organization.

In the recount, categories and paragraphs that
reference the topics and explanations in the class are
identified. The positive categories are: Comprehensive/
Diverse content in which the found opinions were “There
is enough material for the management of the programs,
which is good, since it is possible that we are not able
to understand everything, but with the material and vid-
eos, it becomes easier”; following this, Production of Ma-
terial “It also helps us make glossaries and translation
memories that can help us with future translations. They
allow us to make translations independently of the for-
mat we’re working on (PDF, Word, web-pages, etc.)”.

The third category, No suggestions, with com-
ments such as:

However, | don’t think it was the case with this
class since the program and steps were ex-
plained, there was no chance to get distracted,
and in order to hand-in the activities you had to
know how to use the program, at least what you
had seen in class. Thus, | had no problem in this
class to meet the objectives.

Participant 4

Based on the above, these students consider
the following as the strong points that this workshop
contributes to their training as professionals: the ample
content that they can find inside and outside the class,
which allows them to have the material to be reviewed
at different times, as well as videos that complement the
information that they have not been able to see during
class or to clarify doubts. Also, the participants referred
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that learning to use these tools allows them to work dif-
ferent formats and this way to keep the shape and qual-
ity of the texts. Finally, regarding the last category with
this type of content, in question 7, the students were
asked if they considered that the pandemic had affected
their academic performance. Participants who answered
“no” were given the opportunity in question 8 to expand
their response, on which one of them refers that the
class demanded a certain level of attention to attend to
the contents of the workshop that were necessary to do
activities, so he/she did not perceive that his/her perfor-
mance was affected.

Based on the division established for the concept
of Self-Efficacy and Performance, the way in which each
of the categories was assigned to one of these concepts
isidentified. Then, we have that the most comprehensive
concept would be Self-Efficacy that encloses the catego-
ries Confidence, Trust, Learning, Motivation and Positive
academic performance. From there, the concept of Per-
formance is considered, and includes positive and nega-
tive character categories, which means that, according
to the answers that the students gave throughout the
CAT Tools workshop, there were factors that contribut-
ed to this academic performance and others that could
have affected negatively the aforementioned final result,
such as COVID-19’s health contingency.

Each of these categories refers to the partici-
pants” answers who could indicate how they perceive
themselves regarding their translation skills and their
capabilities to develop this type of tasks with the help
of translation support programs; within the categories
of the concept of Self-Efficacy are: a) Confidence, b)
Learning, c) Motivation, and d) Positive academic perfor-
mance.

Within the first sub-category a) Confidence,
which was used to organize the information from ques-
tions 2 and 5, there are comments such as “Because is
confidence what we think we have in our capabilities
or skills”, “that gives us the opportunity to improve as
translators”, “One of the aspects is that | feel more con-
fident of using technologic tools” and “knowing how
to handle several [programs] opens the possibilities to
us”, this indicates that students perceive that the class
helped them improve the confidence they have in their
translation skills with CAT tools and the importance that
these have on their professional development, as well as
for what kind of job they can apply.
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On sub-category b) Learning, present in ques-
tions 2 and 5, there are opinions such as:

Because is important knowing CAT Tools, be-
cause, technology advances on a daily basis,
just as the new knowledge and discoveries in
the area of translation, and us as translators, we
have the duty to be informed about everything,
not just what happens on our surrounding, but
also the changes and advancements that hap-
pen in our work area.

Participant 18

Another participant said, “very different to what
the entire world thinks of traditional, handwritten trans-
lation, and which we do not find out about until we study
or do research about it.”. From these answers, it can be
said that taking the CAT Tools class, these students iden-
tify the importance of keeping updated, learn how to use
tools and programs that can contribute to their profes-
sional development, and also other methodological as-
pects they did not know about their own field of study.

Within this secondary category to self-efficacy,
there was a division of its subcategories into positive
and negative content presented in Table 1, the first are
a) Benefit, b) Quality, c) Time savings, and d) Improved
translation workload, which refer to the facilities and ad-
vantages of the workshop for their self-perception and
performance, while the subcategories of negative con-
tent that were mainly drawn from question 6, are e) In-
ternet connection, f) Distractions at home, g) Interaction
with peers and h) Sleepiness/ Tiredness, refer to the fac-
tors that hindered the process within the workshop and
the participants> confidence in their performance.

The first of these positive content sub-categories
is a) Benefit where the opinions found were:

| think the simple fact of knowing a little about
various programs that brings us this possibility
is pretty good, since some of them can facilitate
the work load a little, as well as the time it takes
to do a translation from zero.

Participant 6

Besides, another participant affirmed: “I liked

the programs seen in class and the performed activities, |
knew that machine translators existed, but | didn’timag-
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ine there would be several other tools and programs”,
these comments indicate that, in a general level, stu-
dents observe that the use of CAT tools is not only useful
to improve the work load and time, but also their useful-
ness so their translations are more consistent as well as
the amount of options they have to do a translation task.

As example of negative content sub-category is:
e) Internet Connection, presented expressions such as
“it affected it -on the performance- because | couldn’t al-
ways connect to the sessions, or sometimes, due to tech-
nical problems, | handed-in some of my works a little
late”. These expressions indicate an outside factor for the
students, like unstable connection that makes it difficult
for them to hand-in assignments on time, and prevent-
ing them to connect to class sessions which implied los-
ing important explanations for the activities.

For the next sub-category, f) Home distractions,
it was found: “Sometimes, while at home, | got distracted
while l wasin class because there was noise and interrup-
tions”, “Because being at home distracts, e.g. home re-
sponsibilities, family, internet, etc.”. For those students,
being in a virtual mode from their homes had implica-
tions to the amount of distraction sources presented in
their housing, whether it will be noise, family reasons,
among others, which did not allow them to pay atten-
tion to classes.

Some performance sub-categories refer to as-
pects and external factors that can affect both the level
of self-efficacy, as well as performance in performing
tasks with CAT tools and also students> perceptions on
how this affects them at other levels due to various fac-
tors in the places where they are located. Other studies
(Bolafos-Medina & Gonzalez, 2012) have put on the table
negative attitudes towards translation support tools due
to several factors. However, now in 2018, Ge reports a bet-
ter attitude, according to Valero-Garcés and Tan (2020):

Ge (2018), in his study on the status of TAO teach-
ing in universities in of Shanghai, points out that
the majority of students have a positive attitude
about the use of such tools: 68.75% believe that
mastering them is the use of such tools: 68.75 %
believe that masteringthemisimportantfor their
professional important for their professional de-
velopment; 77.84% believe that the duration of
teaching these tools should be extended....
Valero-Garcés and Tan (2020, p. 76)



An explanation toward this phenomenon, sup-
ported by the classroom experience as 15 years ICT
teachers, is that students now see the use of a computer/
laptop as part of their daily life, and not as “their enemy”:
they play videogames, play music through Bluetooth and
use cellphones on a daily basis; they also download ap-
plications, so technology is already internalized in their
daily lives, and they see new technologies as part of the
learning they need to integrate into their lives.

Profile of the GSE sample

Next, we analyze the results of the psychological test,
with which we used to triangulate the obtained results.
Of the 90,47% who answered the CAT Tools and Self-Ef-
ficacy in Translation test, 26, 3% also answered GSE, all
of them female. The results of the General Self-Efficacy
Scale show that the participants got a medium score of
34, 8 of 40 possible points, which is the scale’s maximum
grade. The 30 range was the lowest score and 39 the high-
est (Table 2). These results contrast with other studies, in
which the medium score varies according to the sample.
In the case of this research, the score could be due to the
size of the sample. In other studies, a medium score of
29, 45 was obtained in a sample of 592 subjects. In stud-
ies done by Schwarzer (1993) and Baessler and Schwar-
zer (1996) with students, a medium score of 29.28 and
20.22 was obtained. It is necessary to keep in mind that
the higher the score, the higher the level of Self-Efficacy
(Blanco et al., 2019).

Table 2. Grades and correlation with GSE score.
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of personal competence. Having a high score indicates
more optimistic scenarios, in which, by establishing a
realist goal, they invest more effort and persist on it. In
case of having difficulties during the process of conse-
cution of a goal, it is possible that they are capable of
recovering faster. They would also have greater ease in
decision-making and academic achievement. These re-
sults could also indicate an inverse relationship with de-
pression, anxiety and feelings of incompetence that are
presentin a person with a low level of self-efficacy.

Table 3. Average of subject’s Grades

Statistics

Final grades

N Valid 21
Lost 0
Media 96,43
Median 100,00
Standard deviation 7,769
Range 25
Minimum 75
Maximum 100

Source: Own data.

For this research, we sought to compare the
score obtained in the GSE with the final grades obtained
in the CAT Tools workshop, whose statistics (Table 3)
were obtained by means of the IBM SPSS

GSE score program. As can be seen, an average score
valid Accumulated of 96, 43/100 was found. A total of 76, 2% ob-
Frequency | Percentage Percentage | Percentage tained 100/100 points; 9.5% reached 95/100
Valid | 30,00 1 20,0 20,0 20,0 points; 9.5% reached 80/100 points; and 4,
31,00 1 20,0 20,0 40,0 8% 75/100 points, with the highest score
37,00 5 40,0 40,0 80,0 range being 100 points and the lowest 75.
3900 1 200 200 100.0 From the above, and the responses
: ’ : ’ provided by the participants to the CAT Tools
Total > 100.0 100.0 test, it was found that: although the subjects

Source: Own data and elaboration.

These students” results showed the presence
of positive thoughts that would help them to enhance
personal competencies, which aid to cope with stressful
situations, reflecting the strength of the generalized be-
lief in self-efficacy, which indicates a generalized sense

mentioned being affected to a greater or

lesser extent by the pandemic and the quar-
antine, specifically their performance in the workshop,
the grades of the vast majority of these students can be
considered outstanding. The scaled used for reference in
our University, establishes passing grades from 60/100
(enough) to 100/100 (which is an excellent grade) in
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Bachelors, where less than 60/100 is not a passing grade
(Gaceta UABC, 2018).

By comparing the GSE level with the grades ob-
tained by participants who answered this scale, it has
been identified that the students who had a good level
of self-efficacy of 34, 8 points and the Academic Perfor-
mance reflected in their final grades, showing an average
of 96.43/100 points within the class, which are also high.
As it can be seen, the higher the self-efficacy in transla-
tion students, ratified by the obtained academic achieve-
ments, the higher the development of instrumental/
professional sub-competence, and therefore their future
performance as future practitioners in the area.

Discussion
A correlation may exist between self-efficacy of the par-
ticipants and their capacity to face new academic chal-
lenges and solve them. In fact, as some Translation
Studies theorists have stated: translation is an activity
thatimplies problem-solving and decision making. As ex-
ample, PACTE Group believes that translation problems
can be found in several phases of the process and that
translation problem-solving “involves different cognitive
operations within the translation process, and requires
constant decision-making on the part of the translator”
(Hurtado Albir, 2017, p 10).

The aforementioned correlation can bedescribed
in the next way: A student with good self-efficacy faces a
translation troubleshooting, decision making (that can
be from choosing the adequate translation software,
terminology management or an online dictionary, even
listening to music to reduce stress when translating) and
accomplishes the task successfully. Finally, this positive
experience and the learning feedback acquired improve
their strategies and technics that, in the end, reinforce
positively the self-perception of self-efficacy, which in
turn prepares them for greater challenges. This whole
process, which we could consider as a virtuous circle,
polishes and strengthens the Instrumental/Professional
sub-competence of the future translator.

Regarding the analyzed stratum, 26% of the stra-
tum showed a self-efficacy of 34, 8, with an average group
score of 96, 43/100, which tells us that the subjects have a
very good perception of what they are capable of doing.
Therefore, they face challenges with the confidence that
they will be able to overcome them, supported by the as-
sisted translation tools used by professionals in the area.
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Between the study limitations, we can mention
that it would have been interesting that all 19 students
had participated in the GSE probe, thus, enabling us to
see the full picture. One of the most attractive studies is
to find out which brain devices are used to design trans-
lation strategies, in other words, how does the strate-
gic sub-competence manifests and develops within the
cognitive process, as it has been named by Krings (1986,
p. 18) “potentially conscious plans for solving a trans-
lation problem”, since strategies arise as soon as the
translation cannot be carried out automatically.

Conclusions

As a conclusion we can state that surveyed students
performed well in the CAT Tools class supported by the
review of the final grades and shown in the results of
support programs used for this research.

BachelorsinTranslation atthe Language School-
Mexicali campus manifested having a higher level of
self-efficacy after taking the CAT Tools class, on which
CAT tools are reviewed to improve the Instrumental
Sub-competence and their future performance as prac-
titioners. According to the objective of this research, the
relationship between students’ self-efficacy and perfor-
mance after the CAT Tools workshop was demonstrated.
The correlation showed that the students got high final
grades due to a good level of self-efficacy, while also
recognizing the usefulness of CAT Tools for their profes-
sional development. Besides, results obtained may be
useful for the design of applied technology curricula
more focused on stimulating students’ self-efficacy,
which in the long term would result in more competent
translation professionals.

It must be reminded that although this is an
exploratory study that cannot be generalized to all the
students that have already taken the class, it is a good
start to carry out longitudinal studies in this area. A very
important need was expressed and revealed by subjects
in the present study: they want to receive more applied
technology classes, as is already the case in other public
and private institutions in the country.

The results obtained using the research instru-
ments used in this study allowed us to measure the vari-
ables, and to find a correlation among them. Results
showed that there is a direct and positive correlation
between the range of self-efficacy -that is part of Psy-
chophysiological Sub-competence, studied by PACTE
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Group (2000-2019)- and the performance of the subjects the improvement of the methodologies in teaching ICT
shown in their grades achieved at the end of the work- in translation, as well as the necessary update of the syl-
shop. The data offers us valuable information both in labus. .
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Appendix 1

Detail of the questionnaire of CAT Tools and Self-Efficacy in Translation. Adapted from Haro-Soler (2017).

CAT Tool y autoeficacia en Traduccion
2020-1

Contesta de manera honesta al siguiente cuestionario, jijmuchas gracias!!!

*Obligatorio

Correo electronico

No se puede prerellenar el correo electronico

1. Este taller CAT me ha parecido util para mi formacion como traductor/a Marca *
solo un ovalo.

Por favor, lee con atencion el concepto de autoeficacia y llena este cuestionario
marcando/subrayando o sombreando la opcion que mejor refleje tu opinion. Es importante
que no dejes _ninguna pregunta en blanco. No te llevara mas de cinco minutos. jGracias por
tu colaboracion!

Es precisamente su especificidad con respecto a una actividad particular (Bandura,

1987, pp. 421-422, 1997, pp. 36-42, 2006, p. 307) lo que distingue |a autoeficacia de conceptos pertenecientes al
mismo campo semantico, como el de

La Traduccién asistida por computadora, Traduccion asistida por ordenador o CAT es el proceso de reproduccion
de un texto en otra lengua que lleva a cabo una persona con la ayuda de software o programas de ordenador
desarrollados especificamente a tal fin.

(O totalmente en desacuerdo

(O Endesacuerdo

O Ni de acuerdo ni en desacuerdo
(O De acuerdo

(O Totalmente de acuerdo
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Abstract

Research has shown that teachers’ beliefs play an im-
portant role in the successful integration of educational
technology in the language classroom (Ding et al., 2019;
Ertmer et al., 2015; Tondeur et al., 2017), yet the relation-
ship between teachers’ beliefs and practices is complex
(Chen, 2008; Ding et al., 2019; Ertmer et al., 2012). See-
ing as teachers’ experiences of educational technology
during the COVID-19 pandemic will have a lasting impact
on their beliefs about its use (Code et al., 2021), it is im-
portant that teachers’ views and practices while in Emer-
gency Remote Teaching (ERT) conditions are explored.
Through data collected from questionnaires, interviews
and observations, this small-scale case study at a tech-
nological university in southern Mexico aimed to better
understand how proficient EFL teachers feel about the
use of technology as a support element for their teaching
skills in an ERT setting and how access and knowledge
of technology shape or influenced the teachers’ beliefs
about the use of such technology in their classes. Find-
ings indicate that while teachers consider themselves to
be proficient in and have access to a wide range of tech-
nological sources, these beliefs do not fully align with
their ERT classroom practices.

Keywords: ELT, educational technology, ICT, teachers’
beliefs, technology integration.

Resumen

Las creencias docentes juegan un papel importante en la
integracion de tecnologia educativa en las clases de len-
gua (Ding et al., 2019; Ertmer et al., 2015; Tondeur et al.,
2017); sin embargo, la relacién entre éstas y lo que sucede
en la practica es compleja (Chen, 2008; Ding et al., 2019;
Ertmer et al., 2012). Estas experiencias con la tecnologia
educativa durante la pandemia por COVID-19 tendrdn un
impacto en las creencias docentes al respecto (Code et al.,
2021); por lo tanto, es importante investigar sus perspec-
tivas y prdacticas durante la Ensefianza Remota de Emer-
gencia (ERT, por sus siglas en inglés). Con datos obtenidos
de cuestionarios, entrevistas y observaciones, este estudio
de caso en una universidad tecnolégica publica en el sur
de México, tuvo como objetivo entender qué tan compe-
tentes se sentian los profesores de inglés al usar tecnolo-
gia educativa como apoyo docente en un contexto ERT, y
cémo el acceso a y conocimiento de la tecnologia influyen
en sus creencias sobre su uso en clase. Los resultados indi-
can que aunque los maestros se consideran competentes
y tienen acceso a una gran variedad de recursos tecnold-
gicos, estas creencias no se alinean por completo con sus
prdcticas en el salon de clases.

Palabras clave: creencias de profesores, ELT, integracion
de la tecnologia, tecnologia educativa, TIC.

Introduction
he impact of teachers’ beliefs on their instructional
Tpractices has been documented in research over
a number of decades, and it has been shown that
teachers’ personal belief systems influence choices they
make at a curricular level, as well as the strategies they
employ in the classroom, including their use of technol-
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ogy (Niederhauser & Stoddart, 2001). Ertmer and Otten-
breit-Leftwich (2010) suggest that for any change to take
place in the classroom, teachers must first recognize and
confront their own beliefs, and Ding et al. (2019) further
this idea by highlighting the importance of considering
teachers’ beliefs for the successful integration of tech-
nology in teaching practices.

Educational technology has, for a long time,
been widely considered an important element of teach-
ing and learning. The field of English Language Teaching
has a long history of technology use, from the wide-
spread use of language labs from the 1960s onwards
(Barrutia, 1967), to Computer Assisted Language Learn-
ing (CALL), Technology Enhanced Language Learning
(TELL) and, more recently, Mobile-Assisted Language
Learning (MALL) and other digital media (Dudeney &
Hockly, 2012). Any English teacher who may have been
reluctant to use technology in the classroom has, since
the start of the COVID-19 pandemic in early 2020, had lit-
tle choice but to make use of the available technological
resources to reach their students as education moved,
almost universally, online.

Teachers from all fields have worked persistently
to continue their classes in diverse digital environments
through what is now known as Emergency Remote
Teaching (ERT). Zizanovi¢ et al. (2021) describe ERT as “a
temporary shift of instructional delivery to an alternate
delivery mode due to crisis circumstances” (p. 232), rec-
ognizing that once conditions allow, classes delivered
through this modality will return to their previous format.
This experience of ERT has had an inevitable impact on
how technology is used and perceived by teachers, and
this will continue to influence teaching practices when
classes return to face-to-face settings (Code et al., 2021).

While there has been a rapid increase in research
into the use of educational technology since 2020, this
has tended to focus on students’ perspectives or the use
of specific tools, rather than looking at how language
teachers have incorporated technology into their teach-
ing practices. Furthermore, while there have been stud-
ies into teachers’ beliefs about technology use in English
language teaching, due to the complexity of this relation-
ship (Ding et al., 2019; Ertmer et al., 2012) there is a need
for these beliefs to be examined in relation to classroom
practices, particularly in the context of ERT. Through a
small-scale case study at a public technological uni-
versity in the south-east of Mexico, this research brings
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these two aspects together by answering the following
questions: How proficient do teachers feel about the use
of technology as a support element for their teaching
skills in an ERT setting? In what way(s) does the level of
access and knowledge of technology shape or influence
the teachers’ beliefs towards the use of such technology
in their classes?

Literature Review

Educational technology in ELT

Educational technology refers to the effective use of any
technology in the learning process. It is “the study and
ethical practice of facilitating learning and improving
performance by creating, using, and managing appro-
priate technological processes and resources” (Huang
et al., 2019, p. v). Saxena (2015) explains that the term
educational technology covers a wide range of tools in-
cluding hardware, software and media, as well as the
theories behind their appropriate usage in educational
settings. Educational technology can be used to refer
both to technology used in the face-to-face classroom
and in digitally mediated settings, including ERT, al-
though for the purpose of this paper, we will distinguish
between delivery method (e.g., e-learning, b-learning,
etc.) and the use of educational technology, considering
the latter to refer to those technologies used with spe-
cific pedagogical intent.

The field of language teaching has made use of
educational technologies for over a century, and from
the 1980s technology has become a central part of many
L2 classrooms (Dudeney & Hockly, 2012). The authors
explain how technology use has developed over time,
and how the expansion of the internet brought with it a
major shift in the use of educational technology in the
ELT classroom, as teachers and learners gained access
to an array of tools allowing for meaningful interactions,
besides an almost infinite source of digital materials.
However, access alone does not ensure an appropriate
integration of technology in the learning process. As in-
dicated by Raygan and Moradkhani (2020), for ICT to be
successfully integrated into language teaching, a range
of purposefully selected tools must be used effectively,
efficiently and meaningfully to support the teaching and
learning process both inside and outside the class. For
this to occur, a series of external and internal factors
must support the incorporation of educational technol-
ogy, among them, teachers’ beliefs.



Teachers’ beliefs about technology in the ELT classroom
Teachers’ beliefs and their classroom practices are unde-
niably intertwined. Research has continually shown that
teachers’ beliefs hold influence over their perceptions
and judgements which, in turn, are reflected in their be-
havior inside the classroom (Pajares, 1992). Calderhead
(1996) defines beliefs as “suppositions, commitments,
and ideologies”, in contrast with knowledge, which refers
to “factual propositions and understandings” (p. 715),
although it has also been discussed how these two con-
cepts, beliefs and knowledge, can be hard to separate as
they often overlap (Richardson, 1996). The present study
takes Ertmer et al’s (2015) definition, which considers
pedagogical beliefs as any proposition related to teach-
ing and learning which begins with the phrase “I believe
that..”.

Just as with other classroom practices, teachers’
beliefs are considered to have a central role in technology
integration in the classroom (Tondeur et al., 2017). From
a review of studies into teachers’ pedagogical beliefs and
technology use, they concluded that the two are inter-
dependent; that is to say, the teachers’ pedagogical be-
liefs have a direct impact on their technology use and vice
versa. Ding et al. (2019) report similar findings, suggest-
ing that there is an overall alignment between teachers’
beliefs and their use of technology in the EFL classroom.

While the previous studies looked exclusively at
teachers’ pedagogical beliefs, Hol and Aydin (2020) ex-
plored different categories of EFL teachers’ beliefs about
the use of digital resources in the classroom (importance,
use, expertise, and context). In their study carried outin a
range of educational settings in Turkey, it was found that,
on the whole, EFL teachers held positive beliefs in all four
areas, and that these beliefs were not directly affected by
demographic variables. Chaaban and Ellili-Cherif (2017)
surveyed perceptions about technology availability and
support, teachers’ values and self-efficacy beliefs, ob-
stacles to technology integration, and formal technology
preparation among EFL teachers from Qatar. Their results
showed that teachers’ perceived importance of technol-
ogy and their participation in formal training had a signifi-
cantimpact on their use of educational technology in the
classroom. Additionally, Raygan and Moradkhani (2020)
analyze the impact of educational environment, teachers’
technological knowledge and attitudes on technology in-
tegration by EFL teachersin Iran, concluding that technol-
ogy integration is mediated by teachers’ attitudes.
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However, it has also been found that progress
in technology integration by EFL teachers is often slow,
despite positive beliefs and considerable efforts being
put into improving access and training (Chaaban & Ellili-
Cherif, 2017). Garcia Chamorro and Rey (2013) conclude
that the relationship between teachers’ beliefs about
technology use and their classroom practices is com-
plex, and is often something of a personal journey. They
report that it is not uncommon for there to be a gap be-
tween what is said and what is done in relation to the
use of educational technology. A number of studies have
also found that there can be misalignments between
teachers’ beliefs about technology integration and their
classroom practices (Chen, 2008; Ding et al., 2019; Ertmer
et al., 2012), suggesting that a deeper understanding of
this relationship is necessary.

Methodology

The present case study aimed to evaluate the relationship
between university English teachers’ beliefs and their at-
titudes towards the use of technology in their classrooms
and if there were any impact of those beliefs on the use of
different levels of technology within their ERT classes. A
predominantly qualitative research approach was select-
ed since there was a need to understand the context or
setting of the English teachers at one public technologi-
cal university in the south-east of Mexico, and to gather
information about their making-decision process regard-
ing the use of technology in their classes by visiting their
particular context and obtaining information personally
and in situ (Creswell & Creswell, 2018).

Using a case study methodology allowed the
main researcher to gather information from different
sources of evidence (Yin, 2009): a checklist, a question-
naire, a direct observation of the events under scrutiny,
and interviews of the persons involved in them. These
sources of information were considered vital for the com-
pletion of the study. Once the preliminary data started
to flow, the presence of quantitative and qualitative fea-
tures arose the need for a second approach for its analy-
sis, and mixed methods elements were incorporated as a
result of these needs (Creswell & Plano Clark, 2007). The
use of these combined methods aligns with Guest et al’s
(2017) suggestion about giving consideration to flexibil-
ity during the research implementation in order to adjust
the sampling and analysis procedures during the data
collection process, based on the incoming data.
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Context and participants

The context of the present study was a public Higher Edu-
cation institution located in the south of Veracruz, and
more specifically their Foreign Languages Department.
Due to restrictions at the beginning of the COVID-19 pan-
demic, teachers were asked to continue and finish the
school term programmed for February 2020 to August
2020 through online classes, which were asynchronous
and administered via Google Classroom. The following
school term, from August 2020 to January 2021, classes
shifted to a synchronous system using Google Meet con-
ferencing service for the presentation of lessons, whilst
notes, materials, activities and the virtual management of
the classes (attendance, participation and scoring) were
managed through Moodle, the official university plat-
form. This model continued from February 2021 to Janu-
ary 2022. Although officially at this university the classes
were called online or virtual, these classes were delivered
according to what Hodges et al. (2020) and Zizanovi¢ et
al. (2021) define as Emergency Remote Teaching environ-
ments (ERT).

