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ABSTRACT 

It has been argued that education is the means for combating issues related to inequality, 

segregation, and discrimination in society. Therefore, many international agencies have 

prioritized the task of achieving gender equity in the educational system of each country. 

Colombia has made efforts to enhance the access, specifically of girls and minority groups, 

to the school system and to reduce the gap of gender inequity. Nonetheless, gender equity 

and difference ought to be addressed beyond mere access to education; to this end, the 

inclusion of a gender perspective in the teaching framework, the curricular contents of all 

subjects, and in the professional development of teachers in Colombia has been 

recommended by different experts on this subject. Despite the importance of drawing 

attention to preparing teachers to this task, there are not permanent pedagogical experiences 

that help teachers raise awareness of gender issues in their curricular practices.  

This study describes a learning experience carried out with English teachers who took an 

optional course aimed at raising gender awareness and understanding the relationship this 

has with the English teachers’ contexts and practices. This course was offered in a Master´s 

Program of Applied Linguistics to Teaching English as a Foreign Language (TEFL) taught 

at a state university in Bogotá. As part of the course, students/teachers (STs) were engaged 

in research activities in their actual teaching scenarios. Consequently, three STs accepted to 

do their small-scale research projects in collaboration with one of the Teacher of Teachers 

(ToTs) of the course. This interpretative multi-case study (Stake, 2006) reports what happens 

when the STs’ consciously intend to understand their practices and contexts with a gender 



 
 

 
 

view. This study proposed teachers’ learning of gender as a process of becoming aware of 

how practices and discourses in the language classroom may reproduced meanings gender-

wise important for the students’ gendered subjectivities. In the analysis of the learning 

conditions, I identified that pedagogical gendered practices do not emerged spontaneously; 

teachers need to engage in a pedagogical process, coming from an individual reflection 

constructed in dialogue, that enables them to understand their classrooms situations and 

practices within a gender perspective.  

 

Key words: teachers’ education, a gender perspective, pedagogical practice, raise gender 

awareness, English teachers, gender equity.     
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CHAPTER ONE: INTRODUCTION 

 

“Equality between women and men has been an international legal principle since the 1948 

Universal Declaration of Human Rights […]. Moving toward a gender equal society involves 

profound institutional change as well as change in everyday life and personal conduct, and 

therefore requires widespread social support.” (Connell, 2011, p.7)  

1.1 Presentation 
 

Through the process of the socialization carried out in institutions such as the 

school, church, and the family, among others, children learn different meanings, cultural 

models, norms, beliefs related to  social expectations,  roles, attitudes, and behaviors from 

their sex (Streitmatter, 1994; Esen, 2010; Duff & Talmy, 2011); these places of cultural 

reproduction have an effect on the construction of students’ identities and the ways in 

which they understand and relate to others in the world. Within this view, these norms, 

beliefs, and values -derived from social imaginaries- classify subjects thus preventing them 

from acting or participating differently in what has been socially assigned as to how to be a 

woman or a man (Alcaldía de Medellín & Subsecretaría de Planeación y 

Transversalización, 2010). These insights about school as a place of cultural reproduction 

are useful for recognizing the importance of these educational sites and the role that 

teachers play in combating issues related to inequality, segregation, and discrimination in 

order to enhance access and quality of education.  

The quotation I drew on to start this chapter presents the matter of gender equality 

as a global concern framed as a goal and principle of Human Rights. Owing to the fact that 

education represents one of the means to achieve gender equality, international 

organizations have targeted it as an important task within the educational process and, 
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therefore, have prioritized it in their objectives1 and development agendas. To do this, 

Colombia, as well as many other countries, has committed itself to incorporate these 

international mandates about gender equity to guarantee the fulfillment of the right to 

Education of the Colombian citizens. Additionally, to achieve the educational goals stated 

in Colombian Law 115 of Education- associated with the democratic principles of 

coexistence, pluralism, justice, solidarity, equity, and the exercise of tolerance and 

freedom2, it is necessary to guarantee the educational process based on respect for 

individual differences, democracy and  human rights (Defensoría del Pueblo, 2003, as cited 

in Alcaldía de Medellín & Subsecretaría de Planeación y Transversalización, 2010,). On the 

grounds of this need, all the social actors, particularly teachers, who are part of the 

educational system, are called upon to contribute meaningfully and actively toward this 

purpose.  