The participants of the study were five English
teachers ranging in age from 23 to 30 years. The main cri-
terion for the selection of the participants was for them
to be active English teachers and members of the Foreign
Languages Coordination of the university. Four of them
have an English degree, and one has a Pedagogy degree.
Their teaching practice ranges from one to four years of
experience in leading English classes offered to the stu-
dents enrolled in this technological university in any of
their Higher Education programs. Teachers were located
in two different campuses of the university, in two differ-
ent areas of the state.

Data collection instruments

For the present study several instruments were designed
to be administered individually to the participants: a
checklist, a questionnaire, an observation sheet and a
semi-structured interview guide. All these instruments
were administered to obtain data from participants’
teaching experiences with educational technology en-
abling the writing of detailed descriptions in order to find
answers to the research questions.

The purpose of the Technology in my class check-
list (Appendix A) was to assess the availability and use
of electronic devices and technology resources such as
websites, educational applications and others that these
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university English teachers Relied on during their ERT ses-
sions (“virtual classes”). The list was divided into three
levels of technology use for the study: 1) Basic, 2) Inter-
mediate and 3) Advanced, so a starting point for the study
would be possible to establish. These categories were the
result of the analysis and reflection of the diverse defini-
tions of access to technology, educational technology
and technology integration in the classroom, with the
following correspondence: access to technology = basic
level, educational technology = intermediate level, and
technology integration = advanced level, which intrinsi-
cally relate to the core of the present study.

The questionnaire (Technology in class experi-
ence) aimed to analyze the teachers’ and their students’
experience and skills while handling technological re-
sources. It was divided into three parts: knowledge of
technological resources for education (for the teachers),
handling of technology in class (for the teachers) and
students and technology interactions (from the teachers’
point of view). The questionnaire used a Likert scale basis
for most questions (from Strongly Agree, Agree, Neutral,
Disagree, to Strongly Disagree) in order to look into the
teachers’ perceptions of their own knowledge and use of
technology, and their points of view about the students’
performance when using technical resources for learn-
ing. The last two questions were open-ended and sought
to find out more about the role of ICT in the participants’
teaching practice.

The observation sheet consisted of a list filled in
by the researcher while observing the teachers’ classes.
Observation was necessary so as to be able to be as ob-
jective as possible when analyzing the technology use
teachersimplemented duringtheir English classes. Asemi-
structured interview was considered necessary to address
specific dimensions of the research question, while also
leaving space for study participants to offer new meanings
to the topic of study (Galletta, 2013). Thus, an interview
guide was designed in order to deepen into the teachers’
personal opinions regarding the use of technology in their
English classes, their knowledge of such technology, and
their personal opinions and beliefs on the matter, so as to
obtain ‘the whole picture’ of the research topic.

Data analysis

The present study used an iterative approach (Guest et
al., 2017) to analyze the data obtained from the different
qualitative instruments to acquire a more detailed im-



age of teachers’ technology use. The checklist was ana-
lyzed to establish the commonalities shared by English
teachers regarding their access to technology in general,
to educational technology or technology integration
practices in their classes. The questionnaire results were
examined to determine which were the teachers’ beliefs
with respect to this topic. The observation process of
the classes was carried out at least three times for ev-
ery teacher participant, so the observation could take
place during different moments of their classes, produc-
ing more accurate data. Once the 15 rounds from the
observation process ended, the information gathered
by the researcher was contrasted with the results from
the checklist and the questionnaire to compare what the
teachers thought about their teaching practice and what
the researcher observed from them, so as to determine
if perception and reality concurred or differed based on
these findings. The interview was coded using an itera-
tive approach trying to answer the research questions
and identifying the actual teachers’ beliefs towards the
use of technology in the classroom.

Results

The results of this study have been organized for this
paper in three sections. One presents the participants’
perceptions of technology in terms of technology in
the classroom and its usefulness in education. The next
section presents the results regarding the teachers’
self-perception of their competence when it comes to
technology, as well as their perception of their students’
technological competence. And thirdly, the last section
presents the findings in relation to the teachers’ integra-
tion of ICT in their language classes as they perceive it
and as they actually do it. The data obtained from the
Likert scale statements in the questionnaires have been
labelled with a Q and the corresponding number of the
statement, and the results for these can be consulted in
Appendix B.

Technology conceptualization

From their responses in the interview, teachers perceive
technology in the classroom as any element related to
technological devices, internet connection, and their
use for classes, especially in the ERT context they were
facing at that moment. That is to say, all of the partici-
pants agreed that their laptops, cell phones, access to
wi-fi and even the stability of their internet connection
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constitute technology in the classroom. When they were
interviewed, they were already aware of a wide variety
of technological affordances from the Technology in my
class checklist (Appendix A), which they had previously
filled out for the study. Under teachers’ conceptual-
ization of technology in the classroom, and due to the
restrictions imposed by the sanitary crisis caused by
the COVID-19 pandemic, everything in their ERT class
corresponded to the use of technology for education,
although basic technology still seems to be the predomi-
nant image in their minds:

From the very moment one has to connect and
share our screen, with information for the class,
and we use a Word file or a PPT file, well, that’s
technology in class; we also use Google meet
(Ana, Interview).

Teachers also perceive technology as a very use-
ful element in education. They seem to believe that their
classes are more fluid when they use technology (Q11),
and that it promotes the students’ language skills devel-
opment: ‘Technology allows students to visualize things
and experiences, we can improve students’ skills like lis-
tening and speaking using technology’ (Ana, Interview),
or ‘Technological tools are a great resource to develop
the students’ listening, writing, reading and speaking
skills in English’ (Pedro, Questionnaire). They clearly
view the use of internet sites and apps as beneficial for
their language teaching practice (Q4), and for the stu-
dents’ learning process as well (Q13), with ‘technological
tools that enable our students to learn English without
being bored, learning in a meaningful way’ (Eduardo,
Interview), or by changing ‘their own learning perspec-
tive, understanding that not only the teacher can convey
knowledge, but they can also find it online’ (Luis, Inter-
view). This suggests that teachers also believe that tech-
nology in their classes allows a certain degree of learning
autonomy.

Teachers also relate the use of technology in
education as beneficial for teaching and learning pro-
cesses. For instance, Emilio (Interview) thinks he can
resort to internet tools to deepen the content of his
lessons. Pedro (Questionnaire) believes that the use of
ICT resources considerably fosters creativity in the de-
sign of ELT activities. For Luis (Interview), technological
tools provide more opportunities for reaching students,
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and for Ana (Interview), they have been of great support
for her teaching practices. When it comes to learning,
among the benefits of using ICT that teachers find are
access to interaction with more people from other plac-
es (Pedro, Interview), students’ more easily connecting
theory and practice (Luis, Interview; Ana, Interview &
Questionnaire), and thus the enhancement of students’
understanding of topics (Pedro, Questionnaire) and
of their autonomy (Luis, Interview), and flexibility and
adaptability in relation to the different learning styles
and learning paces (Pedro, Questionnaire; Luis, Inter-
view). Eduardo (Interview) and Ana (Questionnaire)
even think that learning takes place faster and more
easily if ICT is used in the language classroom.

Above all, participants perceived ICT in the
language classroom as a motivating factor. More fun
and more entertaining classes are possible (Emilio,
Interview & Questionnaire; Pedro, Interview; Luis, In-
terview). Students seem more engaged (Pedro, Ques-
tionnaire; Ana, Interview; Eduardo, Questionnaire)
and participate more (Pedro, Questionnaire); whether
because students are doing something different (Luis,
Interview), more dynamic or interactive (Eduardo,
Questionnaire; Ana, Questionnaire), or more competi-
tive (Eduardo, Interview), and thus this makes learning
to take place more easily. In a nutshell, ‘in one way or
another, students are more motivated when technolo-
gy, such as online platforms, are involved in education’
(Eduardo, Interview).

Technological competence

Teachers not only need to be and feel skillful and well-
prepared regarding their pedagogical and content
knowledge, but also regarding their technical knowl-
edge, if technology is to be integrated successfully into
their classrooms (Alghasab et al., 2020; Hakim, 2020;
Raygan & Moradkhani, 2020). Although most teachers
reported not having been offered training to use ICT for
educational purposes by the institution they work for,
most of them affirmed to know how to use software,
internet sites and apps correctly, as they have acquired
such skills whether by personal experience or train-
ing themselves; yet, they all admitted that they would
like to pursue more training on educational technol-
ogy (Questionnaire, section I, see Appendix B). Some of
them actually expressed some concerns regarding their
technological competence:
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Honestly, | think | need more training in some
technology matters, | don’t feel 100% qualified,
not even to an 80%, because | feel there are a
lot of things I’'m missing when using technology
(Luis, Interview).

| am aware there is room for a lot of improve-
ment in my case. For example, learning about
different applications for more variety, different
types of tools; there are several issues. | would
like to know more strategies to implement tech-
nology as well (Ana, Interview).

Interestingly, Emilio (Interview) pondered the
use of technological resources as two-way practices. As
he put it, as teachers, the use of technology in classes
makes them improve the management of those ele-
ments, and students also learn and practice technology
whilst at the same time they learn English:

When | ask them to use technology for some
homework or task, they not only practice their
English, but at the same time they practice their
own technology handling...and sodo .

There were others, however, like Eduardo and Pe-
dro, who asserted in their interviews to be fully prepared
to handle and manage technology in classes, without ig-
noring the value of further training. Pedro feels confident
in his use of technology in class because he took a course
about it while he was undertaking his graduate studies.
Eduardo was also confident because he could ‘duly use
of all the online platforms they were required to use for
classes at work. All in all, even though the participants
failed in incorporating more varied digital resources in
their PPT presentations during the observations carried
out for this research, they showed to be skilled in design-
ing colorful, impacting and eye-catching PPT slides to
create content for their classes.

Regarding the teachers’ perceptions of their stu-
dents’ technological competence, they think ‘there is a
little bit of everything’ (Emilio and Luis, Interview). This
perception is important as it may influence the teachers’
decision regarding to what extent they should integrate
technology in their classes: ‘There are a few students
for whom technology is not their stronger suit, so some-
times | wonder if using technology in a class is the best
decision’ (Pedro, Interview). Clearly, ‘for some students,



it is difficult to deal with technology, and they even ask
if there is another way to do it, while others can use it
well, and there’s no ifs and buts with them, they say yes
to everything’ (Emilio, Interview). On another note, Ana
(Interview) admitted that she did not really know if her
students’ technological skills were an issue for them,
‘they all say - yes, teacher, we’ll do it -, but | have no idea
if it is easier for them or not.” And even when students’
might be technologically competent, their attitudes are
not always what teachers expect, ‘even when they know
how to use technology, they prefer to invest their timein
other personal activities different from their own learn-
ing’ (Luis, Interview). Moreover, sometimes it is not a
matter of competence, but accessibility; however, this is
an issue that will be included in the following section.

Technology integration in the ELT classroom

When comparing the results from the checklist, the ques-
tionnaires and the interviews to what was observed in
the teachers’ classes, a mismatch was found between
the participants’ beliefs and self-perceptions of their use
of technology and the actual integration of ICT in their
teaching practice. They claimed to have access to all types
of technology for educational purposes, except for those
related to blogs, wikis and movies and TV series streaming
platforms and other social media (checklist, Appendix A).
They also claimed to know and use internet sites and apps
in their ELT practice (Q4), and to always seek to adapt their
classes in order to use technology elements (Q8).

Even in the interviews, participants expressed
using a variety of technological tools in different ways.
‘Quizziz has become my best friend during these terms
online, as well as Kahoot [and] Padlet, Ana mentioned,
and ‘I also use YouTube videos or websites with a lot of
exercises so the students can practice, shared Eduar-
do. Emilio affirmed that watching videos, using Kahoot
and Quizziz, and sharing links to work with vocabulary
through internet platforms were some ways for him to
make content more entertaining for his students, and ac-
cording to Pedro, gamification was essential during his
ERT classes so as to present a topic and provide students
with more practice for it. Luis also recalled constantly us-
ing technology in different ways:

| use videos and tutorials, and any reliable source
as support for helping students when they have
questions. Also, when there is no time to do so
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individually, | send them a link, for example, to
provide feedback.

One of the most important factors for success-
ful technology integration in the classroom is teachers’
pedagogical beliefs regarding technology (Chaaban & El-
lili-Cherif, 2017; Ding et al., 2019; Raygan & Moradkhani,
2020; Tondeuretal.,2017). From the teachers’ technology
conceptualisation, we could see that their beliefs on this
matter were considerably positive. During the observa-
tions, however, only the use of basic technology (check-
list, Appendix A) and of Microsoft Office Power Point and
Word were present. Admittedly, when the teachers used
PPT files, for instance, they always did it with confidence
and without any technology-related drawbacks during
their class time. Nonetheless, as mentioned before, oth-
er possible educational technology resources were not
observed, except for Word files in a few cases. Moreover,
the use of PPT presentations was limited, as they only in-
cluded plain text and images, while the software allows
for the insertion of embedded videos, audios and hyper-
links, among many other resources.

Successful ICT integration should be understood
not as merely merging technology into teaching, but
as the effective, efficient and meaningful use of diverse
and innovative technological resources in the language
classroom to support the teaching and learning process
both inside and outside the class (Raygan & Moradkhani,
2020). Therefore, although the participants affirmed to
be fully engaged with and feel sufficiently trained in the
use of technological tools in class, and also considered
technology as something of paramount importance for
their teaching practice, there was no evidence of what
could be considered a successful integration of ICT in
their actual teaching practice.

These results were even more particularly in-
teresting in that, when interviewed, all the participants
seemed to be more aware than ever of the importance
of integrating technology in the language classroom due
to the ERT instruction delivery mode adopted worldwide
during the COVID-19 pandemic. “Technology had a major
role in teaching our classes during the pandemic, said
Emilio, and “the use of technology was essential for my
classes since we are now under an online system due
to the pandemic, shared Pedro. Eduardo ‘started using
more technology due to COVID, because everything dras-
tically changed [...] and everything is about technology
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now. This was not necessarily seen as some sort of nega-
tive experience. According to Ana, these unprecedented
circumstances, namely the COVID-19 pandemic, allowed
her to become aware of the myriad of technological tools
available for educational purposes, many of which were
of great support for her teaching practice; what is more,
she was able to communicate with her students only be-
cause of it (Questionnaire). Allin all, the way teachers felt
about technology and ERT can be summed up as follows:

Technology has always had an important role
[in education], and now with the pandemic,
we would be nothing without technology, we
wouldn’t have access to the students either at
different moments or through different learning
strategies (Luis, Interview).

It is important to mention that teachers ex-
plained that their decision whether or not to integrate
technological elements as they would have liked was
influenced by external factors. These considerations are
mainly related to their perceptions of their students’ cir-
cumstances in terms of accessibility (access to technol-
ogy). Teachers regard their students’ requests in class for
skipping the use of apps, websites or online practices as
a plea to be sympathetic with them due to difficult cir-
cumstances, such as the lack of adequate devices, the
absence of an internet connection due to their location
(rural area), or even the economic limitations of taking
classes through a pre-paid cell phone.

I had a lot of students that used to tell me that
they were living far from the urban area so they
wouldn’t have internet reception... They didn’t
have the chance to go to another place and get
some connection; sometimes the problem was
they didn’t have a laptop, or they didn’t have
money to pay their pre-paid cell phone. Those
things influence my decision about using tech-
nology a lot, since | always try to be flexible
(Emilio, Interview).

Consequently, teachers believe their students
circumstances are a crucial factor that they need to take
into consideration when deciding on when and how to
use technology, or to what extent such technology could
be used in their ERT classes. Nonetheless, the ERT ex-
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perience triggered the idea of ‘coming back to face-to-
face instruction with the possibility of more appropriate
teaching spaces for technology use’ (Luis, Interview).

Discussion

In earlier studies (Chaaban &Ellili-Cherif, 2017; Ding et al.,
2019; Raygan & Moradkhani, 2020; Tondeur et al., 2017),
researchers report a close relationship between teach-
ers’ beliefs and attitudes towards ICT and its successful
implementation in the language classroom. In the pres-
ent study, however, although teachers fully acknowledge
the importance of the role that ICT integration plays in
language education, and feel competent enough to deal
with technology, they only integrate very few and very
basic technological resources into their teaching prac-
tice. On the contrary, in Chaaban and Ellili-Cherif’s (2017)
study, for instance, Qatari EFL teachers’ perceptions of
technology integration importance and formal instruc-
tion were directly related to the level of technology inte-
gration they used in their classes.

Similarly, in Tondeur et al’s (2017) study, where
they extensively reviewed relevant literature to deeply
comprehend the connection between teachers’ peda-
gogical beliefs and their technology use in their prac-
tice, they found that there is a bi-directional relationship
between pedagogical beliefs and technology use, that
teachers’ beliefs are sometimes perceived as barriers,
and that there is an association between specific teach-
ers’ beliefs with types of technology used by them. On
the other hand, the teachers participating in the pres-
ent study had very positive beliefs about technology,
claimed to have full access to a wide variety of techno-
logical affordances, and even affirmed to be using many
of them in their teaching practice, and yet very little evi-
dence of this was found in the observations of their ac-
tual practice that were conducted, in other words, their
teaching practice did not reflect those positive views.

In another study where they identified an align-
ment among teachers’ pedagogical beliefs and their
technology integration practices (Ding et al., 2019), re-
searchers found that teachers’ beliefs about the peda-
gogical benefits of technology in the classroom regularly
lead them to use that technology in their classes. Once
again, this was not the case in the present study. The
benefits that ICT integration offer in language teaching
and learning processes are very clear for all the teachers
from this Mexican technological university who partici-



pated in the study; nevertheless, these did not lead them
to integrate a wider variety of technological resources
into their teaching practice. It is also interesting to notice
that they stated to have full access to more technology
elements, from basic to advanced, than the ones they
claimed to be commonly using. This means that despite
this very positive perception they had about integrating
technology into the language classroom, they chose not
to integrate a wider variety of technology elements even
when they had access to them.

Therefore, a positive perception and attitude by
EFL teachers towards technological advancements might
be key for effective technology integration (Raygan & Mo-
radkhani, 2020), but as can be supported by the results
of the present study, it is certainly not the only factor af-
fecting it. Teacher’s technological skills are also consid-
ered crucial (Alghasab et al., 2020; Hakim, 2020; Raygan
& Moradkhani, 2020), since teachers’ attitudes can be
very positive, but at the same time they may experience
a lack of confidence and skills in utilizing technology
(Saglam and Sert, 2012), which will ultimately have an
impact in their decision to integrate or not technology.
Some of the participants in the present study revealed
what they consider to be a need for educational technol-
ogy use training which could help them to improve the
use of such technology in their classes. Some others,
however, claimed to be quite technologically skillful, and
none of them complained about struggling to deal with
technology in class in terms of their abilities. Thus, all in
all, these EFL teachers’ practices regarding technology
integration, and their decisions to integrate technologi-
cal elements in their classes, seemed to be more related
to individual-level factors such as their own experiences,
teaching subject, and their students’ developmental
stage, just as it was the case in Chen et al.’s (2021) study
with in-service EFL teachers.

EFL teachers’ technological conceptualization of
ICT integration also plays an important role. Just as in
this study, Chen et al. (2021) and Ding et al. (2019) found
that PowerPoint presentations were the most used tech-
nological tool by their participants, also EFL teachers
with very positive attitudes towards ICT in the language
classroom who strongly believed in the benefits that ICT
could bring to language education. Hence, teachers may
consider technology in classroom as something crucial
and depict themselves as teachers with enough knowl-
edge and skills to use such technology for their students’
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advantage, but at the same time their actual use of tech-
nology in classes could be very limited, not because they
do not want to integrate a wider variety, but because
their notion about technology integration in the class-
room relies on the use of those limited resources.

Another similar study finding inconsistencies
between favorable beliefs and attitudes towards ICT in
education and teachers’ actual ICT integration into their
teaching practices was that of Chen (2008). Chen’s par-
ticipants affirmed using a variety of technological tools
for support purposes such as planning and administra-
tion; very few, however, considered them to be a vital
element in their teaching practice. Chen explained this
inconsistency in terms of intentionality: although teach-
ing is usually regarded as an intentional activity, not all
teaching activities are based on teachers’ intentions or
beliefs because the environment surrounding the teach-
ers has a strong influence on teachers’ decision mak-
ing. This can also be applied to the results of this study,
as teachers’ decisions on using or not technology and
how to use were influenced to some extent by the cir-
cumstances they perceived their students were going
through in terms of technology accessibility.

Conclusion

Around the world, schools are coming back to life while
teachersand students are returning to what has been called
a ‘new normal’ situation. The present study has shown that
although teachersfaced different challenges during the ERT
period of classes due to the COVID-19 pandemic lockdown,
this was also a time for schooling opportunities, being one
of the most important the notion that technology in the
classroom in essential for the education of the present and
the next generations (Code et al., 2021). Stewart (2021) vali-
dates Hodges et al. (2020) when he acknowledges that the
past ERT experiences might have been the first approach
to online education for schools, teachers and students and
thatis reason enough to understand that these experiences
will influence teachers’ perceptions of teaching and learn-
ing for generations to come. This research explored how
and if the level of access to educational technology shaped
the teachers’ beliefs towards technology in their class-
rooms and how proficiently they consider their manage-
ment of technology in their classes was considering that
thereis a link between teachers’ perceptions of technology
use and the educational strategies for its administration in
class. These are the main conclusions.
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Teachers’ access to different levels of technology
and theirmanagementofitin classes are not the sole fac-
tors that they take into account when they decide to ap-
ply technology elements as classes support since there
are additional considerations such as their students’
lack of stable internet connection, lack of appropriate
technological devices or even the struggles students
have when handling technology, as well as teachers’ lack
of confidence managing technology and their previous
experience as teachers. All those considerations are part
of the teachers’ decision-making process about using
technology in classes or not. Consequently, technology
integration is not fully achieved in their classrooms.

Even though the teachers acknowledge the cru-
cial role technology played during their ERT period of
classes, there is an inconsistency between what they be-
lieve about their utilization of technology and the tech-
nological elements observed. They regarded educational

technology as something crucial for their practice, as a
necessary element for their teaching, but the evidence
showed that they only used technology at a basic level.
Moreover, the need for teacher training is another coin-
cidental point of view from them given the fact that they
would like to be more proficient in the use of educational
technologies.

This research was subject to some limitations,
in particular the small number of participants and some
institutional ERT guidelines that created a context that
might restrain the transferability to similar institutions.
Finally, this study considers the need of teacher train-
ing when handling technology in class and the stu-
dents’ beliefs related to their English learning process
when using technology as aspects that deserve further
exploration. «
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Appendix A
Checklist

Technology in my class

Type of technology

Laptop for classes presentation

Illumination and audio equipment/system

Basic
Steady internet connection

Additional smartphone and/or tablet

Access to educational platforms

Software packages, computer programs and search engines such as Google, Office (Word, Ex-
cel, Power Point, etc.) used for improving classes topics and activities.

Intermediate
(Educational) Access to websites and webpages with key information for class development.

Tutorials, explanatory videos and class material available through video platforms.

Songs and audio recordings

Gaming activities for the class.

Educational apps for teaching and practicing English and that allow to analyze the students
learning process.

Advanced

(ICTintegration) | Access to blogs, wikis, and streaming platform for using movies and TV series with educational

purposes.

WhatsApp, Instagram, Facebook, Twitter and other social media networks (used under limita-
tions) adding dynamics to the class and enhancing students’ interactions.
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Appendix B
Questionnaire results

Technology in class experience statements

SA = Strongly Agree

Loprez, GILES & NUNEZ

A =Agree
N = Neutral
D =Disagree
SD = Strongly Disagree
|sa| A[ N | D [sD
I. Technological knowledge and training
Q1 I know and correctly use Microsoft Office (Word, Excel, Power Point, etc.) in my classes. | 3 1 1
Q2 My academic and personal training as English teacher has allowed me to enhance
- g L 4 1
and improve the use of elements such as Microsoft Office in my classes.
Q3 My knowledge and skills have improved and increased due to the training provided 1 ) )
by the school where | work.
Q4 In addition to Microsoft Office, | do know and use internet sites and apps that help me 4 1
in my ELT practice.
Q5 My expertise about the use and advantages of technological elements in class has 4 1
been acquired through my teaching practice and by my own.
Q6 | regularly take training courses to learn how to use new technology educational 5 1 5
tools for my classes.
Q7 I'think I need training to learn how to use educational technology tools for my classes. | 3 1 1
II. ICT use in class
Q8 I always seek to adapt my classes to use technology elements while presenting the 4 1
topic or during activities time.
Q9 I use only the elements required by the official syllabus. 1 3 1
Q10 | My knowledge and expertise about technological tools are essential for my teaching 3 1 1
practice.
Q11 | When | use technology, the class flows without setbacks, and | can help my students 3 )
to solve their questions about it.
Q12 |l avoid as much as | can using technology in class because I think it is complicated 1 4
and time consuming.
I1l. Student-technology interaction
Q13 | Thanksto technology use in my classes, my students’ learning process improves con- 4 1
stantly
Q14 | My students help me sometimes to solve problems related to apps or programs func- 1 3 1
tioning
Q15 | I motivate my students to analyze the advantages of using technological elements in 4 1
their learning.
Q16 | My students already have knowledge about the use of software, computer programs 5 1 5
and apps for their learning.
Q17 | My students already have knowledge about the use of software, computer programs 3 )
and apps for their instruction
Q18 | My students have access to laptops, cellphones, and/or tablets to take their classes 1 3 1
and stable internet connection
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Abstract

Videos are powerful teaching media. Having the ca-
pability to transmit visual and auditory inputs, videos
effectively build students’ visual and auditory represen-
tations, making memory retention longer and guiding
them to understand what to consider and do. Students’
working memory capacity is increased when both their
visual and auditory channels are used. This process
shows how learning takes place: videos help students in-
tegrate new knowledge into their schema. This paper is
aimed to provide a sketch of how videos enhance learn-
ing quality and promote knowledge transfer. Although
videos have supporting features to improve instructional
delivery, their use has proven complex and controversial.
Thus, it is necessary to explain under which conditions
videos positively impact learning. This paper concludes
with some pedagogical implications for instructors re-
garding improving quality instructional videos.

Keywords: Learning, videos, cognitive load, teaching,
knowledge.

Introduction

echnology has complemented traditional teach-
Ting methods. Instructors use technology applica-

tions to enrich students with various information
and knowledge. For example, several game-based ap-
plications such as Kahoot, Quizzes, and Formative are
also helpful in stimulating students’ motivation to
learn the lessons with fun. These technology-enhanced
educational media are not a substitute for traditional
classroom learning, but they serve as complementary

facilities that can be used by both students and teach-
ers in the learning process. In short, technology leads to
significant gains in learning and teaching skills when ap-
propriately implemented.

The emergence of video as a technology-based
learning media has been a powerful tool to enhance the
quality of teaching and learning. Having the capability
to transmit visual and auditory inputs, videos effective-
ly build students’ visual and auditory representations,
making memory retention longer and guiding them to
understand what to consider and do (Van Es & Sherin,
2002). Students’ working memory capacity is increased
when both their visual and auditory channels are used.
This process shows how learning takes place: videos
help students integrate new knowledge into their previ-
ous cognitive system.

The use of videos in teaching and learning bene-
fits students and teachers. Videos replicate authentic life
settings recorded to enrich students with a much richer
context than text or lecture (Bransford et al., 1990). They
can learn at their own pace, watching and even replay-
ing such recorded teaching events as they like. They slow
down events: freeing them from real-time so they can re-
visit and review them, allowing for a deeper analysis of
events (Hollingsworth, 2005). This learning process cre-
ates opportunities for students to focus on encouraging
problem-solving patterns (Bransford et al., 1990; Wang &
Hartley, 2003). Thus, video has a unique ability to pro-
vide powerful learning opportunities (Bransford et al.,
1990; Ginting et al., 2020; Brophy, 2003).

Nowadays, many instructors upload their videos
on the YouTube channel so that students may have easy
access to the materials. Chen (2013) says that universi-
ties often use video-sharing techniques to strengthen
language learning. Other researchers (Abendroth et al.,
2012; Bauer, 2009; Chen, 2013; Clifton & Mann, 2011,
Jackman & Roberts, 2014; Krauskopf et al., 2012; Libera-
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tore et al., 2012; Snelson, 2011) mention that the videos
appeal to learners and accommodate different learn-
ing styles, particularly audio-visual learners. Jones and
Cuthrell (2011) mention that videos can stimulate dis-
cussion in any subject, offer step-by-step guides to prob-
lems, deliver multimedia support for language learning,
and provide a way for teachers to get ideas for lesson
plans. Thus, these digital media reinforce the construc-
tivist and collaborative aspects of learning by encourag-
ing students to post videos of their acquired knowledge
and share it with their classmates (Abendroth et al.,
2012; Vogt-Schuller, 2014).

Even though videos have been used in EFL class-
rooms since the 1970s, researchers found different re-
search findings for teaching and learning. Tomalin (1990)
mentions that video is an excellent aid that helps stu-
dents with a richer and more varied language environ-
ment within which learning can occur. The combination
of variety, interest, and entertainment from video in-
creases students’ motivation. Over the last two decades,
films and videotapes have become increasingly impor-
tant tools in second and foreign language instructions.

Willis (1986) mentions several functions of the in-
structional videos for teaching English. First, videos dis-
play new language items, well-contextualized situations,
illustrate meaning and use, give listening practice, and
change for selective controlled oral practices. The sec-
ond function shows ‘target’ situations that students can
re-enact using their own words, e.g., simple role-play. Its
purpose is to introduce a wider variety of settings and in-
teractions. This method allows students to practice recog-
nizing different realizations of similar functions. The third
function of the video is to illustrate the target language
used in a far wider variety of relevant situations. Video
offers longer episodes that can stimulate simulation.
The fourth function exposes students to larger chunks
of language that they may not initially understand. Vid-
eos illustrate typical text structures and allow practice in
comprehension skills and strategies. The fifth is to pro-
vide material of which the content is relevant to students’
needs and interests. In this way, videos provide informa-
tion retrieval (real-life activities) that stimulate students
to imagine the context. Finally, they can make oral/writ-
ten reports. The sixth function is that video provides ma-
terial to act as a stimulus for more accessible classroom
activities (problem-solving, games) not necessarily based
on the intended message of the program.

GINTING

Allan (1991) says that video has more advantages
over textbooks or audio recording. The video presents
realistic slices of life. Students will spend much time
studying examples of good spoken English when learning
spoken English. Students focused on the use of dialogues
or a narrative to practice the language of the unit. When
a video is used, students realize that the examples are
more comprehensive after watching because they show
the ways people communicate visually and verbally.

Terrell (1993) found that video positively affects
listening comprehension and productive abilities. Fur-
thermore, Weyers (1999) examined the effects of authen-
tic video exposure on effective speaking skills. Authentic
videos, such as episodic Spanish-language telenovelas,
have helped students learn listening comprehension
and practice communicative competence. When stu-
dents were exposed to authentic videos, they became
more confident and willing to take risks. Weyers (1999)
found that students familiar with original videos showed
greater lexical access and could narrate the story in
greater detail.

However, other researchers have found differ-
ent findings when videos are used for teaching. Wang
and Hartley (2003) argued that videos are widely used in
teacher preparation for various purposes. However, they
found no evidence that video instruction could be used
to develop competent professional judgment for novic-
es. They could not determine whether videos succeeded
in changing student-teacher beliefs or whether videos
enabled student-teacher to translate their learning ex-
periences into effective practice. However, Wang and
Hartley (2003) added that video instruction appeared to
provide context effectively, connect theory and practice,
and model alternative methods and perspectives.

Despite pros and cons regarding the effective-
ness of videos for teaching English, videos have proven
complex and controversial (Clark, 1983, 1994; Jonassen
et al., 1994; Koehler & Misran, 2005; Kozma, 1994). It is
unclear under which conditions videos can positively
impact learning quality. Researchers have found incon-
sistent findings, although many studies lean towards
the effectiveness of videos for the instruction delivery.
Videos developers should consider several factors such
as individual experiences, level of expertise, quality of
instructional design, and task complexity. This paper at-
tempts to fill in the prevailing research inconsistency by
seeking to explain the impacts of varied factors of cog-

Ao 13, No. 13, agosto de 2022 - julio de 2023 @



USANDO LA TECNOLOGIA PARA LA ENSENANZA Y LA INVESTIGACION

nitive load as a mediating variable. It is hoped that the
presentation of the review of video research can help
readers understand how videos can benefit learners in
the teaching and learning context.

Teaching English with video technology is a ne-
cessity for English teachers. Whether it is a three-minute
clip or an entire ten-minute segment, a good video has
a powerful capability to convey a message. With videos,
teachers can preview and deliver their pre-teaching in-
structions to the students. Pre-teaching is the crucial
step in introducing the students to the basic concepts
they need to learn. This step is crucial. It provides a great
scaffold through good language models and, at the same
time, serve as an excellent review later. Moreover, teach-
ers can make their videos effective by personalizing their
instructions. For example, they teach using an informal
language style so that their students feel the teacher’s
presence with them. Simplified language styles will ac-
celerate students’ language inputs into comprehensive
intakes, resulting in their English proficiency enrichment.

Theoretical Framework of Cognitive Load Theory (CLT)
Cognitive Load Theory (CLT) provides a comprehen-
sive explanation of the relationship between the media
quality with the human cognitive ability to process the
information. CLT views that good teaching media are
designed according to the way humans exert their cog-
nitive abilities in processing information. The model of
human information processing involves several devices,
namely sensory memory, working memory, and long-
term memory. Humans receive input information (visual
and sound) through their sensory motors, and then the
human brain processes it. Human beings are equipped
with visual and auditory channels to process the infor-
mation received through the sensory apparatus (Mayer,
2001; Mayer & Moreno, 2002).

Use multimodality to maximize learning
Multimodality describes how several types of informa-
tion representation influence or shape human attention,
perception, interpretation, and meaning construction.
Visual and aural inputs make up the multimodality in
media design. This modality alters the way people per-
ceive, pay attention to, and comprehend information.
While human working memory is limited, not all
information is received. Instead, certain information is
selected and thus remembered in the brain. People un-
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dergo visual and auditory information processes sepa-
rately. Auditory items do not compete with visual items if
they convey the same information meaning and vice ver-
sa. Efforts to remember or retain the amount of informa-
tion in working memory at one time is called cognitive
load. Although each channel has limited capacity, the
two channels can facilitate the integration of current in-
formation into existing cognitive structures. Using both
channels maximize working memory’s capacity—but
either channel can be overwhelmed by a high cognitive
load (Mayer, 2005). Thus, it is important to design videos
that manage the cognitive load in both channels to pro-
mote meaningful learning.

When the brain processes information, it con-
stantly selects, categorizes, and integrates with knowl-
edge structures called schemas. This integration process
results in a learning experience or germane load where
people use their cognitive energy to reconstruct their
knowledge or reach the desired learning outcome (May-
er, 2008). The goal of these activities is for the learner to
incorporate the subject under study into a schema of
richly connected ideas. The more often people train the
schema, the more automatically they use it for problem-
solving skills. In other words, learning activities that
draw upon existing knowledge expand the capacity of
the working memory. Consequently, excellent instruc-
tional media should avoid cognitive overload resulting
from the unnecessary additional information inputs that
do not directly contribute to learning.

Avoid extraneous load while adjusting the intrinsic load to
the learners’ current learning progress

According to Cognitive Load Theory, effective learning
occurs when an extraneous cognitive load (e.g., back-
ground music, flowery speeches) is minimized (Mayer et
al., 2007; Mayer et al., 2008). The extraneous load does
not help the learner toward the desired learning out-
come. Extraneous loads occur due to a poorly designed
lesson (e.g., confusing instructions, extra information).
Meanwhile, the intrinsic cognitive loads take place be-
cause the content of the new lessons is too difficult for
students to learn. Intrinsic loads are inherent to the sub-
ject under study—the more unfamiliar a topic, the more
complex the material for students to learn. Thus, the lev-
el of difficulty of the new lessons must be adjusted. While
learning is an activity to reconstruct knowledge whose
parts are interconnected, the instructor’s new topics



should always be related to the students’ prior knowl-
edge. Teachers can break down the subject content and
sequence the delivery to reduce the high intrinsic load.
In that way, the teacher teaches the sub-tasks individu-
ally before explaining them together. The purpose of this
method is so that students do not overwhelm too early in
the introduction of new work.

These theoretical perspectives give rise to sev-
eral implications for educational video development.
Compelling learning experiences demand some require-
ments: minimize extraneous cognitive loads, optimize
germane cognitive loads, and manage intrinsic cognitive
loads (Ginting et al., 2021). Several practical techniques
of quality instructional video development are described
below.

Designing Effective Instructional Videos

This research is based on contemporary cognitive psy-
chology studies that focus on self-regulation and cogni-
tive load theory in media design in education. A learning
process is intricate and strongly reliant on brain process-
es. Students have a limited working memory capacity at
their disposal when it comes to learning. These resources
are depleted at a different rate depending on the type of
load imposed by the learning materials’ complexity. Fac-
tors such as subjective experiences, skill level, task diffi-
culty, and media quality influence the available cognitive
resources. CLT (Cognitive Load Theory) views that the
complexity of the materials will be made much easier to
understand if media are designed in such a way accord-
ing to the way humans process information. When media
are helpful for students to understand the material, they
become confident. This condition influences their moti-
vation, which in turn affects self-regulation. This paper
concludes with several strategies for designing media for
delivery instructions which the author discusses below.

Help students focus on the essence

Signalling is a technique that instructors can use to high-
light important things in the video. Also known as cueing
(de Koning et al., 2009), signalling can be realized using
on-screen text or symbols. Some other examples of sig-
nalling techniques are displaying two or three keywords
(Mayer and Johnson, 2008; Ibrahim et al., 2012), show-
ing a change in color or contrast (de Koning et al., 2009),
or displaying a symbol that point to a region of a screen
(e.g., an arrow). This technique helps students pay at-
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tention to the signals. In addition, this technique can
help novice students determine which elements within a
complex tool are essential, thus avoiding split attention
to extraneous load. When they focus on crucial details,
the organization and connections within the information
occur. Consequently, cognitive processes are assigned to
a germane load. This technique could help students re-
tain and transfer new knowledge from animations (May-
er & Moreno, 2003; de Koning et al.,2009).

Present instructional video material proportionally.

The proportion of instructional video material is one of
the critical factors in receiving new topics well. Videos
that are too long can drain students’ cognitive energy
and cause them to burn out. On the other hand, the seg-
menting technique, providing video content in small
pieces of new information, allows learners to learn. In
addition, students can control the flow of further details.
Make short videos for students to learn new materials.
These short videos simplify connectivity between ele-
ments and thus make it easier for students to integrate
added information with their prior knowledge. Segment-
ing is vital for student engagement with videos (Zhang
et al., 2006; Guo et al., 2014) and learning from videos
(Zhang et al., 2006; Ibrahim et al., 2012).

Guo and colleagues examined the length of time
students watched streaming videos within four edX
MOOCs, analyzing 6.9 million video-watching sessions
(Guo et al., 2014). They found that the median engage-
ment time for videos less than 6 minutes long was close
to 100%. This fact means students tended to watch the
whole video even though significant outliers prevailed in
the videos. As videos are extended, student engagement
decreases. Making videos longer than 6-9 minutes is a
wasted effort. In complementary work, Risko et al. (2012)
showed 1-hour videos to students in a lab setting, prob-
ing student self-reports of mind wandering four times in
each lecture and testing student retention of lecture ma-
terial after the lecture. They found that student reports
of mind wandering increased, and material retention de-
creased across the video lecture (Risko et al., 2012).

Thompson et al. (2021) examine how segmented
sections of instructional videos are performed and the ex-
tent to which technical segments are implemented inde-
pendently to influence student learning, perception, and
interaction effects. They compared the experimental de-
sign with random assignment to the control and experi-
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mental groups. Participants in the control group watched
a single video (14 minutes) while the experimental group
watched the same content divided into three video seg-
ments. They found no significant differences between the
Long Video Group (control group) and the Segmented
Video Group (experimental group) in measures of learn-
ing, interacting with, or perceiving video. However, par-
ticipants who engaged in multitasking activities other
than texting performed worse on the learning measure.
Focus group participants described various behaviors
and preferences for watching instructional videos but
preferred approximately 20 minutes long videos.

Grossman (2005) and Willis et al. (1999) pro-
posed a study on examining the components of video
instructions that contribute to effective teaching and
learning. Both Grossman (2005) and Wang and Hartley
(2003) noted the importance of research that describes
and examines the types of videos that are most effective
in helping beginners improve their knowledge and skills.
They criticized short intervention durations in videos to
influence student-teacher beliefs, and both studies rec-
ommended longer intervention durations.

Eliminate unimportant elements

The weeding technique eliminates exciting but extrane-
ous information that does not contribute to the learning
goal. This way can provide further benefits. For example,
music, complex backgrounds, or animations are irrele-
vant and can drain novice learners’ attention. On the one
hand, eliminating information that does not support the
learning goal results in cognitive overload. On the oth-
er hand, this technique can improve the retention and
transfer of current information from video (Ibrahim et al.,
2012). It should be noted that removing elements from
videos, including information necessary for their pro-
cessing, is detrimental to advanced learners. Advanced
students who have been well trained and capable of
building the schema need to be enriched with new, more
complex learning elements.

Deliver learning materials using a multimodality strategy
Learning something new will be easier if it is conveyed
by utilizing multimodalities: visual and auditory inputs.
Video is a very suitable medium to accommodate this
need. Showing an animation process on-screen while
narrating it is an excellent way to promote the germane
load. This technique enables the learners to function
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their visual and auditory channels, thus avoiding cogni-
tive overload simultaneously. In contrast, presenting im-
ages and showing printed texts make the visual channel
work. Therefore, this single modality process impedes
learning (Mayer and Moreno, 2003). Using multimodal-
ity effectively increases students’ retention and ability
to transfer information (Mayer and Moreno, 2003). More-
over, this technique also increases student engagement
(Guo et al., 2014; Thomson et al., 2014).

Olivier (2019) examines how the creation and use
of short instructional videos become multimodal open
educational resources in an Afrikaans language class-
room at the university level. He found that the design
and use of short instructional videos positively affected
students’ perceptions. Several variables such as social
interaction, knowledge of multi modalities, technical
ability, device limitations, and the topic of videos influ-
ence the nature of short videos.

Engage the students in learning using personalized strategy
To help students learn better from the explanation, the
instructors should make their conversational style more
personalized. They use conversational rather than formal
language during the instruction. Students are likely to
feel engaged in learning because this language delivery
creates an aura of social ties with the instructors (Mayer,
2008). In addition, it is suggested that instructors speak
as naturally as possible. In examining student engage-
ment with MOOC videos, Guo et al. (2014) and Ginting et
al., (2022) found that the narrator’s speaking rate impacts
student engagement as the speaking rate increases.
Other features, such as including in-video questions and
organizing the presentation into “chapters,” allow stu-
dents to control their learning. This study concludes that
speaking rate is essential. When students encounter new
fundamental ideas and find them difficult to compre-
hend, teachers must maintain their slow speaking rate.
On the other hand, as the students become increasingly
advanced in their learning, increasing teachers’ speaking
rate promotes their students’ interest in learning.
Thomson et al. (2014), who analysed faculty
members’ experiences at the University of Australia, em-
phasized the importance of delivering lectures using a
storytelling model. According to him, the technique of
a well-planned story showing the narrator’s experienc-
es can help the learner understand the concepts with a
minimum of words. Having words and pictures can be



redundant and irritating for the learner. Occasional cues
are good for emphasizing key concepts. However, nar-
rators must present materials authentically. They speak
fluently, talkatively, and confidently to validate their ex-
pertise and credibility.

Schroeder et al. (2020) examine the effect of vir-
tual humans acting as pedagogical agents on learner-
paced learning environments. Using an experimental
research design, they investigate the influence of three
types of pacing with varying levels of learner control
when learning from an instructional video with an em-
bedded virtual human. They found that increased learn-
er control to the most substantial learning outcome. The
moderate learner control group was the most instruc-
tional efficient. The results suggest that some aspects
of learner control can benefit from instructional videos
with embedded virtual humans.

Conclusions

This paper concludes that quality videos should mo-
tivate students to pay attention to essential aspects of
the material presented, build a mental organization in a
coherent cognitive structure, and integrate with relevant
existing knowledge. When appropriately designed, vid-
eos can trigger effective learning where students activate
their cognitive capacity to create meaning through inter-
action and experience, connecting, or modifying current
information in existing memory schemes. Videos can be
useful for clarifying complex or incredibly hard topics.
Students can repeat difficult passages in the video until
they succeed in building their understanding. Thus, the
presentation of the video encourages students to study
independently.

In short, videos serve as effective media since they can
engage learners in learning. Students effectively use
their memory resources, especially when dealing with
complex, interacting, and unfamiliar learning content.
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Abstract

In anincreasingly globalized world, English teachers play
a critical role in supporting language learning and in en-
riching the students’ understanding of foreign cultures.
This research article reports how business English teach-
ersdevelop learners’ cultural awareness. By interviewing
three international experienced language teachers who
currently teach business English in Mexico, this article
gathered data from their practices and beliefs about
incorporating cultural issues into their teaching as well
as their strategies to develop cultural awareness in their
students. The findings revealed that all the three teach-
ersinvolved in the study, from Serbia, Colombia and Eng-
land; accordingly, had developed a cultural awareness,
thanks to their experience living and teaching abroad.
Findings showed that, incorporating a cultural aware-
ness into their lessons, was key to reinforce and consoli-
date their students "™ English language learning.

Keywords: Business English, cross-cultural awareness,
English for specific purposes (ESP), target language,
teaching strategy.

Resumen

En un mundo cada vez mds globalizado, los maestros de
inglés juegan un rol muy importante al apoyar el apren-
dizaje de lenguas y en la comprension de culturas extran-
jeras de los estudiantes. Este articulo reporta como los
maestros de inglés de negocios desarrollan una concien-
cia cultural en sus estudiantes. De acuerdo a las entrevis-
tas realizadas a tres maestros de lenguas con experiencia

internacional, quienes actualmente ensefian ingles de ne-
gocios en México; este articulo obtuvo informacién acerca
de sus prdcticas y creencias acerca de como incorporar
elementos culturales en sus clases; asi como las estrate-
gias que utilizaron para desarrollar una conciencia cul-
tural en sus estudiantes. Los resultados revelaron que los
tres maestros que participaron en el estudio, de Serbia,
Colombia e Inglaterra, habian desarrollado una concien-
cia cultural, gracias a sus experiencias viviendo e impar-
tiendo clases en el extranjero. Los resultados mostraron
que, el incorporar una conciencia cultural en sus clases,
fue clave para reforzar y consolidar el aprendizaje de in-
glés de sus estudiantes.

Palabras clave: inglés de negocios, conciencia intercultu-
ral, Ingles para propdsitos especificos (IPE), lengua meta,
estrategia de ensefianza.

Introduction
earning English, in an increasingly globalized world,
Lhas become one of the greatest necessities of peo-
ple of all ages and backgrounds. People who learn
English as a second or foreign language get better job op-
portunities, the chance to enter the best universities and
much more. In the business context, for instance, mas-
tering English language can determine to a large extent:
people s job promotions, bringing a business to an end
successfully, travelling opportunities around the world
and representing their country and company overseas.
Consequently, Business English Teaching (BET) has be-
come a necessity because of today “s social demands.
Teaching BET in Mexico is becoming prevalent in
Mexican educational institutions. Large numbers of Mex-
ican students lookinginto learning English, do it because
they need to interact with foreigners to do business or
because they have some sort of interaction with speakers
of English regularly. Such interaction might be through
emails, phone calls, video calls, video conferences or
face to face. Hence cross-culturalism is a fundamental
element in BE learning which must not be unattended.
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There is an irrevocable challenge for Business
English when teaching about culture in their English les-
sons, especially for teachers who have not been to or
lived in an English-speaking country because “cultural
expressions are not easily taught” (Brown, 2010, p.54),
and in general, preparing students to cope with difficul-
ties in the target language (L2) entails experience and
preparation. BE teachers are expected to develop cross-
cultural awareness in order to help learners develop a
sense of empathy and understanding for foreign cultures
since students need training to use the L2 to interact with
native and non-native English speakers who have differ-
ent cultural backgrounds. It is therefore the impact of
teachers’ cultural awareness on learners what this article
aims to examine. To speak a foreign language is essential
to learn the vocabulary, grammar, pronunciation and in-
tonation of that language; however, for learners who reg-
ularly attend international business meetings or events
where many cultures interact, developing cross-cultural
competenceis critical. Cultural issues such as politeness,
way of thinking, beliefs, religion, food, customs and be-
haviour in general are often distinct from one country to
another. Not considering or ignoring such cultural dif-
ferences in BET may cause learners to fail while building
personal relationships.

In response to the above, the objective of this
work is to examine how a group of three international
English language teachers incorporate cultural compo-
nents into their lessons. This work explores the teach-
ers’ backgrounds and beliefs, about the importance
of promoting cross-cultural awareness, and how this
contributes towards the students” learning of English,
as well as the strategies they follow to incorporate ele-
ments from their own culture and from the culture of the
target language into their practices. Hence the research
questions this research addresses are as follows:

1. What is the importance of teaching business
English in today "s globalized world?

2.How does international teachers” cultural
awareness enhance students” understanding of
English?

3. What are international teachers’ strategies to in-
corporate cultural awareness into their practices?

Theoretical Framework

Teaching English for Specific Purposes (ESP) is just an
angle from which language can be taught. ESP teaching
has much in common with English as a Foreign Language
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(EFL) teaching; however, the main objective of any ESP
course is to meet the students’ specific needs within a
particular field.

BET belongs to one of the many areas involved in
ESP “We see Business English as an umbrella term used
similarly to the term English for Specific Purposes to em-
brace both general courses in the appropriate lexis and
grammar for Business communication” (Dudley-Evans &
St John, 1996, cited in Nelson, 2000). Similarly, to gener-
al English classes, BE courses are generally designed for
people to interact with other English speakers; neverthe-
less, they are at variance, business courses focused more
on practice. This is that:

the practical use of the language will be more
important than theoretical knowledge about the
language. The employee who has been selected
for a new job or a new project will have to be
able to manage in spite of his or her incomplete
knowledge or inadequate skills, and providing
strategies for coping will be an essential feature
of a language course for such a person” (Ellis &
Johnson 2003, p.6).

"The problem of cross-cultural awareness in commu-
nication emerges as a result of economic globalization
and mass migration of people, as well as a backlash to
the crisis of multiculturalism” (Davitishvili, 2017, p. 2).
In the same vein, Koyama et al., (2012) also affirm that
in today "s language classrooms, cultural diversification
has become a challenge for most language teachers.
Teachers who have lived abroad and who know one or
more foreign languages are desirable for teaching busi-
ness because even if they have not gained expertise in
the business field, their experience can help learners get
acquainted with a foreign language and culture, which
will certainly allow learners to be successful at their jobs.
In some cases, teachers may have started neither as Eng-
lish nor as Business teachers but with the only advan-
tage of being proficient users of the L2. (Ellis & Johnson,
2003). Whatever the teachers’ circumstances, they are
required to train Business executives to become compe-
tent in those areas where English is used.

In relation to the Importance of business English
in a globalized world Despagne (2010) has stated that
learning a foreign language in Mexico is perceived in an
atypical way “Being bilingual in Mexico is generally as-
sociated with speaking English as a foreign language.
Englishisin fact the only important foreign language be-
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cause it represents power and success” (p.60). Because
of its closeness to the USA, English is a popular language
in Mexico and it is commonly heard on movies, songs
and TV advertisements but most importantly, business
relationships between Mexico and the USA have urged
Mexican executives to learn English in a fast and effective
way.

Cross- cultural Awareness in EFL teaching

For many years foreign languages were taught indepen-
dently from culture; however, “language and culture as a
pair of twin brothers, had each other close link, they are
also like two sides of coin” (Patil, 2014, p.1). Language
learning cannot be taught separated from culture learn-
ing, they are inevitably interrelated. Communication is
notonly about being able to speak with words; itinvolves
many cultural factors such as manners, traditions, histo-
ry and humour. As Patil (2014) explains: “The language
user has not only to follow certain grammatical rules, but
also to follow certain social norms, ethics, lifestyle and
values of others and so on, know when to say what to say
and in what manner to say” (p.3). When two people from
different countries who speak English ignore each oth-
er’s cultural background, misunderstandings are likely
to take place because communication practices among
cultures may differ.