Colombia has made efforts to enhance the access, specifically of girls and minority 

groups, to the school system and to reduce the gap of gender inequity (Fuentes & Holguin, 

2006). Nonetheless, gender equity and difference ought to be addressed beyond mere 

access to education; to this end, the inclusion of a gender perspective in the teaching 

framework, the curricular contents of all subjects, and in the professional development of 

teachers in Colombia has been recommended (Esen, 20033; Fuentes & Holguin, 2006; 

Alcaldía de Medellín & Subsecretaría de Planeación y Transversalización, 2010).  

                                                           
1 See goals 4 and 5 in www.un.org/sustainable development/sustainable- development-goals/ 
2 See Article 5 of  Law 115 issued in 1994 which describes the aims of  education in Colombia: 
www.mineducacion.gov.co/1621/articles-85906_archivo_pdf.pdf  
3 This research account describes how to raise gender awareness in teachers’ practices in pre-service 
teacher education in Turkey.  

http://www.un.org/sustainable
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 The aim of integrating a gender perspective into educational settings could be 

initiated by involving teachers in a process of raising gender awareness in their classrooms 

as places of cultural reproduction (UNESCO 2015). Following up on this, Verma (1993), 

for example, suggests that in order to address gender equity in educational systems, it is 

important to direct attention to teachers’ roles, teachers’ training programs and a revision of 

their classroom practices.  

In Colombia, there have been some meaningful experiences with teachers who have 

participated in courses offered by, for example, the Gender School of Universidad Nacional 

de Colombia, the Asociación Distrital de Educadores (ADE), and the World Bank; 

however, these processes of Teachers’ Professional Development (TPD) have not been 

permanent in the country (Calvo et al.., 2006). In this sense, although internationals and 

local legal frameworks encourage teachers’ preparation in this direction, this still prevails 

as one of the challenges for the field of teachers’ education (Diaz Tafur, 2002; Calvo et al., 

2006).  

Following up on this, I find it fruitful to recognize the social responsibility that 

higher education, particularly the Schools of Education in the universities, could assume 

with respect to integrating a gender perspective as part of the process of teacher education 

and help these professionals raise gender awareness and of the possibilities of the 

transformation of a society gender-wise through the exercise of the teaching practice. The 

World Conference on Higher Education in 2009 presents some ways in which these 

educational institutions could assume this challenge:   

“Higher education institutions, through their core functions (research, teaching, and 

service to the community) carried out in the context of institutional autonomy and 

academic freedom, should increase their interdisciplinary focus to promote critical 
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thinking and active citizenship. This would contribute to sustainable development, 

peace, wellbeing and the realization of human rights, including gender equity” 

UNESCO, 2010, p. 48).  

Based on this view, Teacher education needs to involve a commitment with 

students’ human development and citizenship education; thus, teachers would contribute 

meaningfully to gender equity, coexistence, peace, and the realization of democratic 

principles stated in the educational law and the constitution of our country. Likewise, the 

activities such as research, teaching and working with the communities offers good 

possibilities to learn how to promote teacher education with a gender view that will allow 

teachers to recognize their endeavors beyond the exercise of teaching a specific subject, and 

to relate their professions with the process of socialization in their classrooms (Gil, 2008). 

Knowing that higher education could contribute to teachers’ preparation from this 

perspective, it is important to know just what these university programs could offer with 

respect to this preparation: how they would carry out these pedagogical processes with the 

teachers and how this knowledge would influence the teachers’ classroom practice.  

For me, as a researcher and as a potential Teacher of Teachers (ToTs), this is a 

powerful reason to participate in a research experience focused on teachers’ learning of the 

gender perspective in their teaching contexts. I think this is a unique opportunity to work 

with other teachers and get some insights about the learning conditions in this process. It 

would also be ideal to identify what could happen in these teachers’ classrooms (the 

possibilities of action, transformation and reflection) once they become knowledgeable or 

aware of this perspective.  

Within these discourses of gender equity and education, of course, all teachers from 

all the different disciplines or areas of knowledge should learn about the role of schools as 
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institutions of cultural reproduction and the way they can help question and change the 

values, discourses and practices that cause gender inequity, segregation, or gender 

stereotypes (Esen, 2003; Fuentes & Holguin, 2006; Verma, 1993). However, this study 

describes an experience implemented with English teachers who were students in a 

Masters’ Program on Applied Linguistics in Teaching English as a Foreign Language 

(TEFL) in a public university in Bogotá. Having developed this research project with 

English teachers is not a coincidence; I have been an English teacher for over 10 years and 

know the practices and contexts quite well. As a matter of fact, it is from my own 

experience as an English teacher with children and a researcher that I started to notice 

gender issues in my practices and teaching contexts, as the reader will see in Chapter 3. 

Hence, I made the decision to carry out this research project with English teachers because 

I wanted to learn how this perspective informs our particular practices as language teachers. 

Nonetheless, it is clear to me that this is a concern inherent to all teachers, and not only to 

the English language teaching (ELT) community. 

It is interesting to note that some theorists, scholars and teachers in the field of 

second language acquisition (SLA), bilingualism and foreign language education (Piller & 

Pavlenko 2001; Hruska, 2004; Litosseliti, 2006, Sunderland, 2000a, Pennycook, 1999) 

claim that although there has been a substantial increase in the work of gender and 

language in the foreign language classroom, this field is still relatively untheorized and 

unexplored. Therefore, these authors have strongly recommended that practitioners in this 

area should include gender in their teaching practices and research interests. This indicates 

that there is an intrinsic need in our field of action (foreign language teaching) to gain 

experience and knowledge with respect to gender and TEFL. Thus, for instance, the body 
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of work that has tackled gender in these particular learning settings4 showcases that 

meanings related to gender are produced at different levels (i.e. classroom interaction, 

materials, class discourses and contents) reproducing on many occasions sexist practices, 

hegemonic ideas, or differential treatments that do not favor all students’ learning 

experiences (Sunderland 1992; 2000b; Piller & Pavlenko, 2001; Hruska, 2004, Litosseliti, 

2006).  

In Colombia, research work in foreign language learning contexts indicates that 

“[…] gender identity can be thought of as an analytical category to understand what goes 

on in the foreign language classroom” (Castañeda-Peña, 2008a, p. 315). Even though there 

has been recent work (Durán, 2006; Castañeda-Peña, 2008a, b, 2009, 2010; Castañeda, 

2012, Rojas, 2012) highlighting the importance of gender in foreign language contexts, it is 

evident there is a need to gain more experience and knowledge with respect to this category 

of analysis in the language teaching practices and contexts, and more so, with respect to 

how to incorporate this perspective into teachers’ education. Within this view, it would be 

important to recognize that this theme has not been a central concern within the process of 

teachers’ education, neither in undergraduate nor in postgraduate programs5. Foreign 

language educators have been largely informed by Second Language Acquisition (SLA) 

research which focuses on cognitivist approaches to language learning, leaving gender in 

the margins: “SLA, in particular, has been characterized by an almost ubiquitous gender 

blindness due to the prevalence of psycholinguistics in universal grammar approaches in 

the field […]” (Piller & Pavlenko 2001, p. 3). Additionally, in Colombia and particularly in 

                                                           
4 As mentioned earlier, this is not restricted to foreign language classrooms as gender permeates other 
educational spaces and social settings, or outside the classrooms.  
5 Part of the evidence that sustains this claim is that there are no documented experiences that prove 
otherwise.   
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the context of English teachers, their teachers’ professional development (TPD) is being 

affected by the commercialization of this language and the economic and social demands 

that being a competent English teacher in this country represents (González, 2009).  

All these views regarding  English teachers’ education, their practices and the need 

to increase the knowledge of how to adopt a gender view in the FL classrooms, are useful 

for understanding the ways in which this research  could contribute to recognizing English 

teachers’ social responsibilities, not only as language instructors but also as educators and 

as social actors of this society that may help construct the dream of coexisting in conditions 

of peace, respect and equality for all (Law 115 , 1994).  

This research study is based on   a pedagogical process, a course called Identities 

and Language Learning offered in a Master´s Program of Applied Linguistics to Teaching 

English as a Foreign Language (TEFL) taught at a state university in Bogotá in 2014. The 

course aimed at raising gender awareness and understanding the relationship this has with 

the English teachers’ contexts and practices. There were two teachers in charge of this 

course: One of them was formally responsible for the course and I was the other teacher 

who supported the entire pedagogical process. As teachers of this course and taking into 

account our beliefs as regards teachers’ learning: ‘participate and learn’ (Wenger, 1998; 

Johnson, 2009; Maggioli, 2012), we decided to engage students/teachers (STs) in research 

activities in their own teaching scenarios. The main objective with these tasks was to 

generate an individual and situated learning experience in their teaching contexts and 

practices with respect to the meaning(s) of gender in language teaching practices.  