There are numerous definitions of culture in the
literature. According to Lederach (as cited in Kuru, 2012,
p.26) “it is the shared knowledge and schemes created
by set of people for perceiving, interpreting, expressing,
and responding to social realities around them”. On the
other hand, Patil (2014) maintains: “culture as a complex
social phenomenon, is the main mode of production in
society, lifestyles, and ways of thinking, speech mode,
values, and ethics. Culture has social and national attri-
butes” (p.1). Culture is impregnated in every individual’s
way of living; it is part of every person’s identity. Ignoring
the factor culture when teaching a foreign language can
lead to lack of understanding of what the world looks
like for foreign speakers of the L2.

Learning a foreign language is a tool for build-
ing relationships with people coming from places where
cultures vary greatly, this is: “language can contribute
to building intercultural understanding, the focus of sec-
ond language teaching must shift from a perspective of
learning about languages to learning languages for use
in communication amongst people of different cultures
and linguistic backgrounds in an increasingly intercon-
nected world” (Jane,2009, p. 30).
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The aims for acquiring a foreign language have
been expanded in recent years. Today these may in-
clude: promoting and fostering understanding and
acceptance of foreign cultures (Kourova & Modianos,
2013). Language cannot be taught as an isolated sub-
ject since culture is a central issue which plays a critical
role in communication. Cultural awareness is a concept
that modern English teachers are embracing in their les-
sons because of the benéefits it offers to language learn-
ers when they are in contact with other English speakers
whose cultural backgrounds are different, it is the capac-
ity to understand, accept and effectively adapt to differ-
ent cultures. According to Tomalin and Stempleski (as
cited in Ghorbani, 2012), cultural awareness involves
three qualities: 1) awareness of one’s own culturally-in-
duced behaviour; 2) awareness of the culturally-induced
behaviour of others and 3) ability to explain one’s own
cultural standpoint

By learning about foreign cultures, learners ac-
quire not only grammatical competence but also the
ability to recognize and use ‘appropriate language’ (By-
ram, Gribkova & Starkey 2002). Cultural factors must be
recognized and taught as part of foreign language teach-
ing in order to avoid committing a faux pas, an embar-
rassing social mistake.

As for the influence of native culture in the teach-
ing of English language, Patil (2014, p. 9), asserts that:”
foreign language teaching is not only knowledge of the
language teaching, but also to understand and master
the target language and country’s cultural background”.
Moreover, culture affects communication in many ways;
when two people from different backgrounds meet, they
unconsciously see each other from a cultural perspec-
tive, this might influence the way they act and what they
say as they feel representatives of their own countries
and not as isolated individuals (Patil, 2014).

When the native culture factor is neglected in
EFL learning, there is a high possibility that a learner be-
comes a “fluent fool”, which as stated by Kuru (2012), is
an individual who speaks a foreign language quite flu-
ently, but does not comprehend the social and philo-
sophical content of that language.

Teachers’ cultural awareness is very important,
as it can help developing their own students’ conscious-
ness for foreign cultural beliefs because language is a
carrier of culture itself. Teachers who know about the
cultural background of a language can help learners
discover hidden meanings in the L2, which could not be
understood even if learners comprehended every word



and grammatical rules (Patil, 2014). In addition, in BET,
teachers must be culturally aware due to their students’
demands. Johnson (1993, p. 201, as cited in Nelson,
2000) suggests that “Business English is much broader
than other varieties of ESP because of the number of
different purposes for which it is taught”. Due to these
different purposes, culture plays an important role in
English teaching. Teachers should be trained and ready
to introduce this concept into the classroom.

Teachers’ Strategies to implement culture into the
classroom

Cohen (2003, as cited in Frank, 2013, p.6) suggests that
effective language teaching “strategies include having
students learn about a culture from native informants,
develop their cultural observation skills, and learn about
the culture through authentic materials associated with
that culture. Teachers need to provide students oppor-
tunities to explore and recognize cultural differences”.
There are various ways in which the learner can be ex-
posed to the L2 culture and learn from it.

Technology serves as an allied for modern teach-
ers as it offers uncountable options of materials that
show cultural differences; for instance, movies, newspa-
pers, documentaries, blogs, articles and even social me-
dia. So that, “to develop cultural awareness alongside
language awareness, materials need to provide more
than a superficial acknowledgement of cultural identity
and address more thoroughly the kind of cultural adjust-
ment that underlies the experience of learning a foreign
language” (Turkan & Celik, 2007, p. 23). Therefore, some-
times, in using teaching materials, teachers lack the tar-
get language culture component or they do not provide
a way for teaching it; however, it is the teachers’ respon-
sibility to find practical solutions by bringing extra mate-
rials to class if necessary because students are unlikely
to have contact with the L2 culture after they have been
to class. Unless teachers and students reflect on culture
and contrast and compare cultural aspects students will
find difficult to understand the differences between their
native and target cultures. (Turkan & Celik, 2007).

Research Method

In choosing a qualitative method design for this study,
various factors emerged, such as the number of partici-
pants, the type and amount of data and the amount of
time devoted to accomplish this research. It was consid-
ered the five steps which, according to Creswell, (2005)
comprise the process of collecting qualitative data: “You
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need to identify your participants and sites, gain access,
determine the types of data to collect, develop data col-
lection forms, and administer the process in an ethical
manner” (p. 204). Since this article deals with a phenom-
enon difficult to quantify, including experiences, beliefs
and points of view, a qualitative basic research was cho-
sen to conduct this study.

Participants

This project was conducted in southern Mexico at a Lan-
guage Centre (MLC); Institution specialized in BET, whose
staff was composed of approximately 30 teachers from
several countries. The sample for this study was com-
posed of three international language teachers, selected
randomly. The first was Maja, who was born and raised
in Serbia Belgrade and had minor culturalinfluence from
Montenegro. She studied Spanish language and Litera-
ture at the University of Belgrade and did a Master’s de-
gree in Spanish language in Madrid.

The second participant was Juan Carlos, he moved to
the USA in the 1990s. He did a Bachelor’s degree in mar-
keting and advertising in Colombia and started but did
not finish a Master’s degree in International Business in
the USA. Juan Carlos has lived in some Latin-American
countries and Canada. The third participant was Mat-
thew, he was born and brought up in London, England.
He had lived for seven years out of his hometown at the
time of conducting this study. His native language was
English and he also spoke Chinese to a conversational
level and Mexican Spanish to a high conversational level.

Data gathering

A series of semi-structured interviews were applied to
the three participants. These interviews allow “a certain
amount of freedom in terms of the direction it takes, and
respondents are also encouraged to talk in an open man-
ner about the topics under discussion or any other mat-
ters they feel are relevant” (Borg, 2006, as cited in Rivera,
2012, p.66). Teachers were asked to talk about personal
information such as cultural background, nationality,
years living in Mexico, qualifications and teaching expe-
rience and strategies, as well as their views about the
relationship between cultural awareness and language
learning.

Findings and discussion

Due to the limitations of room in this work, only a few
excerpts as examples from the interviews are presented,
then, a table for each participant summarizes the key is-
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sues that emerged throughout the interviews. Finally,
the main findings of the study are displayed and dis-
cussed. The analysis will follow the order in which the
interviews were done.

Maja s interview
When asked if she tended to talk about her own culture
in her lessons, she commented:

“I want to avoid it because | want to focus more
on students but...they always ask me something
and there are some students who are really in-
terested... butifthey don "t pushit, if they don "t
ask meldon "tinsist... they would ask... what s
like there, what’'s the weather like?, what re
people like?, what "s the use of capitals, what do
you do there?, what s the food, the music... be-
cause it s not that known...”

Maja“’s words show that she normally avoids
talking about her Serbian background, however, it is
implied that she does, she then talks about her cultur-
al background in reply to students’ curiosity because
Serbian s culture is not well known in Mexico. We can
therefore infer that Maja talks about her culture often in
her lesson.

In exploring how international teachers’ cultural
awareness enrich students’ understanding of English,
Maja asserted:

“...itfacilitates the learning in the positions of my
students because | can understand ...some literal
translations from Spanish that they think were
the same in English...speaking the language of
the student, gives you the ability to be able to
predict the mistakes and be able to act on it”.

Maja asserted that there is a close relationship
between cross-cultural competence and language learn-
ing, starting with the fact that she speaks her students’
native language. She also talked about the importance
of knowing the students” mother tongue. She affirmed
that this allowed her to know about her students " learn-
ing. She also spoke about being aware of her students’
learning styles

“the learning style can differentiate a lot

based on the culture, for example the Germans
or the Chinese, they prefer more traditional
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methods, where you can do exercises and gap
filling, whereas the Latin cultures are maybe
more like for communicative methods, they like
to speak, they like to listen, they like to see mov-
ies and stuff like that”.

Maja s words suggested that her awareness of
the students’ culture allows her to identify her students’
needs. The Table 1 shows outcomes about Maja’s be-
liefs. The table is organized into three sections in relation
to the research questions addressed for this work.

Juan Carlos” interview
When Juan Carlos was asked about the incorporation of
the culture factor in his English lessons he asserted.

“...without the culture you can’t really explain
the language, learning another language is not
just learning how to communicate in other lan-
guage, it’s also learning how to understand the
humor, their culture, where they’re coming from,
how to express things...without the cultural con-
text, without the historic context of the ‘malin-
chista’ for example, you can’t really define the
word... they are tight together.”

In Juan Carlos” opinion culture is interrelated
to English learning because of the different contexts in
which the language is used. He mentioned examples
such as, the sense of humour based on his own experi-
ence as non-native speaker and the way in which he
learned English when he arrived in the USA at the age of
17. He further affirmed that he perceived a relation be-
tween teacher "s knowledge of history and culture.

Indiscussing culturalissues that he had observed
in the various cultures he had been in, he explained.

“The concept of distance...I’'m used to the USA
where you have at least one and a half meters be-
tween people or at least one meter whereas here
you go down to 50 centimetre or 30 centimetres
or less, they are virtually touching you,...things
that you do in the USA that you would never do
here in México, for example... in the USA you
are taught as a child that it’s not polite to stare,
well non-American people tend to stare, it’s not
very polite...these are concepts that need to be
said... ... I’m Colombian, | speak Spanish but
attitudes not just my way of speaking, | have to
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Table 1. Maja s Perceptions about Teaching Cross-Cultural Awareness

What is the importance of teaching Business English in today’'s globalized world?
5 'é Influence of the English language in Mexico Benefits
g § + Closeness to the USA + People with diverse first languages communicate in English
e o * Foreign investments are taking place .
How does international teachers’ cultural awareness enrich students’ understanding of English?
i i i Teachers' cultural awareness in language
Importance of culture in BET Cultural factors included in lessons Preferred cultures —
% * People use English to . Business practices, eg. + According to the « |t facilitates teaching and
g communicate with people . students’ needs correcting
- = from different cultures v Formal vs informal cultures « Target language e It prevents misunderstandings
g e + One needs to know v Personal space cultures when « It contributes to a good teacher-
‘é g something about the v Ways of doing business explaining the student relationship
-4 people one speaks with origin of phrases
% * Avoiding talking
a about her own
What are international teachers’ strategies to incorporate cultural awareness into their lessons?
Practices Extra materials The Market Leader book
2 * Incorporating different accents « Newspaper articles + Activities with people from various
% * Awakening students’ curiosity for other « Songs countries
= cultures by asking questions « TED videos + Different accents
-::Eu * Avoiding to talk about her own culture «  Movies * Mainly British vocabulary and
§ « Pictures grammar
+ Images
* Online resources

learn a lot of Mexican vocabulary but also learn
how to behave like them in order for me to be
accepted and be part of this country...otherwise
I’d be rude.”

We can see that Juan Carlos had developed
cross-cultural competence himself because he realized
that cultural aspects vary from country to country and
he even claimed that a person who enters a new country
needs to adapt himself to that culture to be accepted. He
also highlighted that certain factors such as distance be-
tween speakers, differences in vocabulary and attitudes
vary from culture to culture. He then talked about writing

“...if you are going to teach someone to speak
English for them to write an email, for exam-
ple, they to understand...in USA we don’t write
emails like you do here with all these words, we
go very direct, short sentences and they are very
organized...cultural aspects need to be incorpo-
rated..”

Juan Carlos might have mentioned the writing
issue, very likely because he considers writing styles are
part of one’s culture. He highlighted a clear difference

between Mexican and American emails, in this regard
Juan Carlos suggested that English language goes much
more straightforwardly than Spanish language.

Table 2.0 below, illustrates the main findings
from Juan Carlos " interview. The results in the table are
organized according to the research questions of this
work. The table is organized into three sections, and the
results for each section and question are displayed.

Matthew s interview
In discussing what cultures should be included in English
lessons he asserted.

“I certainly try with my students to somewhat
tailor their classes on who they are normally
speaking to. | tend to teach some British cul-
ture...not a huge amount, | teach it more in the
form of idiomatic expressions, colloquialisms
and of course my natural reference of life is Brit-
ish culture...it almost enters the class without a
conscious effort. It’s unavoidable...to introduce
some level of culture...”

Matthew said to adapt classes according to his
students’ needs, meaning that he exposes his students
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Table 2. Juan Carlos " perceptions about Teaching Cross-Cultural Awareness

- What is the importance of teaching Business English in today's globalized world?

g Influence of English in Mexico Benefits

§, + Demonstration of how good people are at their jobs + Better jobs

5 + Country representation + Travel opportunities

g « Company and country representation

14

How does international teachers’ cultural awareness enrich students’ understanding of English?
Importance of culture in BET Cultural factors included in lessons Preferred cultures Cultural awareness in language learning
.§ o +  Without it language « Humour ¢ American + The more adaptable the faster
§ g cannot be explained + How to express things ¢ Colombian you will learn
::E % ¢  Cultural and historical + Distance concept +  Mexican +  Ithelps you learn more and
- ﬁ contexts help define + Staring better
g % words « Aftitudes and behaviour ¢ Teachers who possess it build
g = o Wiiting styles better relationships with their
S students
What are international teachers' strategies to incorporate cultural awareness into their lessons?

g Practices Extra materials The Market Leader book

E + Culture is not the main focus + Studies taken from the internet + Different accents

G + Interchanging cultural factors * YouTube videos + Aninternational approach

g » Asking questions about a topic on « Anything that interest students + Sections on culture

g culture ¢ Weak Grammar

» Giving preference to the students culture

to the cultures that they are likely to have contact with,
which may vary from student to student. Also, he men-
tioned that he tends to talk about his own culture and
that it is inevitable, from which we can infer that he
makes comments about the English culture frequently
in class and that sometimes he is not aware about it be-
cause, it is spontaneous when he talks about it. Matthew
was then asked whether he discusses about cultures oth-
er than his own and he replied.

“,..you don’t need to focus on British or American
culture when you speak English... when 80% of
communication that happens in English is between
two non-native speakers. | talk about it in the con-
text of how to conduct yourself in a business envi-
ronment and be aware of...the terms or phrases you
use or colloquialisms in the sense of not causing of-
fense and acclimatizing yourself, who you are deal-
ing with rather than as a specific language tool”.
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Matthew admitted that English speaking cul-
tures do not necessarily have to be involved in English
lessons; he suggested that it is because for him it is more
importantto train students to behave correctly according
to the culture they have to deal with. He gave examples
where culture plays an important role such as phrases,
colloquialisms and conducts. Matthew believes that cul-
ture isimportant because when you are not aware of it, it
is easy to offend others unconsciously. In discussing the
importance of being culturally aware, Matthew added:

“...to actually interact with other human beings,
you need to be aware of where they are coming
from and have some empathy...Growing up in
London you are made abundantly aware of that,
in our schools...we would celebrate all of the
major religions holidays and days of passage...
you grow up with a strong respect for cultural
context”.
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Table 3. Matthew s perceptions about Teaching Cross-Cultural Awareness

What is the importance of teaching Business English in today’'s globalized world?
5 E Influence of English in Mexico Benefits
g g * Itis a requisite for getting a job « Acquisition of high level positions
How does international teachers’ cultural awareness enrich students’ understanding of English?
Importance of culture in BET Cultural factors included in Preferred cultures Cultural awareness in language
lessons learning

E + Concepls require context +« Food ¢ Cultures students « Essential when interacting with
; § * Itisimportant in your own * Rites of passage have contact with others
£ z and second language *  Ways of doing « British culture s It shows respect
=_ = Business + |t prevents faux pas such as
% g racism
Eﬁ * |t develops a respectful
E relationship with students

What are international teachers’ strategies to incorporate cultural awareness into their lessons?

™ Practices Extra materials The Market Leader book

.§ + Planning how much culture and how to + Blogs + [t stereotypes cultures

%_ introduce it + Podcasts * Ingeneral it is good

ﬁ + Avoiding potentially racist comments + |t provides different accents but some

§ + Editing materials are exaggerated

2 * Avoiding politics and religion * [tintroduces culture in a subtle way

Matthew emphasized that he developed cross-
cultural awareness due to the contact he had had with
different cultures back in London, when he was a young
man; and suggested that he had learnt respect for those
cultures. He asserted that to interact with others it is es-
sential to know about their cultural background.

The following table (3.0) summarizes the main
findings from Matthew "s interview. The findings in the
table are aligned to the research questions.

Overall Findings
The following table (4.0) summarizes key findings from
the three participants, in relation to the significance of
BE in today "s globalized world

When the three participants answered question
1, all of them coincided in mentioning only positive rea-
sons for learning English. For instance, Mathew and Juan
Carlos said that learning the language determines get-
ting a job. Maja emphasized that Mexicans ought to learn

Table 4. Participants Perceptions about the Importance of Business English in today’s globalized world

Teachers who think that

Teachers who consider
Mexicans should learn

Teachers who say that

Teachers who think that
English is requisite for

Participants E.ngllsl.'n determines get- English because Mexico speaking Epgllsh gives getting a high-level po-
ting a job . extra benefits at work ..
is close to the USA sition
Maja v v
Juan Carlos v v
Matthew v v
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English because of its closeness to the USA and because
foreign investments are taking place in Mexico. Juan Car-
los and Maja pointed out the benefits an English speaker
has in a business job such as travel opportunities, com-
pany and country representation. Alike, Mathew high-
lighted that only proficient English speakers have the
chance to obtain a high-level position.

It is interesting that all participants agreed on
the fact that learning BE brings benefits either in their
jobs or in other aspects of learners’ lives. Since the three
participants have lived in a country different from their
hometown, it is not surprising that they have benefited
from knowing the L2 themselves and being able to get a
job in the countries where they have lived.

As for the relationships between culture aware-
ness and English language learning, explored in question
2, the participants answered with a plethora of experi-
ences and examples on how their cross-cultural experi-
ences had helped their students enhance their learning

of English. To better examine this issue, it was subdivid-
ed into four categories: 1) importance of culture in BET, 2)
cultural factors included in lessons, 3) preferred cultures
to teach about, and 4) cultural awareness and language
learning.

Figure 5.0 below describes the beliefs of all three
teachers on how international teachers " cultural aware-
ness enriches students” understanding of English.

The results below (Figure 1.0) demonstrate that
teachers agree that culture is important in teaching.
Juan Carlos and Matthew coincided in saying that in or-
der to teach concepts in the L2, a cultural background
is necessary, especially when teaching idioms. Further-
more, Maja pointed out that it is important to know
about the culture of the people one speaks with; Juan
Carlos affirmed that without culture, language cannot
be explained. about one’s native culture, whilst Matthew
highlighted that it is not only important to learn about
the L2 culture, but also about students " culture.

Figure 1. Impact of teachers ™ cultural awareness on students” performance
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There are a few differences in the way teachers
look at culture, Maja, for example, is worried about the
way learners interact with foreigners whereas Juan Car-
los wants to give students the best possible scenario to
learn and understand concepts in English.

Regarding the cultural factors included in BE les-
sons, there were several coincidences amongst partici-
pants’ comments. The factors that two out of the three
participants mentioned include: ways of doing business,
formal vs less informal cultures, personal space, and at-
titudes and behaviour. It is worth mentioning that Juan
Carlos and Maja talked about the factor, personal space,
referring to how close they consider Mexicans get to peo-
ple; they might see this factor as something that Mexican
learners need to be careful about when travelling abroad,
asitcan berudein other cultures to be too close to other
speakers. Maja and Matthew emphasised that the way
people do business in each country vary and that learn-
ers need to be aware of that. In addition, Maja and Juan
Carlos asserted that people in different cultures can be
more or less formal in the way they behave and write to
each other. All the participants mentioned cultural fac-
tors that they consider learners might have to deal with
in real life contexts.

Concerning cultures which are preferred to be
taught in English lessons there were a few similarities;
Maja and Matthew expressed that their priority was to
teach about the cultures with which their students have
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contact or relationship with, whether they were English
native cultures or not. Juan Carlos and Matthew coin-
cided that they talk about their own native cultures with
their students; although Juan Carlos was not born in the
USA, he has lived most of his life in that country and pos-
sesses an American citizenship. As he considers himself
American as well as Colombian, that might be the reason
why he tends to speak about both cultures.

One final topic was discussed in regard to cultural
awareness and language learning. All three participants
coincided in saying that teachers’ cultural awareness helps
develop a respectful teacher-student relationship espe-
cially when the teacher is a foreigner. Maja and Matthew
asserted that cultural awareness prevents faux pas and mis-
understandings. Maja considers that part of it, is speaking
her students’ native language, which makes it easier for her
to teach them a foreign language and correct them. Juan
Carlos believes that the more culturally aware a learner is,
the faster and the better he will learn a second language.
Matthew mentioned that cultural awareness is a matter of
respect and essential when interacting with others.

Lastly, regarding the third question about teach-
ers’ strategies to incorporate cultural awareness into
their lessons, the following findings are presented. In
Figure 2.0, the concepts on top of the, Practices, extra
materials and the textbook, represent what two or more
teachers said. The rest of the concepts were mentioned
by one single teacher.

Figure 2. Participant's Strategies to Develop Learners' Cultural Awareness
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In relation to teachers” strategies to incorpo-
rate cultural awareness in their practices, all the partici-
pants refuted to have a specific strategy to incorporate
cultural awareness in their lessons; instead, they listed
some useful practices to reach that objective. Juan Car-
los and Maja coincided that asking questions to awaken
students’ curiosity for foreign cultures is very helpful be-
cause discussions come about in class where cultures
can be compared and studied. Another practice is in-
corporating different accents in class through videos or
audios, according to Maja. Juan Carlos commented that
culture should not be the focus of an English lesson, in-
stead, it should serve as a tool to make students speakin
the L2 and to interchange cultural factors. An interesting
fact is that Juan Carlos gives preference to the students’
native culture before introducing topics from foreign cul-
tures, which suggests that he thinks students feel more
comfortable talking about their own culture and that
because it is something they are acquainted with, stu-
dents will want to speak in class. Additionally, Matthew
pointed out the importance of avoiding potentially racist
comments, politics and religion. He might have said that
because of his experience seeing teachers being fired
when they ignore the culture of the place where they are
and when the things they say are unacceptable.

It is clear that the participants use technology
to obtain materials for their classes. They all affirmed
to use materials from the internet such as TED videos
and articles. Maja asserted to use also pictures, perhaps
because her students enjoy visual stimulation, whereas
Juan Carlos tends to pay attention to his students’ inter-
est and looks for materials accordingly.

One last topic mentioned in the interview was
about the Market Leader Book. All three teachers agreed
that the book has an international approach and that it
provides opportunities for students to hear native and
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non-native accents. Maja criticized that the book only
presents British vocabulary and grammar whereas Juan
Carlos complained that the grammar explanation of the
book is quite poor; Matthew disliked the way the book
stereotypes cultures and thinks it exaggerates some ac-
cents. It is not surprising that they have similar views on
the Market Leader book since they have used it for a long
time; however, it is worth mentioning, that Matthew, the
only participant who is a native speaker, does not agree
with generalizing when it comes to cultures.

Conclusion

To conclude this investigation, It can be affirmed that:
a) Teachers believe that teaching Business English in
today’s world is imperative because of the job opportu-
nities an English speaker is offered and the many ben-
efits within the business field, b) Teachers affirmed that
culture is necessary to provide a context when teaching
concepts in the L2 and they expressed that the way of
doing business, comparing formal vs less formal cultures
and personal space are the most common cultural issues
commented in their English lessons. In addition, teach-
ers revealed a tendency to talk about their native cul-
ture and the cultures learners have contact with. On the
other hand, teachers considered that teachers’ cultural
awareness helps develop a respectful relationship with
their students and to prevent committing faux pas; c) A
common practice among teachers to introduce culture
in their lessons is to ask questions to awaken students’
curiosity for foreign cultures; however, they do not have
a specific strategy to do so. The extra materials used in
class by teachers are online resources such as videos
and articles in addition to the course textbook, which,
according to the participants, provides listening oppor-
tunities to hear different accents and to expose learners
to an international approach. «
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Abstract

This research project focuses on the study of attitudes
as part of the affective factors that influence the pro-
cess of learning English as a foreign language, at the
middle school level. It responds to the gap of informa-
tion and the need for attention in the Mexican context
towards the origin of unfavorable attitudes and the im-
pact these have on the development of the adolescent
students learning process in a private middle school in
the west area of Monterrey. To analyze the problem, it in-
cludes the problem statement, as well as the literature
review, incorporating issues such as the affective factor,
attitudes, and adolescence. This research follows the
action research methodology to generate a response to
the problem stated as well as the application of a ques-
tionnaire to evaluate the learners’ attitudes. From the
application of the instrument and examination of its
results, it is possible to determine the types of attitudes
the students have as well as their origins and to find out
the factors that trigger negative attitudes toward English
learning.

Keywords: affective factors, attitudes, middle school,
English as a Foreign Language (EFL), adolescence.

Resumen

Este proyecto de investigacion se enfoca en el estudio de
las actitudes como parte de los factores afectivos que in-
fluyen en el proceso de aprendizaje de inglés como una

lengua extranjera, en el nivel de secundaria. Este respon-
de a la brecha de informacion y la necesidad de atencion
en el contexto mexicano al origen de actitudes desfavo-
rables y el impacto que estas tienen en el desarrollo del
proceso de aprendizaje de estudiantes adolescentes de
una institucion privada al oeste de la ciudad de Monterrey.
Para analizar el problema, éste incluye el planteamiento
del problema, asi como una revision de la literatura, in-
corporando cuestiones como el factor afectivo, actitudes,
y adolescencia. Esta investigacion utiliza el método de in-
vestigacion-accion para generar una respuesta al proble-
ma planteado, asi como la aplicacion de un instrumento
con el objetivo de evaluar las actitudes de los aprendien-
tes. A partir de la aplicacion del instrumento y el andlisis
de sus resultados, es posible determinar que los tipos de
actitudes que tienen los estudiantes, asi como sus orige-
nes, y encontrar los factores que detonan las actitudes ne-
gativas hacia el aprendizaje del inglés.