As a researcher interested in gaining understanding of teachers’ learning gender-

wise, I worked collaboratively with three STs while they developed a small-scale research 
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project as part of the pedagogical process of the Identities and Language Learning course. 

The work and the follow up of these three STs turned into the opportunity to understand in 

depth what goes on with respect to teachers’ learning of the category of gender in their 

teaching contexts and practices.     

The purpose of this study is not to evaluate the effectiveness of the course, but to 

gain understanding of the STs’ learning of this perspective in their teaching contexts. I 

found it more fruitful to see this optional unit of Identities and Language Learning as the 

setting where it is possible to discover what this perspective could represent concretely in 

both the STs’ teaching practice and teachers’ learning. This is an interpretative multi-case 

study (Stake, 2006) that aims at drawing on the STs’ insights, self-reflection, discoveries 

and analysis constructed in the collaborative work in which the STs and I participated while 

doing their small-scale research projects which were part of the course.    

I believe that by studying each of these cases in depth one can develop a 

comprehensive view that will lead to answering the following two research questions:         

1. What do English teachers learn about the meaning of a gendered practice in the 

framework of a gender-oriented course in their English teaching education? 

2. How do English teachers learn to incorporate their gender awareness in their 

teaching practices? 

My main interest with these questions is to produce relevant information for local 

practitioners and researchers concerned with integrating a gender perspective in educational 

settings. I hope the findings of this research will contribute to increase the necessity of 

including and addressing the gender perspective within teacher education programs as a 
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way to help attain gender equity in the schools and other educational settings. I also expect 

to encourage other education stakeholders, especially teachers, to invest their efforts and 

future research projects on expanding and creating knowledge that allows them to improve 

their practices gender-wise.  

1.2 Organization of the Study 
 

This study is organized in six chapters. Chapter Two- the theoretical framework- 

presents the main constructs and theories I drew on to understand teachers’ learning 

gender-wise. Hence, this framework comprises two components: on the one hand, an 

approach that situates teachers’ learning from a model called ‘participate and learn’; and on 

the other, I developed the component of what the teaching practice means to guide the 

reader towards the meaning of a teaching practice gender-wise. This chapter also discusses 

notions and concepts related to discourses, subjectivity and human agency in the field of 

education.      

     Chapter Three -the methodological framework- contains the description of the 

processes that were necessary for the development and the analysis of this research study. It 

describes the structure of the course Identities and Language Learning offered in the 

Master´s Program of Applied Linguistics to Teaching English as a Foreign Language 

(TEFL). Then, I explain the two research methodologies used  in this study and the criteria 

I chose  for the selection of the three STs – the cases. Afterwards, the reader will be 

informed about the qualitative techniques, instruments and procedures used to collect the 

data in each of the cases. Additionally, there is a section in which I explain the way I 

analyzed the data, as well as the strategies used to validate the analysis and the findings of 
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this study. Finally, there is a section which presents the ethical concerns in the light of the 

experiences of the STs in each of the cases.  

Chapter Four is divided into three sections that correspond to three cases I examined 

in detail. Each of these cases portrays in depth the experience of the three STs of the course 

while developing their small-scale research project in collaboration with me. Martha, Mario 

and Milena are the pseudonyms I used to refer to each case. I adopted a narrative style that 

attempts to describe the different experiences lived by these STs. Then, I present each of 

the cases comprising the STs’ insights and interpretations developed during their process of 

small-scale projects, leading to the understanding of the learning of different possibilities 

for a gendered practice in these STs´ teaching contexts.  

Chapter Five – the cross-case analysis - presents some features and processes 

common to the three cases to understand and characterizes the STs´ teaching practices from 

a gender-wise. The first part of the chapter consists of the characterization of 4 gendered 

practices that these three STs adopted during their participation in the small-scale research 

project. The second part describes two pedagogical processes that were helpful and 

facilitated the teachers’ learning within the process of understanding gender in their 

contexts and practices.     

In the last chapter, I present the conclusions of this research study in relation to the 

research questions which guided it and in relation to the findings, views and the analysis of 

the data. I also focus the discussion on the conditions that need to be taken into account to 

sensitize teachers with respect to incorporating the gender perspective in their teaching 

contexts.  
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CHAPTER TWO: THEORETICAL FRAMEWORK 

2.1 Introduction 
 

This chapter presents the concepts, notions and theories by which the issues of 

interest in this study are understood. Such concerns, taken up in the research questions, 

center the analysis of the study on the phenomenon of learning, but particularly on 

teachers’ learning; and teachers’ practices from a gender perspective. Thus, this chapter 

discusses the issue of teachers’ learning and their practices. The first issue, teachers’ 

learning, is addressed from the sociocultural perspective in teacher’s education, which is 

related to the framework of ‘Participate and Learn,’ also known as Communities of Practice 

(Wenger, 1998; Johnson, 2009; & Maggioli, 2012). The framework entails several 

components that help describe the conditions that facilitate teachers’ learning when they 

participate in research experiences situated in their own teaching contexts. Additionally, 

this ‘Participate and Learn’ perspective provides insights into understanding the ways in 

which STs live the experience of learning in this study; and how they learnt through a 

collaborative task with a Teacher of Teachers6 (ToTs), who assisted them with the process 

of research.    

Since this study intends to discover how teachers learn to perceive their practices 

within a gender perspective, this discussion aims at preparing the terrain to know how to 

observe this category of gender in the practices of teaching. Therefore, it is important to 

understand what teachers’ practices are, what they entail and how this knowledge develops 

in their practice. 

                                                           
6 This is a term coined by Maggioli, 2012. ToTs are teachers who work in teachers’ educational programs 
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 In the third part of this chapter, I took the notion of cultural reproduction, a concept 

that is explored in the field of the Sociology of Education, to comprehend how teachers can 

look at their classrooms from a gender point of view, and what they should do to address 

gender in their practices. Then, I explain gender construction and reproduction through the 

different pedagogical practices. In the third section, some insights on Foucault’s theory of 

discourses are used to understand the concepts of subjectivity, power, and agency in the 

field of education. Lastly, I present the affiliations and views that this study deals with in 

respect to gender and gender education.  

2.2 Understanding Language Teachers’ Learning 
 

The issue of human learning has been conceptualized and addressed in different 

fieldworks that have influenced the epistemological shifts in the way educational research 

addresses this phenomenon. For instance, cognitive theory has traditionally described 

learning as a mental and individual process through which people internalize knowledge 

(Lave, 2009). This view of learning as an individual process has been debated by the socio- 

cultural perspective that views and recognizes learning as a process that cannot be 

separated from the dynamic social and cultural activity situated in physical and social 

contexts of human life (Johnson, 2009). Therefore, the main critics of the traditional way of 

understanding learning have focused on the de-contextualization of learning, the 

transmission of pre-existing knowledge that is learnt in a homogeneous manner and the 

attention to instructional arrangements by which it is believed learning occurs (Lave 2009).  

These shifts have been important to understand the history and evolution of 

language teachers’ education and to conceptualize the teaching frameworks by which 

teachers learn effectively. On this matter, Johnson (2009) analyzes the history of such 
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epistemological changes in this field and explains that some decades ago, from a positivist 

perspective, it was believed that the way to teach ‘how to teach’ was through formal 

instruction in the classrooms (in the teaching programs) where knowledge was transferred 

to the future teachers. Other models, defined as teachers’ training, aimed at teaching novice 

teachers  models and procedures for teaching a foreign language; expert teachers not only 

taught junior teachers how to replicate these teaching models, they controlled the process to 

ensure that novice teachers could reproduce the teaching methods successfully in any 

teaching environment (Freeman, 1989; Maggioli, 2012). Historically, these first teaching 

models have positioned English teachers as technical practitioners, whose role was centered 

on teaching the language prescriptively, as they themselves had been taught (Cárdenas et 

al., 2010).  

Epistemological changes in understanding teachers’ learning come from research in 

sociology and anthropology and have been useful to recognize the complexities of language 

teachers’ role and learning. In this sense, the sociocultural perspective recognizes that “the 

cognitive development is not simply a matter of enculturation or even appropriation of 

existing sociocultural resources and practices, but the reconstruction and transformation of 

those resources and practices in ways that are responsive to both individual and local 

needs” (Johnson, 2009, p. 2). In this view, what teachers come to know of their practices 

depends on their interpretation of the social contexts where they teach, the people they 

interact with, their expectations, and even their prior life experiences as students. 

Accordingly, teachers’ learning does not emerge only in educational programs, but also 

from their contexts of work, interaction with the students in everyday classroom life and 

their interests or the research experiences they engage in. This indicates that teachers’ 
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learning is a process of collective co-construction that evolves as people engage in social 

reality and practices.      