Palabras clave: Factores afectivos, actitudes, escuela se-
cundaria, inglés como lengua extranjera, adolescencia.

Introduction

ducation is changing every day; it is expanding to
Eareas that were once out of its reach, areas that

have always been present but have not been con-
sidered relevant. One of these areas comprises the study
of the affective factor of attitudes and their influence
on the process of learning. The need to understand at-
titudes and their connection with learning English as a
Foreign Language (EFL) is increasing among researchers,
teachers, and other agents involved in education. This
expansion on the importance of the topic may be under-
stood through the inquiry into the attitudes and their
significance by examining the preceding research done
around the matter.

This project pursues the objective of analyzing
the impact of attitudes on foreign language learning; it
will follow the next order. First, the reasons that sustain
the importance of the project will be described, continue
with the research questions that will serve as guidance
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forthe development of it, and then expose the dissection
of theories that aim to answer the mentioned interroga-
tions, as well as an analysis of previous studies made on
the matter by several authors, will be presented. Sub-
sequently, the methodology of action research that this
project follows will be explained, including the research
design, setting, participants, and data collection results.
Finally, the analysis of the results will be portrayed along
with their connection with the research questions to dis-
cuss the relevance of the results in the issue of attitudes
as an affective factor in EFL learning.

Problem statement

This project examines one specific affective factor that
influences the learning process: negative attitudes. The
negative attitudes in EFL learning represent an issue or
problem in the educational field because it is, to some
extent, in development, which explains the limited infor-
mation that researchers in Mexico have elaborated on it.
Besides, placing attitudes as the central problem of this
research responds to the condition that the individuals
involved in the project pass through a complicated age
phase of attitudes reshaping and transformation, which
can lead to difficulties in learning, especially in areas re-
lated to oral expression in the foreign language.

There are several reasons to look into this con-
cern. Among these reasons, the most representing ones
are that: Mexico, the country where the project develops,
has a strong attachment to the English language; even
more crucial, the educational institution where the proj-
ect takes place, is a bilingual one, which means that stu-
dents are meant to use English for learning even more
than they use their first language, Spanish. The situation
mentioned may generate negative conceptions about
the language, related to feelings of imposition (Despagne
2010), which influences the students’ attitudes towards
learning it. Considering this, the present project intends
the analysis of negative attitudes that have a repercus-
sion on the EFL learning in students, and that obstruct
their progress in the language.

To examine how attitudes represent a problem
to the development of English as a foreign language, it
is necessary foremost to formulate queries that organize
the research into the type of attitudes that the individu-
als have towards it as well as their origins.

Research questions
This research takes as guidance two questions whose
intentions are to target and describing issues related to
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attitudes, as well as looking for an explanation for the
issues found:

1. What attitudes towards EFL and EFL learning do
middle school students exhibit?

2. What kind of factors triggers unfavorable atti-
tudes of middle school students regarding EFL
and EFL learning?

These questions helped structure the research
project. Complementarily, these inquiries and the re-
sponses to them not only attempt to enrich the knowl-
edge around the topic of attitudes and their role in
English as a foreign language learning but also to lead
the way to new wonders about the topic.

Literature Review

The affective factor

Foreign language learning is a unique experience for
each student because different agents influence the
process. With the aim of understanding and approach-
ing the learners in the interest of assisting them through
this experience, it is vital to explore the factors that in-
fluence their learning. Henter (2014) states that some
of these factors are the demographic factor, the meta-
cognitive factor, and the cognitive factor. Although the
latter has been the focus of attention for researchers
on the matter, Henter includes another factor, which
formerly was not considered to be related to the educa-
tional field.

As stated by Zhu and Zhou (2012), affect refers to
the inner world of the subjects, as well as their attitude
about a specific object, circumstance, or background.
Affect is an element that alters the individual’s devel-
opment -including language learning-, which is an idea
that other researchers, for example, Krashen (1982), ac-
knowledge as well.

One way to approach the affective factor and
understand it as an important stimulus for the process
of language learning can be through the analysis of the
affective filter hypothesis generated by Krashen (1982).
To comprehend the affective filter hypothesis, it is fun-
damental to first explore the concept of “input”. Turan
(2018) gives a useful example to illustrate it: when a sub-
ject learns how to drive, someone has to demonstrate
how to do it, and after this, the apprentice may attempt
to do drive himself. In this example, the demonstration
of how to drive would be the input, and the action of
driving, the production.
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Krashen’s (1985) hypothesis about the affec-
tive filter proposes that learners “might be distracted
by emotional factors in the language learning process.
It is possible that students would not be able to absorb
what they should learn in class” (as cited in Lin, 2008, p.
115). Moreover, the author affirms that because of the
presence of a strong affective filter in the individual, the
input will not get to the brain’s area where language is
developed, even if the subject comprehends the content
(Krashen, 1982, p. 31).

Based on Krashen'’s affective filter theory, it can
be said that the foreign language learners’ emotions may
cause them to consciously or unconsciously close to the
learning process. This idea would mean that even when
the students can understand the information in the tar-
get language, they will not succeed in learning if they are
exposed to certain affective factors, such as motivation,
self-confidence, and anxiety (Krashen, 1982).

On the same line of affective factors, the author
Kasatkina-Kubyshkina (2018) exposes other helpful no-
tions to comprehend them; even though she focuses on
SLA, rather than a foreign language, her ideas are of great
help. According to her, different agents influence the lan-
guage learning process, which she distinguishes into five
predominant areas: affective factors, individual factors,
cognitive factors, demographic factors, and teacher-re-
lated factors.

About the ideas exhibited by the author, it is
important to notice that she considers affective factors
as relevant as other issues influencing language learn-
ing. Additionally, she, as well as Zhu and Zhou (2012),
state that among these factors, attitudes are included.
Therefore, the affective side and language learning in-
fluence each other, and the emotional field will likely be
enlightening in the explanation of several problems in
foreign language learning development. To give support
to these authors’ proposals, it is fundamental to explore
ideas that writers expose regarding attitudes as an ele-
ment of affective factors.

Attitudes as an affective factor

The affective factor on the subject of language learning
comprises several issues; among these are anxiety, mo-
tivation, and attitude (Henter, 2014). The focus of atten-
tion for this research will be the term attitudes, which
can be defined from different perspectives. Gardner
(1985) defines the concept of attitude as follows: “From
an operational point of view, an individual’s attitude is
an evaluative reaction to some referent or attitude ob-
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ject, inferred on the basis of the individual’s beliefs or
opinions about the referent.” (p. 9).

Years after the author offered this definition also
worked with Masgoret (2003) to propose another one,
now centered on the attitudes concerning the learn-
ing situation. The authors mention that these attitudes
“refer to the individual’s reaction to anything associ-
ated with the immediate context in which the language
is taught” (2003, pp. 172-173), and specify that it is es-
sential to consider the learner’s reaction to the text, the
learning materials, the teaching environment, the class-
mates, the course and the teacher.

Agreeing with the definition of attitude offered
by Masgoret and Gardner (2003), and considering lan-
guage learning, an attitude can be understood as a link
between the learners’ feelings, and a determiner of their
behaviors related to learning (Inal, Evin & Saracoglu,
2005, p.41). That is to say, beliefs and opinions would be
part of feelings, and consequently, of attitudes.

Further, on the definition of attitudes, Harding et
al. (1954, as cited in Gardner, 1985) include three com-
ponents that divide attitudes: the cognitive component,
related to beliefs; the affective component, related to re-
actions in the emotional sense; and the conative compo-
nent, related to behavior concerning the attitude object.
On the other hand, Lambert (as cited in Gardner & Ma-
cIntyre, 1991), integrates two types of attitudes, which
Gardner (1985) describe as orientations. As declared by
Lambert (1991), integrative attitudes center on the genu-
ine and personal interest in the other language group, in-
cluding the people and their culture, while instrumental
attitudes center on the benefits and practical worth of
learning a language.

In the area of attitudes, Masgoret and Gard-
ner (2013) led research that analyzed the subject of at-
titudes as an affective factor through a meta-analysis.
Their study considered 75 independent samples related
to 10,489 people, and it deepened the connection be-
tween achievement in the second language and the five
attitude/motivation variants from the socio-educational
model proposed by Gardner; integrativeness, learning
situation attitudes, motivation, as well as integrative and
instrumental orientation. To make a more specific exam-
ination of the work previously mentioned, it will be nec-
essary to focus only on the results related to attitudes.

The Attitude/Motivation Test Battery (AMTB)
proposed by Gardner (1985) and associates was the
base for the mentioned meta-analysis of studies, which
comprised three hypotheses. The first hypothesis stated



that second language achievement has a positive and
steady connection with attitudes, motivation, and orien-
tations, being motivation the most strongly connected
to achievement in the language. The second one pro-
nounced the impact of the socio-cultural context on at-
titude, motivation, and orientation. Finally, the third one
declared a variance in second language achievement
and attitude, motivation, and orientations, depending
on the educational level of the students. This paper will
analyze the second hypothesis.

This hypothesis pronounced that the language
context of the student influences achievement and at-
titude; it expressed the possibility that attitudes when
learning a second language differ from attitudes when
learning a foreign language, and that the link between
attitudes and language achievement is stronger in the
second language thanin foreign language contexts. How-
ever, the examination of the results made by Masgoret
and Gardner (2003) claimed that there is not enough
support to confirm that language achievement and at-
titude depended on the language context. Even though
in another hypothesis’ analysis, they found relationships
that proved a higher connection between attitude and
second language contexts in terms of achievement, the
authors mentioned that these results were not consis-
tent. Based on the results proposed by Gardner (1985),
the present research will aim to explore how attitudes
are related to the students’ achievement in a Mexican
environment, where English is spoken as a foreign lan-
guage.

The analytical exposition of the terms of the af-
fective factor and attitudes is crucial for this action-re-
search project, as long as the problem that it attempts to
solve centers on this. However, to understand the issue
the following section of this paper will focus on another
important element of it, which is, the description of the
target group.

The adolescent

The present research aims to examine the topic of atti-
tudes as an affective factor in learning English as a for-
eign language in middle school students; therefore, the
present section will describe the main features of the tar-
get group, that is, adolescents. The motive to illustrate
this matter is to examine if the characteristics of ado-
lescence have an impact on the attitudes the students
have towards EFL learning. To do so, a description of the
stages of adolescence, according to Brafman (2014) will
be portrayed.
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According to the writer, adolescence comprises
three phases: early, middle, and late adolescence. In
early adolescence, the subjects are characterized as be-
ing young individuals whose bodies develop in several
aspects (e.g., size, hair, voice, and organs), and whose
feelings encounter new experiences (e.g., attraction
and revulsion). These changes commonly start at the
age of 12; however, this age is a parameter, as long as
the subjects can present these changes before or after
the mentioned age (Brafman, 2014). Moreover, the au-
thor specifies that the early adolescents’ uncomfortable
feelings towards the changes in their bodies may cause a
feeling of shame when interacting with other people, as
long as they sense that this strangeness they feel about
themselves, in the same way, others feel towards their
complete person.

The target group would be placed in the early
adolescent phase, due to they are students between 12
to 13 years old. However, as denoted by the author, stu-
dents may display behaviors proper to other phases, as
long as individuals develop at different rates. Addition-
ally, early adolescents go through body transformations
that may affect them in other areas of development. For
this reason, it is relevant to examine briefly the socio-
emotional transitions the adolescents go through relat-
ed to changes in their brain, which are significant for the
subjects’ attitudes.

Regarding socio-emotional development, there
is an important obstacle to young adolescents’ develop-
ment: they are believed to be “rebellious, moody, hor-
monal, and impulse-driven” (Jansen and Kiefer, 2020,
p.18). The study of brain development in this stage may
bring new perspectives to discredit the stereotypical
concepts of adolescents and positively assist them in
their growth.

As reported by Juraska and Willing (2017) ado-
lescence is a stage characterized by a transformation in
the capability of performing tasks related to the control
of cognition by adopting behaviors that are adequate for
the situation and specify that the cause for this improve-
ment resides in alterations on the brain’s prefrontal cor-
tex (PFC).

About the adjustments that the brain suffers
through adolescence, Caballero et al (2016) add valu-
able information and state that other changes related
to the transformation the PFC goes through, are related
to physiological, structural, and neurochemical areas.
These changes are necessary, therefore the subjects
build the ability to assimilate behaviors that are more
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complex and require the acquisition of mechanisms that
process relevant information. Based on this brief illustra-
tion of the adolescent’s brain, it can be said that due to
the transition the organ suffers, the subject can improve
in cognitive matters; however, this process takes more
time than other areas do, causing disparity regarding the
adolescent maturation.

On the other hand, as reported by van Dujiven-
voorde et al. (2016) the maturation of the brain is charac-
terized by animbalance. He states that thereis a disparity
in the neuronal maturational patterns between the brain
zones that include the PFC, which are in charge of func-
tions related to feeling and thinking, and the areas that
comprise the striatum and amygdala, which are neces-
sary for issues related to motivation and affectiveness.
Additionally, according to Guyer et al. (2018), and Totten-
ham and Galvan (2016), for the young adolescents this
imbalance, added to the alterations in hormones and
social environment, makes the control of their emotions
a difficult task (as cited in Jansen & Kiefer, 2020, p.19).
Considering this information about the contrast in the
development of cognitive and emotional systems that
the brain goes through, with the corresponding effects,
it would be valuable to reconsider one idea previously
stated in the present section.

There are several negative perspectives about
adolescents; they are commonly acknowledged to
choose to expose a rebellious behavior, be temperamen-
tal and hormonal, and guide themselves by impulse.
However, as evidenced by the authors cited, these mis-
conceptions can be reconsidered by understanding that
the adolescent brain suffers alterations in the PFC area,
which have both positive and negative outcomes. On
one side, the changes in the brain allow adolescents to
develop cognitive control, complex behavior assimila-
tion, and cognition flexibility. On the other hand, the de-
velopment of emotional areas of the brain evolves at a
faster pace than the cognitive system, causing problems
in handling emotions.

Teachers and elements involved in education
need to be conscious of the attitudinal challenges, such
as the ones aforementioned, that students face within
the stage of adolescence; yet, there is another factor that
may explain the nature of attitudes in students, which is
related to the context of the present action-research.

Attitudes towards EFL in Mexico

Centered on the idea of English as an omnipresent lan-
guage in Mexican everyday life, and the requirement to
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learn it for Mexicans who aim for social and economic
improvement, Despagne (2010) directed a study focused
on the topic of attitudes. According to her, this situation
could cause a feeling of imposition, originate negative
attitudes concerning the language, and obstruct the en-
tire language learning process.

To analyze this situation, Despage based her
study on two surveys applied in different Mexican uni-
versities. One of the surveys took place in the Univer-
sidad Popular Autonoma del Estado de Puebla (UPAEP),
in May 2008, and had the objective of presenting the
general attitude about English language learning in a
middle-class private Mexican university. As part of the
results, she settled that among English Language Learn-
ers (ELLs) there are negative perceptions, which can be
the origin of problems in the learning process. Perrefort
(1997, as cited in Despagne, 2010) explains the relation-
ship between the capability to learn a language and the
internal and personal image of a country and mentions
that having an unfavorable image is a cause to consider
that learning the language is not an easy task. This re-
flection can be helpful in the exploration of one idea
that the present project analyzes: students’ attitudes,
which comprise beliefs and opinions about the language
(Gardner, 1985), are essential for the development of the
learning process.

Following the line of Mexican exploration around
the topic of attitudes towards English language learning,
Arias-Sais (2014) gives another interesting perspective.
In her dissertation, based on a micro-ethnography study,
she examined the attitudes and feelings of university
students towards English, in a private institution placed
in the west of Mexico.

The research developed by her required the use
of the method of purposive sampling or possibly quota
samplingto select students who showed or stated fear to-
wards the usage of the English language. Following this,
the author enlisted nine students from different English
levels. Additionally, the ethnographic research included
three phases: the reconnaissance phase, the participant
observation phase, and the refinement phase.

Throughout the reconnaissance phase, the au-
thor located the participants who exhibited feelings of
fear related to the usage of English by using questions
such as “What do you think of the English language?
Have you ever felt anxiety or a feeling of “fear” to com-
municate in English?” Tell me what was going inside you
when this feeling occurred?” (Arias-Sais, 2014, p. 23).
During the participant observation phase, the research-



er focused on domains related to the reasons for study-
ing English, the attitudes towards the English language,
the feelings experimented with, and the characteristics
of being a Mexican student of EFL. Finally, in the third
phase, she centered on clarifying issues that emerged
within the previous phases.

As part of her dissertation’s conclusions, Arias-
Sais (2014) stated the importance to provide students
the possibility to observe and reflect on their attitudes,
the affective factors involved in language learning, and
the impact that culture and history have on the language
learning process. This recommendation from the author
represents an important point for the development of
the present project, as long as it involves the participa-
tion of the teacher in the issue of attitudes related to the
learning of EFL.

Through the examination of studies related to
attitudes of Mexican students towards EFL learning, it
can be said that the language situation in the context is
another element that affects attitudes. To explore this
statement, it will be foremost to create an implementa-
tion plan, which according to Alber (2011) is a design plan
that leads to the origination of data that answers the re-
search questions, meaning that it portrays the ways that
the study will be conducted; this phase, as stated by Al-
ber, is commonly recognized as the methodology.

Methodology

Research design

This project follows a qualitative design, which in the
words of Creswell (2014), can be understood as interpre-
tative research where the investigator is commonly in-
volved with the participants in a sustained and intensive
way. Within the qualitative design, the research method
selected for this project is the action research method.
Burns (2009) settles that this method “is related to the
ideas of ‘reflective practice’ and ‘the teacher as a re-
searcher’” (p. 2). This, as stated by the writer, means that
there is an exploration of the context of the researcher,
which requires the investigator to be self-reflective,
critical, and systematic. Moreover, the author highlights
that the role of the teacher as an investigator is relevant
because they commonly identify the gaps of what is oc-
curring in the process of teaching and recognize the out-
comes that they consider appropriate. This project aims
to the reflection on the teacher regarding the issue of
negative attitudes of the students, through the analysis
of the results of the application of a data collection in-
strument.
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Setting
The present action research study was implemented on
the geographical location of Monterrey city, in the state
of Nuevo Leon, in the northeast of México. The students
of the institution pay tuition to attend the school where
this study is developed, which means that it is a private
school. The curriculum includes books that the adminis-
trators select, considering the needs of the students and
the teachers, however, the Public Education Department
(SEP) validates the institution, meaning that they respect
and follow the national program. About the curriculum,
it is also essential to mention that from the seventh to
ninth grade (Jr. High school levels, or middle school); a
majority of the subjects are taught in English, some in
Spanish, and besides English, they learn French as a for-
eign language. Ultimately, the scholars are involved in
a bilingual environment. Regarding the teachers of the
middle school level, some of them instruct more than
one subject, and most of them teach at all three levels.
Another critical matter about the educative sys-
tem is the change in the instructional method due to the
restrictions caused by the COVID-19 pandemic. At the
time that this research is being developed, the school is
following a hybrid modality, which means that there is
a limitation on the number of students who may attend
physically to the school; the rest of them, take the class-
es virtually. This virtual system required the students to
use an online tool, Microsoft Teams, to join their classes
on a normal schedule, and in a synchronous way.

Participants

The participants of this study are scholars of a private in-
stitution in the west of Monterrey city, in the 8th grade
of Jr. High school, or Middle school. The group of par-
ticipants is composed of nine students whose classes
are based on the book Gold Experience of the level B1,
and attend an assessment session at the end of their
classes because they have demonstrated the need for
additional instruction in learning English. Therefore,
they take English sessions during the morning, with their
corresponding English teacher, and one day of the week
they virtually assist to the assessment class for one hour,
now with the investigator that is developing the present
project.

These students are about 13 and 14 years old
and they belong to different classrooms, however, they
share the same teachers, including the English one. It
is crucial to specify that these students have been ob-
served since the past school year, and it was identified
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that they present low results in the subject, which seem
to be connected to their attitudes towards the EFL.

Data collection

This section describes the data collection instruments
that were used in the study to answer the research ques-
tions. The first and the second research questions of the
present study focus on finding the types of attitudes that
the students of middle school exhibit towards EFL and EFL
learning as well as detecting what factors initiate unfavor-
able attitudes if there are any. To answer these queries, the
collecting data method selected was a non-observation
method. Based on Burns (2009), this kind of data is used
to delve into people’s thoughts, beliefs, and perceptions,
as well as the explanation of their personal experiences.

There are several non-observational methods;
the one selected for this study to collect data and answer
the first and the second inquiries is the questionnaire or
survey. This type of data collecting method, as stated by
Dornyei (2003), may include questions that aim to find
facts, behaviors, and attitudes; the latter ~which is espe-
cially interesting for this study- according to the writer, is
connected with opinions, beliefs, interests, and values,
and focuses on finding out what the participants think.

About the questionnaire used in the present study
to collect data, it is crucial to detail its origin. As stated in
the first chapter of this research, Gardner (1985) devel-
oped the AMTB, which used items with Likert scales to
evaluate the attitudes of French students; this instrument
has been adapted to various settings, even by the same
author, who later adapted it for an international context
(Gardner, 2004). One of these adaptations was generated
by Sandoval Pineda (2011), who adjusted it to the Mexican
context. Cocca et al., (2017) later validated this adaptation
by applying it to students of the Universidad Auténoma de
Nuevo Ledn, located in Monterrey.

Sandoval Pineda’s (2011) adaptation of the AMTB
covers essential features for this research, the most impor-
tant being that the instrument was translated to Spanish
by her. As stated by Burns (2009), one common problem
with the usage of questionnaires is the literacy level of
students, so the questions may be so dense or complex,
that there may be a need to use their first language. Con-
sidering that the participants have shown issues with the
English language, it was decided to use their first language
to make them feel more comfortable when answering the
questionnaire.

On the other hand, some scales and items did not
match the research questions of the present study; there-
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fore, it was necessary to attune the mentioned adapta-
tion. With this in mind, contact with the researcher was
made to entreat permission to use and adjust the collect-
ing data instrument. She responded to the request affir-
matively, therefore, the Mexican adaptation of the AMTB,
which can be found in Appendix A, was adjusted following
these steps:

+ The subscales related to interest in foreign lan-
guages and motivational intensity were elimi-
nated because they were outside of the scope
of this study.

+ The subscale of English teaching evaluation
was not included because the researcher of this
study and the English teacher is not the same
person; assessing the attitude of the students
towards the English teacher would have been
confusing for them.

« The neutral options for the answers of the
first set of items were suppressed, consider-
ing DOrnyei’s (2003) statement about the Likert
scales; the author mentions that these should
express “either a positive/favorable or a nega-
tive/unfavorable attitude toward the object of
interest. Neutral items [...] do not work well on
a Likert scale because they do not evoke salient
evaluative reactions”.

« The vocabulary of some items was adapted to
match the vocabulary of the participants.

+ Because the students are answering the ques-
tionnaire virtually, the instrument was adjusted
to an electronic format, using the online tool
Google Forms.

Data analysis

Following the structure of the AMTB proposed by Gard-
ner (1985), which was used by Sandoval Pineda (2011)
as well, the analysis of the results will be divided into 6
subscales, namely: 1. Attitudes towards learning Eng-
lish, 2. Attitude toward English-speaking people, 3.
Desire to learn English, 4. English course evaluation,
5. Integrative orientation, and 6. Instrumental orienta-
tion.

Subscale 1. Attitude towards learning English

Table 1 displays the results of the items related to the
attitudes of the students towards learning English. Ac-
cording to the participants’ answers, 55.6% of them
moderately agree with the idea that studying English



is great and the rest are in total agreement. Moreover,
66.7% of the interviewee express absolute agreement
with the statement that English is important for the
school program, while 22.2% are moderately in agree-
ment and the rest slightly agree. Furthermore, 44.4% of
the subjects stated that they love learning the language
by selecting the option of moderate agreement, 33.3%
stated that they slightly agreed with the affirmation,
and the rest of them were in total agreement.

In contrast with items 1, 8, and 15, there are two
items where the results also show disagreement among
the students. In the results of question 5, while 44.4% of
students slightly agree, and 33.3% strongly agree with
the statement that declares they enjoy learning Eng-
lish, 11.1% of students declare that they moderately
disagree with this item, and another 11.1% slightly dis-
agree. On the other hand, in item 12, 22.1% of students
express slight disagreement with the idea that they en-
joy learning English and that they want to learn as much
English as possible, along with 11.1% that moderately
disagreed; the rest of the participants were in strong
agreement (44.4%), moderate agreement (22.2%) and
slight disagreement (11.1%).

This contrast between the outcomes of the
items emerges as well in item number 20, where 33.3%
of the students expressed neutrality on their attitudes
towards learning English, while other 33.3% selected
an option equivalent to moderately favorable, 11.1%
opted for the slightly favorable one, and 22.2% indicat-
ed they strongly favorable alternative.

Table 1. Subscale 1 (Attitude towards learning English)
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Subscale 2. Attitude towards English speaking people
The results concerning the attitudes of the participants
towards English-speaking people are represented in
Table 2. For these items, a tendency for disagreement
statements is more noticeable. For item 2, which expos-
es the idea that the absence of contact between their
country, México, and English-speaking countries would
represent a loss, 33.3% of the students disagree slight-
ly, and 22.2% moderately disagree, added to a 22.2%
to each of the following options: moderately disagree
and strongly agree. Additionally, according to the data
gathered from item 6, 22.2% of participants disagree
moderately, and 11.1% completely disagree with the
observation that most native English-speaking people
are friendly and easy to get along with, so it is fortunate
to have them as neighbors (referring to the USA), while
33.3% selected the option of slight agreement and oth-
er 33.3% moderate disagreement. In addition, for item
9, whose declaration focuses on the kindness and so-
ciability of English-speaking people, 22.2% of the stu-
dents declare slight disagreement, along with 44.4% of
participants who expressed slight agreement, and the
rest of them, who opted for moderate agreement.