To address the issue of teachers’ learning involves not only recognizing the 

complexity of how teachers learn but also examining what teachers need to learn in the 

exercise of their practices. Hence, it is worth making visible the type of knowledge (the 

concepts and practices/activities) that teachers should know to function as competent 

teachers. Certainly, a good deal of teachers’ knowledge comes from formal education 

programs or formal teaching which has provided them with knowledge about how to teach 

a language. Thus, for example, theoretical concepts related to pedagogy, language, 

language teaching/learning, are some of the components in formal educational programs 

where teachers are professionally certified. Yet this formal knowledgebase needs to 

incorporate a view of what happens in  social contexts/reality to inform and prepare 

teachers with respect to what constitutes their pedagogical practices and the different roles 

that society demands of them (Gil, 2008). In this sense, the main criticism of L2 teacher 

education is that it “was defined largely in terms of how language learners acquire a second 

language and less in terms of how L2 teaching is learned or how it is practiced” (Freeman 

and Johnson, 1998, cited in Johnson, 2009).  

From my understanding of what a teacher should know, it is important to recognize 

that the language teaching profession encompasses other aspects beyond  disciplinary 

knowledge (how to teach a foreign language); for instance, aspects related to the social 

practices of school life, classroom situations, the process of  socialization, the Colombian 
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educational context and the ethical dispositions that are expected from teachers7; these are 

aspects that are often disregarded in  language teachers’ education programs (Gil, 2008). 

Consequently, to configure a more holistic understanding of what constitutes a pedagogical 

practice it is important to incorporate this knowledge to be better prepared for the 

Colombian educational contexts. So, here it is relevant to know what teachers’ practices are 

and what they entail.       

The issue of pedagogical practice here will be helpful in getting to know, in general 

terms, what teachers should know (knowledge and activities); and then to identify what a 

gendered practice would entail within the frequent teachers’ activities and knowledge. In 

other words, teachers’ practices are considered in this study as ‘epistemological places’ 

(Sunderland, 2004a) where it is possible to identify and characterize teachers’ knowledge 

and activities gender wise. 

 Broadly speaking, pedagogical practices are related to the activity of teaching; 

therefore, these refer to the actions, conscious or unconscious, that in-service teachers 

perform in the daily exercise of their profession to make  the process of teaching and 

learning possible (Calvo, Mina & Cera, 2001; Pabón, 2009).   On the one hand, these 

practices can be understood as intentional actions in which teachers organize the 

teaching/learning experiences. Gimeno (1991) explains these intentional practices in 

relation to the activities of the curriculum. Hence, actions such as the organization of the 

contents, the sequence of the themes/skills, the objectives of the lesson, and the conditions 

under which students learn and demonstrate their learning are part of the frequent activities 

                                                           
7 Following up on Fandiño, et al., 2016, this issue of ethical dispositions refers to understanding the role of 
education as a sociocultural activity through which teachers have political and social responsibility.  
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that teachers are mostly involved in. This demonstrates, as argued by Pabón (2009), that 

these practices are systematic, reflexive, carried out consciously and aimed at 

teaching/learning and human development. On the other hand, the teachers’ everyday 

actions are also part of what can be considered as pedagogical practices. What occurs in the 

specific contexts of work and in the relationships among the people who are members of 

those communities define the ways in which the teacher learns to act according to the rules 

of these particular contexts8 (Campo, 2000 as cited in Calvo, Mina & Cortez, 2001). These 

actions are situated in the dynamics of the hidden curriculum and very often these pass 

unnoticed by teachers. These practices are informed by the specificities and the situations 

that emerge as a result of human interactions, the process of socialization, and the cultural 

perceptions that classroom actors hold.  

As can be noted, teachers’ knowledge stems from and develops in the social 

practices and the contexts where the teachers actively participate. It can be also said that 

knowledge of teaching practices derives from many sources, such as teachers’ education, 

their experiences in social practices and their interaction with the community: students, 

parents, and colleagues (Johnson 2009). In this sense, as Maggioli (2012) asserts, the 

sociocultural perspective has been helpful in the field of language teachers’ education in 

that it recognizes the different sources that inform teachers’ knowledge and attempts to help  

ToTs bridge the gap between theory and practice.  

It is believed that one of the teachers’ responsibilities with respect to their learning 

has to do with making connections between theoretical knowledge -what teachers are 

                                                           
8 Teachers not only learn to act accordingly in these social contexts but also make others (for instance 
students) act according to the social rules and expectations.  
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exposed to in the courses or processes of professional development9- and their knowledge 

of pedagogical practices (Johnson 2009). Following up on this author, the objective of 

teacher development should aim to help them interlink theoretical knowledge with their 

daily pedagogical practices. This is one of the arguments in this study for choosing the 

framework of ‘Participate and Learn,’ which derives from the sociocultural perspective. 

Since I as a researcher intended to learn about teachers’ pedagogical practices when they 

became aware of the category of gender through one of the courses in the Master’s Program 

for TEFL, this framework of ‘Participate & Learn’ became a tool to trace teachers’ learning 

gender-wise, that is, understanding what they do and how they reflect while they 

comprehend gender in the daily actions of their practices as teachers.  

Following up on this, teachers’ contexts become ‘epistemological sites’ where they, 

who are learners in this study, can make meanings and interpretations about the way in 

which the theoretical knowledge of the course, in this case the category of gender and their 

EFL contexts, can be brought to life in the specific situations of their classrooms and 

pedagogical practices. From this sociocultural perspective, teachers’ learning of the 

category of gender can be developed when they have the opportunity to relate the theory 

with the actual practices of their contexts in an ongoing process of observation, reflection 

on their experiences and practices; in other words, the opportunity to interlink the 

theoretical knowledge of the course with the complexity of their actual contexts and 

practices.             

                                                           
9 I refer to teacher professional development as the educational processes in which in-service teachers 
promote and support their knowledge as professional teachers. However, other scholars (see for example 
Maggioli, 2012) use this term -teacher development- to refer to either “pre-service or in-service teachers 
who engage in activities to hone their professional knowledge skills and dispositions” (P.7).     



 
 

18 
 

 Generally speaking, ‘Participate and Learn´, also known as Communities of 

Practice10 (CoP) developed by Lave and Wenger (1991) and later by Wenger (1998), has 

been a useful framework in the field of language teacher education11 since it presents a 

model of apprenticeship in which novice teachers learn to become good teachers by 

progressively participating in the activity of teaching in the physical and social contexts of 

the community of practice. From this perspective, learners become aware of their learning 

by working with other(s), ideally more experts12 (in this case ToTs) who help newcomers 

develop their understandings and ability of practice(s) of the community. 

 Although this theory offers a way of understanding of how to aid newcomers 

become teachers through engagement in the teaching practices, my interest here is different. 

I believe that this theory comprises several components that may be helpful to address 

teachers’ learning, not simply as a process of acquiring some knowledge or abilities to 

apply  to their practices, but more as a social co-construction in which teachers13 and the 

ToTs work collaboratively together in the activity of research, in order to understand their 

contexts with a gender view. In what follows, I develop some of the most significant 

components and features of ‘Participate and Learn’ or Communities of Practice (CoP). 

Such components not only serve to define the concept of learning as a phenomenon that 

teachers develop when they are involved in their practices, but also as a tool that allowed 

                                                           
10 Although ‘Participate and Learn’ is more widely known as Communities of Practice (Wenger, 1998), I will 
refer to this framework as Participate and Learn since it better highlights the qualities I would like to explain 
in this chapter.  
11 This theory has been taken up and used in many fields where the concepts of situated learning seems to 
offer an effective structure of learning a practice (Barton & Tustin, 2005) 
12 Wenger (1998) refers to experts as ‘old timers’. 
13 The term teachers, in this chapter, is used to refer to the in-service teachers who are students in a process 
of teachers’ development (in the Master’s Program in TEFL). The term ToTs will be used to refer to those 
teachers who assist in-service teachers’ learning process. These teachers belong to educational programs 
who are teachers of other teachers.  
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me to characterize teachers’ learning and interpret the necessary conditions that facilitate 

this process., The following discussion of ‘Participate & Learn’ is intended to  shed some 

light on answering e of the following questions about teachers’ learning: What features can 

be useful to account for teachers’ learning? How do teachers know if they learned what was 

needed? How do teachers deal with difficulties or the unknown?  What role does the ToTs 

have? What power relationships are produced as part of the social dynamics between the 

teacher and the ToTs? How do teachers feel throughout the process of learning? And, does 

gender add something meaningful to the teachers’ traditional understanding of their 

practices? 

The participation in the practices of the community is the first component to be 

analyzed here. There are different angles in which participation can be understood in this 

framework; for example, Wenger’s theory draws attention to different levels of 

participation - peripheral, active and core participation (Wenger, et al., 2002) - to point out 

that a person needs to progressively increase her/his participation in the community in order 

to become a legitimate member (knowers of that practice) in the community of practice. 