Regardless of the disagreement answers from
some of the participants, it is interesting to see that
overall, they express rather a neutrality (11.1% of stu-
dents), or favorable attitudes (44% for favorable, 22.2%
for mostly favorable, and 22.2% for slightly favorable)
towards the native English-speaking people.
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1. Estudiar inglés es muy bueno 55.6% | 44.4%
5. Realmente disfruto aprender inglés 11.1% | 11.1% | 44.4% 33.3%
8. La ;lase de |.ngles es una parte muy importante del programa de 11.1% | 2290 | 66.7%
estudios de mi escuela
12. Quiero aprender tanto inglés como sea posible 11.1% | 22.2% | 11.1% | 22.2% | 44.4%
15. Me encanta aprender inglés 33.3% | 44.4% | 11.1%
20. La actitud que tengo hacia el aprendizaje del inglés es desfavorable/favorable
1: 2: 3: 4:33.3% 5:11.1% 6.33.3% 7.22.2%
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Table 2. Subscale 2. (Attitude toward English-speaking people)
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2. Si México no tuviera contacto con paises donde el idioma nativo
P 22.2% | 33.3% 222% | 22.2%

es el inglés, seria una gran pérdida para nuestro pais.

6. La mayoria de los hablantes nativos del inglés son amistosos y
es facil llevarse bien con ellos, siento que somos muy afortunados | 11.1% | 22.2% 33.3% | 33.3%
de tenerlos como vecinos.

9. Los hablantes nativos del inglés son muy amables y sociables. 22.2% | 44.4% | 33.3%

18. La actitud que tengo hacia los hablantes nativos del idioma inglés es desfavorable/favorable
1: 2: 3: 4:11.1% 5:22.2% 6.22.2% 7.44.4%

Subscale 3. Desire to learn English
The results regarding the desire of the participants to learn English, which can be visualized in Table 3, show a sig-
nificant variance. As reported by the results of item 10, while 33.3% of participants moderately disagree and 11.1%
slightly disagree with having a desire to learn English so well that it seems to be their first language, 33.3% mod-
erately agree, 11.1% slightly agree, and the rest are in total agreement. Additionally, item 16 reveals an 11.1% of
participants in slight disagreement with the affirmation of their wish to be fluent in English, added to 11.1% that
slightly agree, and 11.1% who moderately disagree; notwithstanding, the majority of interviewees were positively
identified with the statement, considering that 67% of students were in strong agreement. Furthermore, the partici-
pants demonstrate a variance of standpoints regarding the ease they have to learn English. As shown in the data col-
lected, 11.1% was the percentage for each of the following options: strongly disagree, moderately disagree, slightly
disagree, and moderately agree; on the other hand, 22.2% expressed slight agreement, and 33.3% strongly agreed.
This variance in answers emerges as well in item 19, which summarizes this subscale and inquiries into the
desire of the participants to learn English. While 33.3% of participants expressed that their desire is favorable, 22.2%
expressed it was moderately favorable, 11.1% considered it to be slightly favorable, and 11.1% thought it was slightly
unfavorable; the rest of the participants expressed feeling neutral about this item.

Table 3. Subscale 3 (Desire to learn English)
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10. Quiero aprender el inglés tan bien hasta que parezca mi lengua 333% | 11.1% | 11.1% | 33.3% | 11.1%
materna.
16. Me gustaria dominar el inglés de manera fluida. 11.1% | 11.1% | 11.1% 67%
17. Tengo facilidad para aprender inglés. 11.1% | 11.1% | 11.1% | 22.2% | 11.1% | 33.3%
19. El deseo que tengo por aprender inglés es desfavorable/favorable
1: 2: 3:11.1% 4:22.2% 5:11.1% 6.22.2% 7.33.3%
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Subscale 4. English course evaluation

On the subject of the subscale that comprises the evaluation of the English course, the results, which are exhibited
in Table 4, show more uniformity in contrast with the previous subscales. According to the data collected, 44.4% of
the participants slightly agree with item 11, which affirms that they like the course so much, that they want to keep
taking it in the future; 22.2% declared they moderately agreed, and 22.2% that they strongly agreed; the rest of the
participant selected the answer of total disagreement. For item 14, which declares that they enjoy their English
course, most of the participants were in slight agreement (44.4%), some of them were in moderate agreement and
total agreement (22.2% each), and the rest expressed total disagreement (11.1%). On the other hand, for item 21,
which sums up the subscale of the English course evaluation by requesting the participants to express how favorable
is their attitude towards the English course; 33.3% of them expressed a moderately favorable attitude, while each of
the following answers was selected by a 22.2% of the participants: neutral, slightly favorable, and favorable.

Table 4. Subscale 4 (English course evaluation)
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11. Me gusta tanto la materia de inglés que quiero seguir estudian- 11.1% 44.4% | 222% | 22.29%
do esta lengua en el futuro
14. Disfruto mis clases de inglés 11.1% 44.4% | 222% | 22.2%
19. El deseo que tengo por aprender inglés es desfavorable/favorable
1: 2: 3: 4:22.2% 5:22.2% 6.33.3% 7.22.2%

Subscale 5. Integrative orientation

Respecting the items that constitute the integrative orientation subscale, as displayed in Table 5, their results are
distinctly more unified than the ones in previous subscales. As reported by the data obtained, most of the partici-
pants (66.7%) reported agreeing with the importance of studying English to feel more comfortable when speaking
with English-speaking people, some of them (22.2%) moderately agree, and others (11.1%) are in slight agreement.
For the result of item 13, when expressing their opinion about the importance of English to interact more easily when
speaking with English-speaking people, there was 11.1% expressed strong disagreement, while the other 89.9%
strongly agreed with the statement.

Table 5. Subscale 5 (Integrative orientation)
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3. Estudiaringlés es importante porque me permitira .f,entllrme c6- 11.1% | 2229% | 66.7%
modo cuando me relacione con personas que hablen inglés
13. Es importante estudiar inglés porque tendré la oportunidad de o o
- PP 11.1% 89.9%
interactuar mas facilmente con gente que habla esa lengua.
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Subscale 6. Instrumental orientation

The last subscale to analyze centers on the instrumental orientation, and the results are organized in Table 6. Accord-
ing to the data obtained, 44.4% of students moderately agree with the importance of studying English because they
will need it for professional performance, 33.3% strongly agree with the same statement, and 11.1% slightly agree;
the rest of the participants (11.1%) selected the option of moderate disagreement. For item 7, about half of the in-
terviewees (55.6%) answered that they slightly agreed with the affirmation that the importance of learning English
relies upon its indispensability to be considered an educated person, and other participants moderately or strongly
agreed (11.1% each); however, 22.2% of the subjects expressed they strongly disagreed.

Table 6. Subscale 6 (Instrumental orientation)
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4. Estudiar inglés es importante porque lo necesitaré en mi des-
empefio profgsional P porg 11.1% 11.1% | 44.4% | 33.3%
7. Estudiar inglés es importante porque es indispensable para que
g1 P porg pensableparaque | 55 s 55.6% | 11.1% | 11.1%
uno sea reconocido como una persona con educacion.

Discussion

The development results examination will be focused
on the connection between the data collected and the
research questions of this study. Therefore, this section
will be divided into two segments, each corresponding
to the first and the second research questions and com-
prising the results of the subscales that are of use to an-
swer them.

Question 1: What attitudes towards EFL and EFL learn-
ing do middle school students exhibit?
Based on the instrument results of the first subscale
in the data collection instrument, it is perceptible that
although many of the students demonstrate a positive
attitude towards learning English, some items display
a tendency to negative attitudes as well. In addition to
this, the summarizing item, which directly inquiries into
the attitude of the students, displays an inclination of
some participants toward neutrality, which means that
they are not certain about having positive attitudes.
Ultimately, the attitudes of the students towards learn-
ing English are not unified; therefore, it can be said that
some participants of the study display negative attitudes
towards EFL learning and that there is a need for action
to improve them.

Additionally, the third subscale, which compris-
es the desire of the participants to learn English, also
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reflects a tendency to the agreement, and at the same
time, to disagree with opinions. In this case, it is crucial
to focus on the fact that the feelings and opinions of
students build up their attitudes (Gardner, 1985). Con-
sidering this, it can be said that if students do not feel
attracted to learn the language fluently, and thoroughly
until it seems natural, nor do they believe that they learn
EFL easily, as shown in the results of this subscale, their
attitudes towards EFL learning are unfavorable. This, as
displayed by the results, is not the case for the major-
ity of the participants, as long as many of the students
show favorable attitudes related to their desire to learn
the language; however, likewise the case of the first sub-
scale, there are still several students who require assis-
tance in the improvement of their attitudes.

Question 2: What factors induce unfavorable attitudes of
middle school students regarding EFL and EFL learning?
Regarding the second subscale, which analyzes the at-
titude toward English-speaking people, the results dem-
onstrate that a fraction of participants has unfavorable
perspectives. In line with the results, not all the partici-
pants agree with the value of the contact with English-
speaking countries, nor with the advantages of having
them as neighbors, or the statement that they are kind
and sociable. As previously stated, these attitudes may
be the origin of negative attitudes towards EFL and EFL



learning, therefore, even when the disagreement options
are not the majority, there is still a gap that this study may
close. Based on these results, it may be argued that some
participants have negative attitudes toward EFL, caused
by the beliefs and opinions they have about English-
speaking people.

In contrast to the second subscale, the subscale
that includes the English course evaluation (subscale
4) shows a lower tendency to disagreement opinions.
Through the selection of the answers in these items, the
participants expressed to have fewer negative perceptions
towards the course, meaning that the English class is not
a factor that considerably affects their attitudes towards
EFL and EFL learning. Nevertheless, it is essential to ob-
serve that there is yet a small percentage of students who
demonstrate to have unfavorable perceptions towards
the class and that the option of the strong agreement was
not the predilection, so it can be said that for a minimum
of participants, the English course may be the source of
negative attitudes.

Lastly, another subscale that may be of use to
understand the cause of unfavorable attitudes in middle
school EFL learners is the one that centers on the instru-
mental orientation (subscale 6). As reported by the results
of this subscale, most of the students believe that studying
English is important for their professional development;
however, they show less certainty about the requirement
of English to be considered an educated person. The vari-
ability of the results leads to the idea that students require
assistance to visualize the functional advantages of learn-
ing the language, therefore, this necessity may represent a
factor that hinders the development of favorable attitudes
of the students towards EFL and EFL learning.
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Appendix A
Adapted version of the AMTB

Version adaptada del Attitude/Motivation Test Battery

Al contestar este cuestionario estaras participando en un estudio relacionado con las actitudes de alumnos de es-
cuela secundaria hacia el inglés y hacia aprender inglés como una lengua extranjera.
En este cuestionario no hay respuestas correctas niincorrectas, el objetivo es contestar con base en tus opiniones e ideas.

CLAVE DE PARTICIPANTE: *

Aqui escribiras solamente el nimero que te fue asignado.

I. Instrucciones: Nos gustaria conocer tu opinién acerca de cada uno de los siguientes enunciados. Por favor
selecciona la alternativa que mas se acerque a tu opinion.

1. Estudiar inglés es muy bueno. *
En total desacuerdo
Moderadamente en desacuerdo
Ligeramente en desacuerdo
Ligeramente de acuerdo
Moderadamente de acuerdo
En total acuerdo

2. Si México no tuviera contacto con paises donde el idio-
ma nativo es el inglés, seria una gran pérdida para nues-
tro pais. *

En total desacuerdo

Moderadamente en desacuerdo

Ligeramente en desacuerdo

Ligeramente de acuerdo

Moderadamente de acuerdo

En total acuerdo

3. Estudiar inglés es importante porque me permitira
sentirme cédmodo cuando me relacione con personas
que hableninglés. *

En total desacuerdo

Moderadamente en desacuerdo

Ligeramente en desacuerdo

Ligeramente de acuerdo

Moderadamente de acuerdo

En total acuerdo

4. Estudiar inglés es importante porque lo necesitaré en
mi desempeno profesional. *

En total desacuerdo

Moderadamente en desacuerdo

Ligeramente en desacuerdo

Ligeramente de acuerdo

Moderadamente de acuerdo

En total acuerdo

5. Realmente disfruto aprender inglés. *
En total desacuerdo
Moderadamente en desacuerdo
Ligeramente en desacuerdo
Ligeramente de acuerdo
Moderadamente de acuerdo
En total acuerdo

6. La mayoria de los hablantes nativos del inglés son
amistosos y es facil llevarse bien con ellos, siento que so-
mos muy afortunados de tenerlos como vecinos. *

En total desacuerdo

Moderadamente en desacuerdo

Ligeramente en desacuerdo

Ligeramente de acuerdo

Moderadamente de acuerdo

En total acuerdo

7. Estudiar inglés es importante porque es indispensa-
ble para que uno sea reconocido como una persona con
educacion. *

En total desacuerdo

Moderadamente en desacuerdo

Ligeramente en desacuerdo

Ligeramente de acuerdo

Moderadamente de acuerdo

En total acuerdo

8. La clase de inglés es una parte muy importante del
programa de estudios en mi escuela. *

En total desacuerdo

Moderadamente en desacuerdo

Ligeramente en desacuerdo

Ligeramente de acuerdo

Moderadamente de acuerdo

En total acuerdo
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9. Los hablantes nativos del inglés son muy amables y
sociables. *

En total desacuerdo

Moderadamente en desacuerdo

Ligeramente en desacuerdo

Ligeramente de acuerdo

Moderadamente de acuerdo

En total acuerdo

10. Quiero aprender el inglés tan bien hasta que parezca
mi lengua materna. *

En total desacuerdo

Moderadamente en desacuerdo

Ligeramente en desacuerdo

Ligeramente de acuerdo

Moderadamente de acuerdo

En total acuerdo

11. Me gusta tanto la materia de inglés que quiero seguir
estudiando esta lengua en el futuro. *
En total desacuerdo
Moderadamente en desacuerdo
Ligeramente en desacuerdo
Ligeramente de acuerdo
Moderadamente de acuerdo
En total acuerdo
12. Quiero aprender tanto inglés como sea posible *
En total desacuerdo
Moderadamente en desacuerdo
Ligeramente en desacuerdo
Ligeramente de acuerdo
Moderadamente de acuerdo
En total acuerdo

13. Es importante estudiar inglés porque tendré la opor-
tunidad de interactuar mas facilmente con gente que ha-
bla esa lengua. *

En total desacuerdo

Moderadamente en desacuerdo

Ligeramente en desacuerdo

Ligeramente de acuerdo

Moderadamente de acuerdo

En total acuerdo

14. Disfruto mis clases de inglés. *
En total desacuerdo
Moderadamente en desacuerdo
Ligeramente en desacuerdo
Ligeramente de acuerdo
Moderadamente de acuerdo
En total acuerdo

15. Me encanta aprender inglés. *
En total desacuerdo
Moderadamente en desacuerdo
Ligeramente en desacuerdo
Ligeramente de acuerdo
Moderadamente de acuerdo
En total acuerdo

16. Me gustaria dominar el inglés de manera fluida. *
En total desacuerdo
Moderadamente en desacuerdo
Ligeramente en desacuerdo
Ligeramente de acuerdo
Moderadamente de acuerdo
En total acuerdo

17. Tengo facilidad para aprender inglés. *
En total desacuerdo
Moderadamente en desacuerdo
Ligeramente en desacuerdo
Ligeramente de acuerdo
Moderadamente de acuerdo
En total acuerdo

Il. El proposito de esta seccion del cuestionario es el de determinar cual es tu manera de pensar sobre algunos
temas. A cada enunciado le sigue una escala del 1 al 7, en donde el 4 seria una respuesta neutral. Para cada
enunciado, por favor selecciona el numero que mejor describa tu manera de pensar.

18. La actitud que tengo hacia los hablantes nativos del idioma inglés es *

19. El deseo que tengo por aprender inglés es *

20. La actitud que tengo hacia el aprendizaje del inglés es *

21. La actitud que tengo hacia la clase de inglés es *

Desfavorable1 2 34 5 6 7 Favorable
Bajol 23456 7 Alto

Desfavorable1 2 3 4 5 6 7 Favorable
Desfavorable1 2 34 5 6 7 Favorable

iGracias por contestar este cuestionario! Tus respuestas seran de gran utilidad.
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Resumen

El objetivo del articulo es compartir los resultados de un
estudio a pequefia escala cuyo proposito fue caracterizar
las creencias del profesor de inglés sobre la ensefianza y
aprendizaje de esta lengua en una universidad publica
de México. Para abordar las creencias, se consideraron
cinco dimensiones: factores individuales del estudiante,
teorias de aprendizaje, plataformas virtuales, técnicas y
estrategias y formacion docente. Se empled una metodo-
logia cuantitativa con un disefio exploratorio y descrip-
tivo que contempldé una muestra de 16 profesores que
respondieron un cuestionario con escala Likert que con-
templaba dichas dimensiones. Los resultados muestran
que las creencias de los docentes coinciden con los temas
abordados, basados en las ideas que presentan autores
reconocidos en el area lo cual refleja su formacion y expe-
riencia. Lo anterior permite concluir que esta similitud de
creencias representa a un grupo de profesores que podria
brindar una ensefianza en la que se comparten principios
metodologicos lo cual permitiria fortalecer el sentido de
comunidad y el trabajo colaborativo centrado en un fin
comun. No obstante, también invita a la reflexion y a con-

tinuar con los estudios centrados en las practicas aulicas
de manera que se puedan contrastar estos resultados con
lo que ocurre y complementar el estudio.

Palabras claves: creencias de profesores, docentes de
lenguas, ensefianza y aprendizaje del inglés, inglés en la
educacién superior, inglés en universidad publica.

Abstract

This article aims to share the results of a small-scale study;
the purpose was to characterize English teachers’ beliefs
about the teaching and learning of this language in a
public university in Mexico. To address beliefs, five dimen-
sions were considered: individual student factors, learning
theories, virtual platforms, techniques and strategies, and
teacher training. A quantitative methodology was used
with an exploratory and descriptive design that included a
sample of 16 teachers, who answered a questionnaire with
a Likert scale that included the mentioned dimensions. The
results show that the teachers’ beliefs agreed with the top-
ics addressed, based on the ideas presented by recognized
authors in the area, which reflects their training and experi-
ence. These findings allow us to conclude that this similarity
of beliefs represents a group of teachers that could imple-
ment teaching characterized by shared methodological
principles, which would allow strengthening the sense of
community and collaborative work focused on a common
goal. However, it also encourages reflection and continuous
studies focused on classroom practices to contrast these re-
sults with what occurs and complement the study.

Keywords: teachers ™ beliefs, language teachers, English
teaching and learning, English in higher education, English
in public universities.
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Introduccion

ste reporte de resultados se basa en una investiga-
Eci()n que esta enfocada en el estudio de las creen-

cias docentes sobre la ensefianza y aprendizaje del
inglés en una universidad publica mexicana ubicada en
el norte del pais. Este estudio forma parte de un proyecto
de investigacion mas amplio que aborda el analisis de
las practicas pedagogicas de la ensefianza del inglés en
la Universidad Estatal de Sonora (UES). El principal ob-
jetivo de este proyecto fue indagar la forma en la que el
inglés se ensefa en esta institucién, debido a que esta
materia se considera un requisito de titulacion y los re-
sultados no han sido alentadores. En una de las genera-
ciones se pudo constatar que el 50 % de los estudiantes
que terminaron los cinco niveles estipulados en el pro-
grama, no obtuvieron el B2 del Marco Comudn Europeo de
Referencia para las Lenguas (MCERL) como se establece
en el modelo curricular (UES, 2021, p. 26). En especifico,
el objetivo de esta parte de la investigacién consistio en
describir el esquema de creencias sobre el aprendizaje
y ensefianza del inglés de los docentes que trabajan en
esta universidad a fin de poder analizar la forma en que
estas influyen en la metodologia que se esta utilizando
en la ensenanza de esta lengua en la institucion.

Como bien es sabido, existe una gran variedad
de factores que pueden incidir en la adquisicion de un
idioma y sus procesos de ensefianza, sin embargo, este
estudio se centra en la descripcion de las creencias en-
contradas en los profesores de inglés de UES, que gira en
torno a cinco dimensiones que fueron consideradas para
su caracterizacion. La primera dimensién alude a los fac-
toresindividuales del estudiante, la cual refiere a algunas
consideraciones personales del individuo que estudia la
lengua por lo que se incluyen aspectos como la motiva-
cion, el periodo critico, la personalidad, la edad, el miedo
al fracaso y el interés por la lengua meta. La segunda se
refiere a las teorias en las que se ha sustentado la ense-
fianza de lenguas y se ha logrado comprender la forma
en que un estudiante la aprende por lo que se seleccio-
naron algunas de estas teorias que se consideran impor-
tantes para el curriculo que maneja esta institucién. La
dimension tres, sobre plataformas virtuales, comprende
aspectos como la gestion, la elaboracion, la distribucion,
la administracion y el apoyo académico, asi como la for-
ma en que estos recursos pueden facilitar o entorpecer
el trabajo docente. La cuarta, que se refiere a las técnicas
y estrategias, versa sobre consideraciones que el docen-
te de lenguas debera asumir y cumplir en el proceso de
ensefianza de una lengua, asimismo como la planifica-
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cion de clases, la consideracion de los diferentes estilos
de aprendizaje y el fomento de habilidades, métodos y
enfoques de acuerdo con las necesidades del estudian-
te. Finalmente, la quinta dimensién, formacién docente,
aborda las cualidades y caracteristicas de los docentes,
las cuales, autores como Paez (2001) y Borg (2006) en-
marcan como particulares del docente de lenguas.

Como introduccion sobre las razones que se tu-
vieron para abordar el estudio de las creencias de los
profesores, en un contexto en el que éstas son solo una
parte de los muchos elementos que comprenden el com-
plejo proceso de ensefianza, es menester mencionar que
la practica pedagogica se entiende como el analisis de
una practica social, de lo que se percibe en la realidad de
dicho proceso, y un compromiso de reconocer el propio
quehacer docente y los saberes construidos en el mismo
(Turcott, 2012). En estas practicas se aprecia la existen-
cia de elementos que pueden detectarse a simple vista,
elementos observables, y elementos ocultos, es decir,
aquellos que no se perciben en la practica aulica (Bron-
fenbrenner, 1979; Cummins, 2000; Woolfolk, 2016; Ta-
mayo, 2017). En este trabajo se propone describir estas
creencias como un elemento oculto de la practica, que
influye en el complejo proceso de ensefianza y aprendi-
zaje donde hay estrechas relaciones con las practicas au-
licas, atmodsfera de la clase, uso de recursos, entre otros.
Algunos autores como Diaz (1990) y Duque et al. (2013)
mencionan que las practicas pedagogicas también se
consideran un fenémeno en donde la reflexién sobre el
actuar docente en el proceso formativo de ensefianza y
aprendizaje es primordial, asi como la socializacién en-
tre los estudiantes, la comunicacién y la evaluacion de
los procesos cognitivos. Estas practicas comprenden
toda accion que se ejecute por parte del docente en re-
lacién con los elementos o individuos involucrados en
el proceso educativo. Es por ello que algunos procesos
de ensefanza-aprendizaje engloban una relacion muy
estrecha entre el estudiante y el docente. Involucrando
a los docentes de una manera intensa en los procesos
de interaccion y dialogo con los aprendices, lo cual ex-
horta al profesorado a realizar autocriticas en su prac-
tica docente y plantearse formas nuevas de trabajo que
fortalezcan y mejoren los procesos de comunicacion
y aprendizaje en los que estan involucrados (Turcott,
2012). Entendemos entonces a las creencias docentes
como un aspecto entre varios que se pueden apreciar
en la practica pedagobgica y que es relevante para poder
explicar laforma en que una lengua se ensefia en un con-
texto determinado (ver Figura 1).
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Figura 1. Las creencias docentes en las practicas pedagogicas No obstante, aunque el repor-
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Con el fin de abordar las creencias de
los docentes se establecié la siguiente pregunta
de investigacién: ;Cédmo se describen las creen-
cias de los profesores sobre la ensefianza y el
aprendizaje de inglés en la UES?

Revision de la literatura

El aprendizaje y enseianza del inglés y la glo-
balizacion

El proceso globalizante en los ultimos afios ha
traido consigo la importancia de aprender in-
glés desde la educacion basica hasta la supe-
rior, sin embargo, se ha percibido que no en
todos los paises del mundo el logro académico
en materia de inglés es exitoso ya que se ubican
estudios que mencionan que unos paises, a di-
ferencia de otros, logran mayor competencia
linglistica debido a distintas razones. Uno de

te muestra que la mayoria de los siste-
mas educativos y programas de estudio
incluyen al inglés entre sus materias, las
herramientas para valorar el nivel de los
estudiantes varian en gran medida de un
pais a otro, o de una institucién a otra. A
su vez, afirma que no existe una prueba
estandarizada con la que se pueda compa-
rar la adquisicién de conocimientos en in-
glés a nivel mundial. Cabe mencionar que
Education First cuenta con una plataforma
gratuita de evaluacion del inglés a disposi-
cion de los sistemas educativos y universi-
dades para poder analizar cada dos afios
las tendencias globales. En este informe
se presenta el progreso anual medio por
region: Europa, Asia y América Latina. En
lo que concierne a América Latina, la com-
petencia estudiantil en este rango de edad
tiene un nivel mas bajo conforme aumenta
ésta, lo cual se observa en el nivel universi-
tario de manera muy notoria como se pue-
de observar en la Figura 2.

AULA — DOCENTE- ALUMNO

Figura 2. Progreso anual medio por regién

B l 1

Europe Latin America

Middle School @ High School @ Unéiversity

estos estudios es el que presenta Education First (EF),en  El aprendizaje y ensefianza del inglés en la Educacion
cuyo reporte anual 2020, se muestra la competencia de Superior en México

inglés de los estudiantes de tiempo completo entre 13y La ensefianza de inglés en México data ya de casi un siglo
22 afios en colaboracién con centros educativos y uni- debido a que se ensefia en la secundariay el bachillerato

versidades de 43 paises (ver Figura 2).

desde 1926 (SEP, 2007, p. 45) institucionalizandose como
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una materia obligatoria en el curriculo de estos sistemas
educativos. De acuerdo con Hernandez-Alarcén (2010)
el idioma inglés fue incluido en el sistema educativo pu-
blico mexicano después de la Segunda Guerra Mundial.
Sin embargo, no es sino hasta los 90 que se observa un
cambio de politica lingliistica en el sistema de educacion
superior mexicano debido a las reformas educativas del
pais. Por ejemplo, en el Programa de Desarrollo Educa-
tivo 1995-2000 (SEP, 1995) se instituy6o que se le daria
apoyo a las acciones que promovieran el aprendizaje de
lenguas extranjeras en el marco de la formacién integral
de los estudiantes y el desarrollo de competencias. En
los aflos 2000, la SEP (2007) declaré como objetivo alen-
tar la ensefianza de al menos una segunda lengua, como
parte de los planes de estudios y asi, propiciar su imple-
mentacion como requisito de egreso de la educacién su-
perior.

Por otra parte, cabe sefalar que en el Programa
Nacional de Educacién 2001-2006 (p. 210) en su obje-
tivo particular 2, las lineas de accién establecen el do-
minio de lenguas extranjeras, principalmente el idioma
inglés en la educacién superior. Aunque es importante
mencionar que estas politicas establecidas para las uni-
versidades han sido muy generales y han dejado a las
instituciones de educacion superior con una gran tarea
que tiene que ver con organizar, crear e incorporar en
sus curriculos el fomento de la competencia del idioma
inglés. Ramirez et al. (2017) comentan al respecto que
las instituciones de educacién superior publicas y pri-
vadas han dado margen a la implementacién de poli-
ticas publicas gubernamentales sobre el aprendizaje y
ensefianza del inglés en la medida de sus posibilidades,
limitaciones e intereses. Es decir, su implementacion y
normatividad han dependido del espacio que dichas
instituciones han decidido darles a estas politicas,
puesto que no existe una politica linguistica explicita
que haga mencion de como es que el inglés debe ser en-
sefado en las universidades, como se hace en la educa-
cion basica. Sin embargo, existen politicas educativas
que mencionan que debe incluirse obligatoriamente
como se mencioné antes.

El inglés en las universidades, publicas y privadas,
se ha constituido como una asignatura obligatoria en los
curriculos a nivel nacional, y se ha declarado que tanto
la misma institucién como organismos externos recono-
cidos validen el nivel de idioma del estudiante. En pala-
bras de Toledo et al. (2018), las instituciones educativas
tienen la consigna de preparar a sus estudiantes para el
uso de la lengua en clase y la aplicacién del inglés en la
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vida cotidiana o en situaciones reales. A medida que se
requiera evaluar o certificar la lengua extranjera en di-
chas universidades se buscara demostrar que cumplen
con los lineamientos de organismos acreditadores reco-
nocidos tales como el Consejo para la Acreditacion de la
Educacion Superior (COPAES), el cual es una asociacion
civil que tiene como objetivo contribuir al aseguramien-
to de la calidad de la educacién superior. Dicho organis-
mo considera al inglés como un indicador importante
para los procesos de acreditacién y visualiza este idioma
como parte de la formacion integral de los estudiantes.

Estas politicas linguisticas institucionales han
traido consigo la implementacién del inglés en los sis-
temas educativos en México, lo cual ha requerido una
constante vigilancia y estudios continuos sobre esta
problematica que surge a partir de que el pais ha sido
catalogado como deficiente o por debajo de los minimos
aceptables en estudios estadisticos sobre los niveles de
aprovechamiento y competencia linglistica (Cronquist
y Fiszbein, 2017). Ademas, en el ultimo reporte emitido
por Education First (EF) del 2021, México se dispara a
la baja tomando la posicién 92 de 112 paises dado que
en el 2019 estaba ubicado en el lugar 67 de 100 en este
mismo reporte. Es también conocido que para la imple-
mentacion de estas politicas las creencias y el actuar del
docente pueden incidir en la practica pedagogica, y, en
consecuencia, en el logro académico. Por estas razones,
fue que se vio la necesidad de indagar las creencias so-
bre el aprendizaje y ensefianza del inglés.

Creencias sobre el aprendizaje y ensefianza del inglés
Se han estudiado las creencias del profesor de lenguas
sobre su labor docente; algunos estudios se enfocan en
la materia, otros en como los estudiantes se desenvuel-
ven durante los procesos cognitivos y de adquisicion de
un idioma, otros tantos abordan las responsabilidades
y los roles que el profesor debe cumplir, y es asi, como
una gran cantidad y variedad de ideas y conceptos sobre
las creencias en la educacion han aparecido en la litera-
tura (Pajares, 1992). Las creencias han sido estudiadas
con diferentes nombres, algunos autores las llaman,
perspectivas docentes, otros, ideologias de la ensefian-
za, interpretaciones o experiencias docentes (Prieto,
2007). Estas, han sido utilizadas y estudiadas para dar
descripciones y sugerir formas de comprender la reali-
dad, o bien, alguna fantasia que se haya adoptado como
verdad en la creencia del individuo. Se observan pers-
pectivas que van desde la de Castoriadis (1997) sobre
los imaginarios sociales que operan en su conjunto en



la realidad del sujeto y su actuar, basados en la estruc-
turacion de ellos para dar sentido a lo que un individuo
piensa, crea y hace como ser humano; hasta perspecti-
vas como la de Thompson (1992) que considera que las
creencias son parte de algo mas extenso a un nivel ma-
cro, y las describe en un nivel superior en cuyo sistema
habra concepciones especificas.

Creencia puede ser una idea verdadera o falsa;
en este concepto se involucra lo que en realidad es ver-
dadero y lo que se tiene por verdadero. En otras pala-
bras, el concepto de creencia pone en tela de juicio la
verdad objetiva y lo que se considera verdadero, y lo
gue se entiende precisamente entre estas dos posturas
(Moya, 2004), por lo que se debe identificar y entender
la distincion entre la realidad y lo subjetivo para poder
formar una creencia sobre algo. Por tanto, para que el
concepto de creencia se pueda entender, es necesaria
la distincion entre creencia y conocimiento, no obstan-
te Clandinin y Connelly (como se cit6 en Pajares, 1992),
sefalan en una investigacion, que existe una desconcer-
tante variedad de términos entre estos dos conceptos,
en donde se incluyen los criterios de ensefianza de los
profesores, los principios de la practica pedagdgica, sus
constructos y teorias epistemoldgicas, las creencias,
perspectivas, concepciones, conocimiento personal,
conocimiento practico; ademas, de su propio término
sobre el conocimiento en el area de instruccion, que gi-
ran en relacién a lo que se experimenta como docente
de lenguas. En todos estos conceptos el autor menciona
que es dificil entender donde termina el conocimiento y
donde comienza la creencia.

Por otro lado, Pajares (1992) y Johnson (1994)
consideran que la formacion de las creencias depende
de varios factores que emanan de la experiencia de la
realidad a la que estan expuestos los docentes. En otras
palabras, dependiendo del contexto en el que el profesor
se involucre y la experiencia docente que haya obtenido
durante su vida profesional, seran los constructos claves
gue impactaran en la construccién de las creencias que
tenga sobre la ensefianza de lenguas. Las creencias so-
bre el aprendizaje y la ensefianza se conforman desde
momentos muy tempranos cuando los docentes culmi-
nan con su educaciény esto ha de visualizarse y comple-
mentarse en el camino con las experiencias docentes y
profesionales que vayan acumulando con el tiempo en
su labor docente. Todas estas experiencias en la profe-
sion desarrollan nuevas formas y sistemas complejos
que construiran también nuevas creencias, las cuales
contemplan a los estudiantes de este proceso, y si visua-
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lizamos un poco mas elimpacto de ello, hasta podriamos
considerar que tendran gran influencia en futuras cons-
trucciones epistemolégicas de los grupos sociales en los
que estas creencias estén expuestas (Pajares, 1992).

Las creencias en el aprendizaje del inglés han
sido estudiadas como redes complejas de pensamien-
tos, ideas, percepcionesy conocimientos que conforman
una red cognitiva en el individuo, la cual influye e impac-
ta en el desempeno de sus acciones y conduce a llevar a
cabo ciertos comportamientos o conduce a la toma de
decisiones de algin tema en particular. En los estudios
realizados por Pizarro (2010) y Diaz y Solar (2011) se ar-
gumenta que las creencias linguistico-pedagogicas del
profesor de inglés universitario son mediadas y depen-
den en gran medida de su discurso. En el estudio de Diaz
y Solar (2011), las creencias de los profesores de inglés
son estudiadas como la razén de sus comportamientos
dentro del aula y las condiciones en las que se llevara a
cabo su practica pedagogica, puesto que se asume que la
cognicion no sélo determina lo que los docentes hacen,
sino que se conforma también de experiencias Unicas
que éstos acumulan durante sus afnos de experiencia do-
cente, mismas que a su vez, pueden considerarse como
una influencia sobre lo que creen como una verdad. Lo
anterior como resultado de la estructuracion y confor-
macion de su propio entorno y como una verdad en la
que han creido a lo largo de su formacién y parte de lo
que como seres individuales creen sobre lo que debe ser.

También se han empleado modelos para el ana-
lisis de las creencias de los profesores, uno de ellos es
el paradigma que propone Mo (2020) sobre el estudio
de las creencias del profesor de inglés. El autor sugiere
la caracterizacién de estas en un modelo en donde se
puedan examinar las creencias como un sistema com-
plejo. El autor identifica cuatro componentes de las
creencias: creencias sobre la teoria, creencias sobre la
accion, creencias sobre el contexto y creencias sobre los
roles que asume el profesor de inglés. Considerando este
modelo, es que se definieron las dimensiones considera-
das para el estudio. Mo (2020) sugiere que las creencias
sobre la teoria se refieren a como el profesor de inglés
consideray asume que debe articularse la ensefianza del
idioma, es decir, como el profesor de inglés interpreta la
ensefianza de esta lengua extranjera conforme a los pla-
nes de estudio, politicas lingliisticas y educativas, curri-
culo y a sus experiencias anteriores como docente. Las
creencias sobre la accién refieren al tipo de aplicacion
de la teoria con la cual se ha formado el profesor y todo
aquello que pone en practica en el aula. Las creencias
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sobre el contexto refieren a todas las variables psicologi-
cas que ayudan al profesor a dar sentido a las tensiones
que puede enfrentar; es todo aquello que tiene signifi-
cancia, tales como necesidades, metas actuales, valores,
o cualquier cosa que preocupe al profesor y refleje un
aspecto de tension que deba enfrentar. Finalmente, las
creencias sobre los roles del profesor se concentran en
todo el conjunto de caracteristicas asociadas a los roles
profesionales que debe asumir el profesor de inglés. Re-
presentan entonces las perspectivas afectivas, concep-
tuales, evaluativas e interconectadas que los profesores
desarrollan sobre ellos mismos respecto a sus estudian-
tes, al proceso de aprendizaje, curriculo, método de ins-
truccion e instituciones.

Metodologia

Este proyecto tiene como objetivo caracterizar las creen-
cias del docente de inglés de la UES sobre el aprendizaje
y ensefianza de este idioma con el fin de comprender la
forma en que estas influyen en las practicas pedagogi-
cas. Es un proyecto que se desarrolla en una universidad
publica al norte de México, Universidad Estatal de Sono-
ra, en el municipio de San Luis Rio Colorado. Este analisis
de las creencias docentes se llevé a cabo en el ciclo esco-
lar 2021-2, mismo que se caracterizé por la ensefianza en
linea debido a la pandemia. El estudio se aborda desde
una metodologia cuantitativa con un enfoque descripti-
voy exploratorio. Se considera descriptivo porque al mo-
mento de analizar los datos se reportan los detalles de
lo que se encontrd por medio de datos cuantificables; es
exploratorio porque es la primera vez que se realiza este
tipo de estudios en este contexto (Hernandez y Mendo-
za, 2018). Cabe mencionar que este estudio no tuvo por
objetivo probar una hipoétesis sino describir las creencias
de un pequefio grupo de profesores (universo del con-
texto) con una escala Likert que implica el analisis de da-
tos por medio de procedimientos estadisticos basicos.
Ademas, el estudio no tuvo la intencién de generalizar,
sino describir cuantitativamente las creencias de los do-
centes. Esta caracterizacion se centra en los indicadores
tedricos considerados en el instrumento, mismos que
refieren a las dimensiones: factores individuales del es-
tudiante, teorias de aprendizaje, plataformas virtuales,
técnicasy estrategias y formacién docente.

Se dise6 un cuestionario con el fin de obte-
ner informacion especifica de manera agil. Se empled
una escala Likert con preguntas cerradas y respuestas
de tipo politomico para facilitar el analisis y la medi-
cion de las dimensiones abordadas, dado que en dis-
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tintos estudios sobre creencias se ha empleado con
éxito (Horwitz, 1987; Kern, 1995; Abdolahzadeh & Ra-
jaee, 2014; Dominguez et al., 2015). Se definié que se
emplearia una escala similar a la de estos estudios y
se opto por la siguiente: totalmente de acuerdo (5), de
acuerdo (4), no sé (3), en desacuerdo (2) y totalmente
en desacuerdo (1).

La confiabilidad de este instrumento se calcu-
[6 en un piloteo con una muestra de 12 profesores con
caracteristicas similares a la muestra del estudio por
medio del coeficiente del Alfa de Cronbach, el cual fue
de .844 con 43 elementos calculados, asegurando asi la
consistencia interna de la escala. Cabe mencionar que
para realizar la validez de contenido del instrumento se
empled un jueceo cualitativo (Supo, 2013) en el que los
items fueron revisados por un grupo de expertos en la
ensefanza y aprendizaje de lenguas quienes analizaron
la claridad y pertinencia de estos en una mesa redonda,
lo cual dio como resultado un ajuste de los items. Los
datos se analizaron con el apoyo del software SPSS por
medio de estadisticos descriptivos tales como las fre-
cuencias, porcentajes y medias que describen las creen-
cias de acuerdo con los indicadores considerados.

El perfil docente de los profesores participan-
tes es el siguiente: licenciatura en docencia de idiomas,
licenciatura en ensefanza del inglés, licenciatura en
comercio internacional, profesor especializado en ense-
fanza del inglés, maestria en lenguas modernas y maes-
tria en educacion. El total de profesores del programa
de inglés en esta universidad es de 18. El cuestionario se
aplicé a una muestra de 16 profesores (89%), 8 de tiem-
po completo y 8 de asignatura, todos ellos docentes de
inglés frente a grupos de los niveles 1 al 5.

Es importante sefialar que los sujetos participan-
tes en este estudio respondieron al llenado de un forma-
to dando el consentimiento para el uso de la informacion
recabada, en donde se les notificd que el uso de toda la
informacion proporcionada seria tratado de manera
confidencial y se resguardaria la identidad de cada uno
deellos.

Resultados y discusiones

A continuacién, se reportan los hallazgos mas relevan-
tes sobre las creencias de este grupo de profesores de
inglés, los cuales seran descritos de manera que se pue-
daobservar lo que los docentes de la UES reportan sobre
las cinco dimensiones que se han considerado para en-
tender como el profesor cree que el inglés debe ser ense-
fadoy aprendido por los estudiantes.



Primera dimension: Factores individuales del estu-
diante

La primera dimensién comprende los primeros nueve
items, los cuales se incluyeron debido a que autores
como Lightbown (2013) y Macaro (2010) consideran
que son importantes en la ensefianza y aprendizaje de
una lengua y que tanto alumnos y docentes deberan
tomarlas en cuenta para que el proceso de ensefianza
del inglés sea efectivo. En la Tabla 1 se puede obser-
var que casi el total de los profesores estan de acuerdo
con todos los factores mencionados en los items, por
lo que coinciden con los autores antes mencionados.
Por ejemplo, se encontré que el 100% de los profeso-
res de la UES considera que es de suma importancia
que el alumno adquiera el idioma y comience con di-
cho proceso en una edad temprana, especialmente si
éste comienza desde la nifiez, lo cual coincide con los
resultados de un estudio sobre creencias de profesores
de inglés en el medio universitario realizado por Guerra
et al. (2011) en el que todos los profesores creen que
el aprendizaje de la lengua debe iniciar lo mas pronto
posible.

También se encontrdé que a pesar de que los
profesores creen que el inglés se aprende mejor a edad
temprana, el hecho de que un estudiante comience su
proceso de adquisicion de la lengua después de la ni-
fiez no significa que su proceso sea mas complicado o
imposible, lo cual es apoyado por el 87.5% de los pro-
fesores. Sin embargo, a pesar de que estos consideran
que todo estudiante aprendera mejor el inglés en una
etapa temprana, existe un 81.3 % de ellos que cree que
no solo se debe de considerar esta situacion para lograr
el éxito en su proceso de aprendizaje, sino que tam-
bién se debe considerar la personalidad del estudiante
ya que puede interferir en la adquisicion de la lengua.
Cabe mencionar que el 18.7% considera que la perso-
nalidad no influye en la adquisicion de la lengua.

Un estudio similar al que se presenta en este
trabajo es el que fue realizado por Bastidas y Mufioz
(2020) en donde se analizaron los factores externos e
internos que interfieren en el aprendizaje del inglés
como segunda lengua en el bachillerato. Entre sus re-
sultados resaltan que los profesores creen que existen
factores de tipo cognitivo, afectivo, lingtistico y biolé-
gico como parte de los factores inherentes al aprendiz,
que impactan en la adquisicién de la lengua, lo cual
también se confirma en este estudio ya que la mayoria
de los docentes manifiestan un alto grado de acuerdo
con seis de las proposiciones (Tabla 1).
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Tabla 1. Media de resultados de la dimension Factores
individuales del estudiante

0,

Factores individuales del estudiante Media %o de

acuerdo
La personahdg_d _d,el estudiante interfie- 4.06 81.3%
re en la adquisicién de la lengua
El |ngles.s~e aprende mejor a edad tem- 4.31 100%
prana (nifiez)
La edad es un factor que determina el
si la adquisicién del lenguaje es buena  2.31 25%
o deficiente
Los estudiantes jovenes adultos pre-
sentan mas barreras para conseguir el  3.38 62.6%
acento nativo al aprender un idioma
Los problemas fonolégicos al aprender
unalenguasedebenal momentotardio 3.38 56.3%
en que el proceso comienza
Los es,tudlantes motlvados participan 4.13 81.3%
con mas frecuencia
El aprendlz\?Je del |_ngles en la edad 2.63 25%
adulta es mas complicado
El miedo al fracaso en el proceso de
aprendizaje es un factor que impideen  4.31 93.8%
el aprendizaje en los jévenes adultos
!El ap,rendlzaje del inglés depende del 4.44 93.8%
interés por la lengua
Los estudiantes tienen estilos propios 4.44 100%

para aprender una lengua

Nota: escala Likert: 5= totalmente de acuerdo, 4= de
acuerdo, 3= no sé, 2= en desacuerdo, 1= totalmente en
desacuerdo.

Segunda dimension: Teorias de aprendizaje de una
segunda lengua

Ensefiar un nuevo idioma, como lo dice Brown (2007),
es un proceso complejo que implica entender como el
aprendizaje de una lengua debe ser entendido, qué es
una lengua, qué es el aprendizaje de una lenguay el con-
texto en el que éste debe darse. Las investigaciones so-
bre el tema han dado lugar a las teorias de aprendizaje
y ensefianza de lenguas, explicando asi la forma como
ocurren estos procesos desde distintas perspectivas:
educativa, psicologica, sociologica, entre otras. Por tal
motivo, se creyd necesario abordar las teorias de apren-
dizaje de inglés ya que abona de manera sustanciosa a
este estudio por lo que se desarrollaron los items pre-
sentados en la Tabla 2.
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En referencia a la importancia de la interaccion
en el aula de inglés, los profesores de la UES creen que
los ejercicios de interaccion facilitan el aprendizaje de
la lengua meta y consideran que deben incluirse en sus
practicas pedagogicas. Esto tiene relacion con la teoria
de aprendizaje sociocultural en la que Vygotsky habla de
la importancia de estar conectados con los demasy de la
necesidad de interactuar para poder adquirir el conoci-
miento sobre la lengua y, ademas, enriquecer el proceso
de aprendizaje. Lo anterior coincide con el 81% de los pro-
fesores al estar de acuerdo en promover la comunicacion
e interaccion en el aula, asi como fomentar habilidades
comunicativas e implementar métodos colaborativos
(ver Tabla 2). Sin embargo, existe un 19% de docentes que
creen que solamente con observar y repetir las activida-
des los alumnos pudieran aprender un idioma, resulta-
do que podria ser causa de preocupacién. En las teorias
de adquisicidén se menciona que esta es una etapa para
aprender una lengua (Gass & Selinker, 2008). No obstante,
esta teoria aplica principalmente a personas que apren-
den en una etapa temprana o bien en un contexto de in-
mersién, lo cual no aplica en la situacién estudiada.

Tabla 2. Resultados de dimensiones sobre las teorias de
aprendizaje

Teorias de apren-
dizaje de una se- Minimo
gunda lengua

% de

Media
acuerdo

Maximo

El docente de

inglés debe propi-
ciar la comunica-
cion e interaccion

4.75 93.8%

El docente de in-
glés debe fomen-
tar habilidades
comunicativas

4.81 100%

Los métodos cola-
borativos facilitan
el aprendizaje del
inglés

4.38 93.8%

Los ejercicios de
interaccion facili-
tan el aprendizaje
de la lengua

4.50 93.8%

Elinglés se apren-

de simplemente

con la observa- 1 4
ciény actividades

de repeticion

2.00 62.6%

Nota: Elaboracion Propia
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Tercera dimension: Plataformas virtuales
De acuerdo con varios autores (Sanchez, 2009; Fernandez-
Pampillén, 2009; Diaz, 2009; Otero, 2018), las plataformas
virtuales se constituyen de cinco dimensiones: gestion, ela-
boracion, distribucion, administracién y apoyo académico
mismas que se tomaron en cuenta para disefar los 8 items
del cuestionario como se muestra en la Tabla 3. Este au-
tor considera que las plataformas han sido disefiadas con
la capacidad de abonar al trabajo docente y proporcionar
al profesorado herramientas para la elaboracion, gestion,
distribucién, administracion y apoyo en los cursos a tra-
vés del internet. Por tal motivo se han considerado como
la base tedrica para fundamentar los items que han sido
incorporados en este instrumento. También Motteram vy
Thomas (2010) mencionan que las tecnologias proveen a
los estudiantes las oportunidades de experimentar situa-
ciones reales para poner en practica la lengua que estu-
dian. Es decir, las plataformas benefician al estudiante en
el proceso de adquisicién, mejorando ciertos aspectos de
fluidez, pronunciacion o abonando al conocimiento de la
lengua que se estudia. Por ello, se consider6 pertinente in-
corporarlas como un indicador para conocer qué piensa el
profesor sobre este tipo de herramientas poco convencio-
nales aun. Como se puede observar en la Tabla 3, la mayo-
ria de los profesores de esta institucion, con mas del 80% de
acuerdo, creen que las plataformas facilitan su labor, son
faciles de empleary facilitan el aprendizaje de la lengua.
Los resultados obtenidos en esta dimension se
asemejan a los encontrados en un estudio realizado por
Martos y Teruel (2018) en el que participaron profesores
del Instituto Cervantes; ellos creen que las plataformas vir-
tuales y las Tecnologias de la Informacion y Comunicacién
(TIC) han abonado a la flexibilidad académica por parte del
docente y del estudiante. También encontraron que estas
herramientas han brindado la oportunidad de administrar
los horarios para las actividades de clase y alentar el desa-
rrollo de la autonomia del aprendizaje en estos procesos de
adquisicién. Sin embargo, consideran que la interaccion es
importantey para las plataformas virtuales falta desarrollar
estrategias de interaccion que sean rentables con su uso,
puesto que es necesario optimizar las formas en que éstas
se desarrollan, ya que estan conscientes que no se pueden
aplicar con la misma dinamica que se haria en un aula pre-
sencial. Cabe mencionar que la interaccion en la clase de
inglés empleando una plataforma no se abordé de manera
explicita en el presente estudio, pero tal vez tenga que ver
con que solamente hubo un 50% de acuerdo con la propo-
sicién “el docente organiza de manera mas efectiva su clase
cuando usa plataforma” dado que generalmente en una



clase de este tipo es importante incluir la interaccién para

practicar la lengua.

Tabla 3. items de la dimensién plataformas virtuales

Dimension plata-
formas virtuales

Minimo Maximo Media

% de

acuerdo

Las plataformas
educativas parala
ensefanza del inglés
facilitan la labor do-
cente

2 5 4.25

93.8%

Las plataformas son
faciles de utilizar
para los docentes

2 5 3.94

87.6%

Las plataformas
facilitan el aprendi-
zaje delinglés

2 5 3.75

81.3%

El docente organiza
de manera mas
efectiva su clase
cuando usa plata-
forma

2 5 3.13

50.1%

Los estudiantes rea-
lizan mas rapido las
actividades con el
uso de una platafor-
ma virtual

2 5 3.50

56.3%

El docente puede
coordinar mejor los
avances del alumno
al usar plataformas
virtuales

2 5 3.63

68.8%

La labor docente
con plataforma
puede entorpecer
el aprendizaje sino
existe buena conec-
tividad en la IES

2 5 3.94

81.3%

El docente puede
distribuir activi-
dades de manera
ubicua

2 5 3.75

56.3%

Nota: Elaboracion propia

Otro resultado fue que el 94% de los profesores de
la UES coinciden en que las plataformas facilitan la labor
docente; mientras que dos de ellos (6.2%) opinan lo con-
trario (Figura 3). Sin embargo, la mayoria de los docentes
(81%), creen que las plataformas pueden entorpecer su la-
bor docente si no existe una buena conectividad de internet

en la institucion (ver figura 4).
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Figura 3. Dimension sobre plataformas educativas y la
labor docente

Las plataformas educativas para la ensefianza del inglés
facilitan la labor docente

En desacuerdo [MDe acuerdo Totalmente de acuerdo

Nota: Elaboracion propia

Figura 4. Dimension sobre plataformas educativasy la
conectividad a internet

La labor docente con plataformas puede entorpecer el
aprendizaje si no existe buena conectividad en la IES

s°

v
Y

25.00%

56.25%

En desacuerdo BINo sé De acuerdo

B Totalmente de acuerdo

Nota: Elaboracién propia
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Cuarta dimension: Formacion docente

Paez (2001) y Borg (2006) hacen referencia a ciertas ca-
racteristicas y cualidades que el profesor de lenguas
debe considerar para ejercer su profesion de la manera
correcta cumpliendo con ciertos aspectos que son exclu-
sivos de todo profesor de lenguas. En los resultados se
encontr6 que los profesores coinciden en la importan-
cia de la formacion profesional en el area de lenguas,
el desarrollo de caracteristicas Unicas de un docente de
inglés, la capacidad de guiar el aprendizaje, el dominio
de la lengua extranjera, la capacidad de fomentar la in-
teraccién entre los estudiantes y el fomento de valores
dentroy fuera del aula (ver Tabla 4). Por otro lado, Maca-
ro (2010) menciona que la exposicion linguistica del es-
tudiante hacia la lengua meta es fundamental para que
el aprendizaje sea significativo y esto solo serad posible
si el profesor cumple con las caracteristicas profesiona-
les y competencias que un docente de inglés debe de-
sarrollar, idea compartida por este grupo de profesores
ya que el 70% de ellos creen que “el docente de inglés
siempre debe de hablar en la lengua meta con los estu-
diantes” (ver Tabla 4). Estos resultados concuerdan con
lo observado en el estudio de Diaz et al. (2015) quienes
identifican que los docentes de inglés en una universi-
dad chilena creen que un buen profesor de lenguas debe
tener buen dominio de la lengua y habilidad para brin-
dar un buen ambiente de aprendizaje; ademas, debe
planear sus clases empleando una variedad de metodo-
logias, entre otras habilidades.

Tabla 4. items sobre formacién docente

% de
acuerdo

Formacion

docente Maximo Media

Minimo

El docente dein-
glés debe dominar
elidioma deins-
trucciéon

4.69 100%

El docente de
inglés posee ca-
racteristicas dife-
rentes a las de un
docente de otra
materia

4.06 81.3%

El docente de

inglés debe tener

formacion en 2 5
ensefianza de len-

guas

4.31 87.6%

@ Lenguas en Contexto

El docente de in-

glés siempre debe

de hablarenla 2 5
lengua meta con

los estudiantes

3.56 68.8%

El docente dein-
glés debe de con-
ducir el aprendi-
zaje hacia el logro
de la competencia
comunicativa

4.56 93.8%

El docente de in-
glés fomenta valo- 4 5
resenelaula

4.81 100%

El docente de
inglés sabe planifi- 4 5
car sus clases

4.69 100%

El docente de

inglés sabe como

aplicar los dife- 2 5
rentes métodosy

enfoques

4.38 87.6%

El docente dein-
glés debe fomen-
tar habilidades
comunicativas

4.81 100%

Eldocente dein-
glés debe mostrar
habilidad para el
manejo de grupo

5 4.69 100%

Nota: Elaboracion propia

Sobre la formacién como profesional en el area
de las lenguas se encontré que el 88% de los profesores
de la UES creen que el docente de inglés debe tener una
formacion especifica en ensefianza de lenguas, sin em-
bargo, el 12% de los profesores creen que no es asi (ver
Tabla 5). Lo anterior nos permite concluir que algunos
profesores no cuentan con el perfil en el area como se
muestra en el perfil docente de la muestra, o bien han
sido testigos de que existen docentes que a pesar de no
tener una formacion en el area logran las expectativas y
los requisitos de ser un profesor de lenguas competente.

Asimismo, la mayoria de los profesores de inglés
de la UES estan de acuerdo con que el profesor debe sa-
ber cdmo aplicar los diferentes métodos de ensefianza
y tener conocimiento sobre los enfoques de trabajo y
enfoques metodoldgicos que deberan aplicarse en rela-
cién con las caracteristicas de cada uno de los grupos de
trabajo, en este caso los estudiantes y sus caracteristicas
e intereses, lo que coincide con los resultados de Marti-



nez (2011), cuando menciona que para ensefar bien una
lengua extranjera, los docentes deben de adaptar su en-
sefianza de acuerdo al contexto del aula y a las necesi-
dades especificas de los alumnos utilizando actividades
variadas.

Tabla 5. Resultado de formacion docente del profesor de
inglés

El docente de inglés debe
tener formaciéon en ense-
Aanza de lenguas

Frecuencia Porcentaje

En desacuerdo 2 12.5
De acuerdo 5 31.3
Totalmente de acuerdo 9 56.3

Nota: Elaboracion Propia

Quinta dimension: Estrategias y técnicas
De acuerdo con Monereo y Castellé (1997), las técnicas
pueden ser utilizadas de una manera mecanica, sin la
necesidad de que se adopte un propésito de aprendizaje
por parte del docente, puesto que las estrategias son las
que se encauzan de una manera mas consciente e inten-
cional, que contienen objetivos vinculados directamente
con el aprendizaje. Porotro lado, el autor define a la técni-
ca como un elemento subordinado de las estrategias, sin
embargo, una no puede efectuarse sin la otra. Por otra
parte, Machado y Montes de Oca (2011) clarifican que las
estrategias son consideradas en un nivel macro, mientras
que las técnicas se posicionan en una dimensién mas es-
pecifica, es decir micro. Los autores especifican que las
técnicas suelen percibirse como los procedimientos para
la consecucion de un objetivo; son también procedimien-
tos especificos que se aplican a la estrategia en general.
Debido a lo anterior, se considerd necesario in-
cluir en el andlisis la categoria de técnicas y estrategias
con los items que se presentan en la Tabla 6. Entre los
resultados se encontrd que el 87.6% de los docentes de
la UES creen que deben de hacer uso de estrategias y téc-
nicas de acuerdo con el estilo de aprendizaje del alumno
y éstas deberan de ser variadas. Lo anterior deja ver que
parte de las creencias de los profesores sobre este rubro
estan encaminadas hacia la consideracion de los estilos
de aprendizaje del alumnado para determinar las estra-
tegias o técnicas, las cuales, en consecuencia, deberan
también ser variadas. Al respecto, en el estudio de Diaz et
al. (2015), se reporta que los profesores estan conscientes
de que seleccionar las estrategias apropiadas es parte de
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sus obligaciones como responsables de la toma de deci-
siones.

Finalmente, el 93.8% de los profesores de UES
también creen que todo docente de lenguas debe propi-
ciar la interaccion y la comunicaciéon con sus estudiantes
durante las sesiones. Esto con el fin de proveer la oportu-
nidad de usar la lengua meta dentro del aula, ya que el
100% de ellos cree que, si se fomentan habilidades comu-
nicativas dentro del proceso de adquisicion de la lengua
a través de estrategias y técnicas, la competencia comu-
nicativa podra desarrollarse. Asimismo, en el estudio de
Martinez (2011) se encuentra que los profesores creen
que una de las cualidades del docente de lenguas es el
de saber planear sesiones dinamicas e interactivas que
promuevan el uso de la lengua en clase a través de una
diversidad de actividades motivadoras.

Tabla 6. items sobre estrategias y técnicas

% de
acuerdo

Dimension de es-

. L. Minimo Maximo Media
trategias y técnicas

El docente de inglés
debe hacer uso de
técnicas o estrate-
gias encaminadas al
estilo de aprendizaje
de sus alumnos

4.56 87.6%

El docente de inglés
debe propiciar la
comunicacion ein-
teracciéon

4.75 93.8%

El docente de inglés
debe hacer uso de
estrategias de me-
morizacién

3.94 87.6%

El docente debe
incitar el uso de la 3 5
lengua meta

4.69 93.8%

El docente debe
hacer uso de técni-
cas que impliquen
varios estilos de
aprendizaje para un
mismo tema

4.56 87.6%

La competencia co-

municativa se desa-

rrolla con el fomen- 2 5
to de habilidades

comunicativas

4.44 100%

Nota: Elaboracion propia
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Conclusion
Podemos mencionar que este estudio brindé la oportu-
nidad de apreciar y explorar las similitudes y diferencias
de las creencias de los profesores, lo cual nos permitié
contestar la pregunta de investigacién propuesta ;Como
se describen las creencias de los profesores sobre la
ensefanza y el aprendizaje de inglés en la UES? Prime-
ramente, se pudo identificar que la mayoria de los pro-
fesores coinciden en que los factores personales de los
estudiantes influyen en el aprendizaje de estos. Tam-
bién se encontré que los profesores creen que para que
se lleve a cabo el proceso de ensefianza necesitan em-
plear técnicas y estrategias enfocadas en el estilo de
aprendizaje de los estudiantes e implementar métodos
colaborativos que fomenten la comunicacién de una
manera interactiva. Ademas, se identifica que los pro-
fesores creen que la plataforma virtual brinda ventajas
en la organizaciény administracion de sus clases, lo cual
podria ser muy positivo dado que es una innovacién que
al parecer va normalizandose (Bax, 2011).

De la misma manera, el estudio nos permitié te-
ner un esquema mas claro sobre lo que cree el profesor
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Abstract

Defining effective EFL teachers has been a constant task
for researchers and experts. In this context, many studies
have been conducted in order to understand and dimin-
ish some problems that students and professors face in
the teaching-learning process, even more so when we
refer to teaching a foreign language. This study aims to
identify the main effective EFL teacher traits from stu-
dents’ perspectives based on the existing literature from
the last seven years. The research method used was the
documentary analysis, and the academic search engines
used were Google Scholar, DOAJ, and Academia. In ad-
dition, some keyword search formulas were used, such
as effective EFL teacher, teacher effectiveness, teacher
characteristics, and students’ perceptions. Therefore, ten
review articles have been analyzed. They are from the
last seven years, and six are from the previous two years.
These studies were focused on university level only. The
features exposed in the studies showed that an effective
EFL university teacher combines five dimensions (Sub-
ject matter knowledge, Pedagogical knowledge, Organi-
zation and communication skills, Socio-affective skills,
and Teachers’ appearance). However, only three were
the most relevant (Subject matter knowledge, Pedagogi-
cal knowledge, Socio-affective skills), so an effective EFL
university teacher should combine those three main
traits.

Keywords: effective teacher, EFL teacher, socio-affec-
tive skill, teaching effectiveness, university teacher.

Résumé

Définir des enseignants du ALE (anglais comme langue
étrangére) efficaces a été une tdche constante pour les
chercheurs et les experts. Dans ce contexte, de nom-
breuses études ont été menées afin de comprendre et
d’atténuer certains problémes auxquels les étudiants et
les professeurs sont confrontés dans le processus d’ensei-
gnement-apprentissage, encore plus lorsqu’il s’agit de
I’enseignement d’une langue étrangere. Cette étude vise a
déterminer les caractéristiques prédominantes de l’ensei-
gnant du ALE efficace du point de vue des étudiants univer-
sitaires. La méthode de recherche utilisée a été I'analyse
documentaire, et ces différents moteurs académiques,
Google Scholar, DOAJ, et Academia, ont également été uti-
lisés. En outre, certaines formules de recherche par mots-
clés ont été utilisées, telles que « effective EFL teacher »,
« teacher effectiveness », « teacher characteristics », et « stu-
dents’ perceptions ». Ainsi, dix articles scientifiques ont été
analysés ; elles datent des sept derniéres années, dont six
des deux années précédentes. Ces études portaient uni-
quement sur les universités. Les caractéristiques exposées
dans les études ont montré qu’un enseignant universitaire
du ALE efficace combine cing dimensions (connaissance
de la matiére, connaissances pédagogiques, compétences
d’organisation et de communication, compétences socio-
affectives et apparence des enseignants). Cependant,
seuls trois étaient les plus pertinents (connaissance de
la matiere, connaissances pédagogiques, compétences
socio-affectives), donc un enseignant universitaire du ALE
efficace devrait combiner ces trois traits principaux.

Mots-clés : professeur efficace, professeur ALE, compé-
tence socio-affective, efficacité pédagogique, professeur
universitaire.

Introduction
ualified and effective professors are important
human resources in tertiary educational systems.
They are part of the human resources that con-
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tribute to their efficient work and enhance the quality
of the teaching-learning process. Researchers and ex-
perts support this statement and insist that university
professors have a vital role in their students’ academic
achievement or failure (Rockoff, 2004). Markley (2004)
points out that the actions that a university professor
does or does not do in the classroom acquire a leading
role in the teaching-learning process of his students; in
other words, effective and efficient learning is directly
influenced by what the teacher does in the classroom.
Likewise, these high-quality professors are those who
prove innumerable skills and do their best to maximize
student performance in class (Akram, 2019). In this con-
text, English as a Foreign Language Teachers (EFL) is not
an exception to this important role in effective language
teaching-learning. Therefore, universities need to rec-
ognize and hire effective teachers to guarantee quality
teaching and; consequently, offer students a quality edu-
cation.

Before outlining the characteristics of an effec-
tive EFL teacher, it is essential to analyze what effective-
ness is. The concept of “effectiveness” is interpreted and
perceived differently by different researchers in various
fields of knowledge. However, a common denominator
covers these multiple perceptions of effectiveness, which
is that it means “the ability to be successful and produce
theintended results” (Cambridge University Press, 2009).
Consequently, it could be said that an effective student
is related to an effective teacher (Moreno-Rubio, 2009).
Thus, since it is complex to define effectiveness unani-
mously, it is even more complex to determine an effec-
tive EFL teacher uniquely and definitively.

In this context, each definition given by the au-
thors of what an effective teacher is necessarily influ-
enced by cultural, socioeconomic, and personal factors
of who defines them. Based on this, it is not easy to find
a precise definition, and above all, one that adapts to
the educational contexts of higher education around the
world. Nevertheless, when it comes to analyzing the re-
sult of the teaching variable, there is a broad consensus.
In that case, teacher effectiveness is defined as a teach-
er’s ability to use and apply approaches, strategies, con-
nections to students, and a precise set of attitudes that
makes students learn and achieve in class and out of it
(Strong et al., 2011).

When referring to the effective EFL teacher, it
is common to find characteristics in the literature that

@ Lenguas en Contexto

the authors call their own and unique, precisely due to
their field of action and work (Heredia-Arboleda et al.,
2021). Even though there is no consensus on the typical
characteristics of an effective EFL teacher, invaluable in-
formation and literature have been generated over the
last decade. This information has made it possible to
outline, in a certain way, a profile that is very useful to
those who work in higher education institutions. Hence,
the objective of this study is to identify the main effective
EFL teacher traits from students’ perspectives based on
the existing literature from the last seven years. There-
fore, this article intends to answer the following research
questions:

1. What are the sampling characteristics applied
in studies of identification of effective EFL teacher
traits?

2. What are the research design characteristics
applied in the studies of identification of effective
EFL teacher traits?

3. What are the dimensions-areas studied to de-
fine the effective EFL teacher?

4. What are the predominant features that make
an EFL teacher effective?

Methodology

This study was carried out through the documentary
analysis to check, identify, and extract from a set of
academic articles the most relevant information neces-
sary to understand its content (Pefia Vera & Pirella Mo-
rillo, 2007). This process puts criteria and strategies for
searching, selecting, organizing, analyzing, and synthe-
sizing information to accomplish the study’s objective
(Bermeo-Yaffar et al., 2016). The research was effectuat-
ed in different academic engines such as Google Scholar,
DOAJ, and Academia. Different formulas based on these
keywords effective EFL teacher, teacher effectiveness,
teacher characteristics, and students’ perceptions were
used. They were applied in the same way in all three
search engines.

Ontheonehand, Table 1 shows theinclusion and
exclusion criteria of the articles based on a description of
four variables. On the other hand, Table 2 shows the pa-
pers that were selected. All of them are characterized by
presenting their results as a hierarchically ordered list.
Thus, the most relevant results are established at the be-
ginning of the list in their findings sections.



Table 1. Selection criteria

Description Comprise Omit
Publication Primary articles and B9Ok cha.pters
. Dissertations
nature peer-reviewed -
Thesis
Publication Before 2015 and af-
year 2015-2021 ter December 2021
Language English Other languages
Effective EFL teach-  Effective ESL
Focus
er/professor teacher/professor
Primary
Participants University students  Secondary stu-
dents

NARVAEZ-CANTOS

Exploring the Characteristics of Irani-
an EFL teachers from the perspective
of Educators, Teachers, and Learners.

Shojaei et al.,
(2021)

Metruk, (2021)  Male and Female University Students’

Perceptions of an Effective EFL Teach-
er.

Wirantaka & Wa-
hyudianawati,
(2021)

Characteristics of Effective English
Teacher for Millenials

Table 2. List of articles used in the review

Authors (year)

Article

Demiroz & Yesilyurt,
(2015)

Zamani & Ahangari,
(2016)

Khaerati, (2016)

Febriyante, (2018)

Karim et al., (2020)

Metruk, (2020)

Karim, (2021)

Effective Foreign Language Teaching:
Perceptions of Prospective English
Language Teachers.

Characteristics of an Effective English
Language Teacher (EELT) as Perceived
by Learners of English.

The Students’ Perception on the
Characteristics of Effective and Inef-
fective English Language Teachers.

Investigating English department stu-
dents’ Perceptions about a good Eng-
lish language teacher.

Uncovering Student Teachers’ Per-
ceptions Regarding the Characteris-
tics of Effective EFL Teacher Educa-
tors.

Qualities of a Good and Effective
Teacher: Slovak EFL Pre-Service and
In-Service- Teachers’ Perspectives.

Bridging the Gaps between Teacher
Educators and Student Teachers’
Perceptions about the Attributes of
Effective Teacher Educators.

Findings

This section is organized in a way that the research an-
swers all proposed research questions regarding the
sample study, study design, dimension-areas, and pre-
dominant features.

Q1. What are the sampling characteristics applied in
studies of identification of effective EFL teacher traits?
Table 1 shows that most of the studies were carried out
in Indonesia (50%). The sample of 50% of the studies had
more than 101 participants. The largest group comprised
408 participants. There is no study in Latin America.

Table 3. Sampling characteristics of research articles

Variable Details N %
Turkey 1 10%
Iran 2 20%
Country Indonesia 5 50%
Slovakia 2 20%
Private 5 41.66%
Type of university*  pyplic 7 58.33%
between
4-50 2 20%
Sampling number ~ 51-100 3 30%
101-200 2 20%
300-410 3 30%

aTwo studies were conducted in both private and public
universities, so the sum in this case is not 10 but 12.
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Q2. What are the research design characteristics applied in the studies of identification of effective EFL teacher traits?
Table 4 shows the instruments applied in each study. The majority of investigations used a quantitative approach.
As a data collection instrument, most of them used an adapted questionnaire. All of them are from relevant authors
and experts in this field.

Table 4. Study design characteristics of research articles

N %
Quantitative 8 80%
[}
& Qualitative 2 20%
-
Mixed 0
Adapted Questionnaire 8 80%
o)
[=
£ Interview? 1 10%
=
'E Data in the form of an essay® 1 10%
(=

2Wirantaka & Wahyudianawati, (2021)

b Khaerati, K.

Q3. What are the dimensions-areas studied to define the effective EFL teacher?
Table 5 summarizes all the authors’ areas to define an effective teacher. They used them in a different order or even
different terms; however, they are related. Only one study (S3) hasincluded an extra dimension called “teacher’s ap-
pearance.” It refers to the physical aspect of the EFL professor.

Table 5. Dimensions used to define effective EFL teachers

S1 S2 S3 sS4 S5
1) Pedagogical 1) English proficiency 1) Teacher personality & 1) Organization and 1) Subject matter
knowledge 2) Pedagogical knowl- performance communication skills ~ Knowledge
2) Socio-affective edge 2) Teacher’s Compe- 2) Pedagogical 2) Pedagogical
skills 3) Organization and tence/Professionalism knowledge Knowledge

3)Organization and
communication skills

S6
57 items in a list.?
Four options each
1=unimportant qual-
ity
2 =slightly important
3=moderately
4 =very important

communication skills
4) Socio-affective skills

S7
1) Subject matter knowl-
edge (SMK),
2) Pedagogical knowl-
edge (PK)
3) Organization and

communication skills
(0CS)

4) Socio-affective skills
(SAS).

3)Teacher’s Appearance

S8
1) Subject matter knowl-
edge
2) Teachers’ personal

and interpersonal as-
pects

3) Approaches to lan-
guage teaching

3) Socio-affective
skills

4) English proficiency

S9
57 itemsin a list.
Four options each
1=unimportant qual-
ity
2 =slightly important
3=moderately
4 =very important

3) Organization and
Communication Skills

4) Socio-affective
Skills
S10

1) Socio-affective
skills

2) Pedagogical
knowledge

3) Subject-matter
knowledge

4) Personality charac-
teristics

altincludes items related to all the four dimensions used in other studies (SMK, PK, OCS, SAS)
bt has items related to all the four dimensions used in other studies (SMK, PK, OCS, SAS)
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Q4. What are the predominant features that make an EFL teacher effective?

Figure 1 shows the four most frequent dimensions/areas used in the studies. These are Subject Matter Knowledge
(SMK), Pedagogical Knowledge (PK), Organization and Communication Skills (OCS), and Socio-affective Skills (SAS).
These four most frequent dimensions have also been used to organize information in Table 6.

Figure 1. Most frequent dimensions used in the studies

* Subject matter mowledge (SME)

* Pedagogical kmowledze (PK)

= Organization and communication skills (OC3)
= Socio-affective skills (3AS)

= Others

Table 6 indicates the four main dimensions that authors have used to carry out their studies. Each dimension
has the most important findings from each study (2 per each); the origin of the data comes from a ranking, that is, a
list ordered hierarchically. They are copied from their source. It clearly shows that Socio-affective skills (SAS) are the
most relevant aspect that effective EFL teachers should consider.

Table 6. Predominant characteristics of an effective EFL teacher

Dimensions-Areas Most relevant features N

- Teachers should correct students indirectly.
- Excellent English proficiency
- Be able to read English well
Subject matter - Should master the language (English).

knowledge (SMK) - Being able to pronounce English words correctly
- Should have cultural awareness of the target language.
-Accuracy in English pronunciation
- Being knowledgeable

- Use communicative language teaching strategies such as assigning group tasks, pair work, and
project-based learning.

- Having in-depth knowledge about the subject/material.

- Ability to make courses exciting and motivate students.

- Make courses interesting to attract students’ attention. 8

- Be able to present content to students in a meaningful way.

- Teach speaking as the most necessary qualities.

- Present content in a meaningful way.

- Provide effective feedback

Pedagogical
knowledge (PK)

Organization and - Ability to maintain discipline in the classroom
communication - Be able to provide clear instructions for tasks. 3
skills (OCS) - Speak audibly and clearly
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- Ability to develop proper relationships with students

- Ability to build students’ confidence
- Pleasing

- Giving attention to her students

- Ability to analyze students

- Be friendly to students

- Be fair and correct

Socio-affective
skills (SAS)

11

- Helping students to develop self-confidence in using English.

- Enhancing students’ motivation (x2)

- Creating a good classroom atmosphere.

Discussion and Conclusion

In this literature review, we aimed to determine the pre-
dominant characteristics of the effective EFL teacher
from students’ perspectives and based on the existing
literature from the last seven years. Considering the
findings of this study, we can say that there are different
perspectives to define the attributes of an effective EFL
university teacher. Ten journal articles were analyzed to
fulfill the objective, so the most relevant information is
explained here.

First, four dimensions are established, and most
of the authors consider them to define the features of an
effective EFL university teacher. They are Subject Matter
Knowledge (SMK), Pedagogical Knowledge (PK), Organi-
zation and Communication Skills (OCS), and Socio-affec-
tive Skills (SAS). They are in line with previous studies
(Arikan et al., 2008; Ghasemi & Hashemi, 2011; Park &
Lee, 2006; Shishavan & Sadeghi, 2010). Second, the char-
acteristics of an effective teacher are focused on three
main areas. On the one hand, Socio-affective skills are
the most significant. These features are labeled differ-
ently because it depends on the authors’ questionnaire;
nevertheless, the unfathomable meaning is similar. Asin
all other knowledge areas, professors must have some
essential SAS to interact with their learners and keep the
teaching-learning process successful.

Borg (2006) insists on the importance of the re-
lationship between teachers and students. According
to his study, this skill permits teachers to create a good
affinity with their students, so it should be considered.
Likewise, in their study, Heredia-Arboleda et al. (2021) re-
fer to emotionalintelligence and humanism. The authors
mention that these two skills should guide the ELTs’ work
because they empower them with “an autonomous out-
look endowed by responsibility towards themselves and
their learners” (Heredia-Arboleda et al., 2021, p.1531) to

@ Lenguas en Contexto

be effective in the teaching and learning process in con-
temporary society, need to be not only competent with
qualities of instructional skills but also with qualities of
personal traits. This paper aims to offer ELTs reflection
around the most vital qualities of personal traits, which
are required to contribute to the design of more effec-
tive EFL teaching and learning milieus. To that end, and
supported by a pilot study carried out to construct a
master “s degree program in Teaching Local and Foreign
Languages in an Ecuadorian Public University, we gath-
ered, in four major categories, the scattered and unclas-
sified qualities of personal traits which are available in
the related literature. In this framework, the qualities of
personal traits that ELTs must possess are bound with
virtues such as perpetual learning, humanism, instruc-
tional-personal communication, and cross-culturalism.
In general, this article may be helpful for ELTs to visual-
ize the qualities of personal traits, which are needed to
face the English as a Foreign Language (EFL. On the oth-
er hand, two dimensions seem to be equal to university
students. They are Subject Matter Knowledge (SMK) and
Pedagogical Knowledge (PK). The first one refers to what
teachers know about English, in this case as a foreign
language. In this dimension, students coincide with the
idea that an EFL teacher should have a good language
proficiency level since all the studies were conducted
in non-English speaking countries. The second one re-
fers to what teachers know about their ‘work=teaching,’
which is the pedagogical subject. Thus, both are essen-
tial features that teachers should consider to be effective
instructors. Finally, the Organization and Communication
Skills (OCS) dimension is irrelevant for most participants.

Socio-affective Skills (SAS) is the most signifi-
cant dimension of the list. It is relevant to mention that
SAS should be a variable that should be considered by
tertiary education institutions inasmuch as the class



atmosphere is active, mutable, and demanding. In this
ongoing process, students’ participation and feedback
are essential for professors to evaluate, modify, ques-
tion, and change their teaching-learning practices. Like-
wise, public and private institutions should contemplate
and include socio-affective skills training courses for
their professors due to the imperative importance of the
teacher-student relationship in the classroom and how it
influences its development.

In short, even though many studies in this field
have been conducted, the common point is that an ef-

NARVAEZ-CANTOS

fective EFL university teacher should comprise four
dimensions Subject Matter Knowledge, Pedagogical
Knowledge, Organization and Communication Skills,
and Socio-affective Skills. Most of the studies’ findings
(9/10) matched each other using the four dimensions,
but they differ in their agreement on the shared traits.
According to 1679 university students in four countries
between two continents, three main general features
make an effective EFL teacher. Thus, literature is scarce in
Latin America. Future studies in this context and with this
type of population would be interesting and necessary.
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