Yet, as stated earlier, the teachers of this study are already legitimate members in the 

communities where they function as English teachers. Therefore, the issue of discussion 

with respect to participation here connects with the objective of understanding the 

development of gender meanings in English teachers’ pedagogical practices. To do this, not 

only the English teacher’s participation in their practice counts, but in this case the ToTs’ 

participation in the task  of assisting the English teachers to see their practice with a gender 

view also counts. 
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This theory highlights the importance of an ongoing engagement within the practice 

and the members of the community, and although the ToTs is not a member of that 

community where the teacher works, she/he turns into an important person within the 

scenario of the people (community) with whom the English teacher needs to participate in 

the process of learning gender in her/his class context.  In the light of this interaction 

between the English teacher and the ToTs, it is possible for both to learn “[…] how to 

engage, what helps and what hinders; developing mutual relationships; defining identities; 

establishing who is who, who is good at what, who knows what, who is easy or hard to get 

along with” (Wenger, 1998, p. 95). In this sense, the teacher participates actively in a 

process of reflection and dialogue about what happens in her community with the ToTs 

(who should know and become familiar with the community where the teacher works). In 

this collaborative participation , these two people discover how to interact with one another 

within the specificities and the complexities of what they are trying to understand, assess 

each other’s accountabilities and set their own work agendas. 

As a matter of fact, one of the principles of ‘Participate & Learn’ is the mutual 

engagement by which participants develop an understanding of common objectives of what 

they want to learn with respect to  practice - that is, the joint enterprise - (Wenger, 1998; 

Barton & Tusting, 2005). From the socio-cultural perspective, there are some elements 

within the process of the interaction between the ToTs and the teachers that are important 

to consider here to understand the way teachers need to be assisted while participating in 

learning their practices gender-wise.  

 In this view, teachers’ learning is facilitated by the process of dialogic mediation 

which portrays characteristics that can be translated to the work between the ToTs and the 
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teachers, both who aim to understand gender as a category of analysis in their teaching 

contexts. This process is defined in the following terms:  

“Teaching as a dialogic mediation involves contributions and discoveries by learners, 

as well as the assistance of an “expert” collaborator, or teacher. Instruction in such 

collaborative activity is contingent on teachers’ and learners’ activity and related to 

what they are trying to do. The assisting teacher provides information and guidance 

relevant to furthering learners’ current goal-directed activity. Both information and 

guidance need to be provided in a way that is immediately responsive and 

proportionate to learners’ varying needs.” (Johnson, 2009, p. 63) 

Teachers’ learning depends on a joint and cooperative work with the ToTs. Hence, 

what happens in this process of dialogic mediation is not de-contextualized but on the 

contrary, the way they organize the dynamics of interaction is largely determined by those 

specificities of the teachers’ (the ones who are learning) contexts and issues of interest or 

research. Consequently, the dialogues, reflection and the orientation that teachers 

participate in are embedded in what happens to the teacher (her/his needs, difficulties, 

views, her/his questions) while she/he attempts to understand the goal- orientated activity, 

in this case, the gendered practices. An important aspect to highlight here is related to the 

actions and interpretations of the subjects involved in the process of dialogic mediation. 

These insights are based on the specific experiences that are being lived in the teachers’ 

context, so the learning is subjective, context dependent, and produced in-situ. 

To understand the way in which teachers develop their knowledge in the process of 

the dialogic mediation, it is suggested that it is important to pay attention to the role of the 

communication between the teacher and the ToTs (Wenger, 1998; Barton & Tusting, 

2005). Johnson (2009) maintains that when teachers engage in dialogues with ToTs, they 

are verbalizing14 and making explicit their understanding, or lack of understanding, about 

                                                           
14 These can be oral or written processes.  
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the issues that are being studied or analyzed in their research exercise. This process of 

verbalization is one of the most important aspects to discover teachers’ learning in this 

study . Thus, active participation in the discussions turns into the opportunity to discover 

what the teachers know (or do not know), their interpretations of what takes place in the 

classroom, in this case with respect to gender, the concepts and situations that are not clear 

or that represent a challenge for them, and what is important about the new aspects that are 

being discovered. Taking this into account, it is possible to see learning as a process of co-

construction in which both the teacher and the ToTs are making relevant discoveries of the 

practices of teaching through a collaborative activity. 

As discussed so far, the framework of ‘Participate and Learn’ suggests that teachers’ 

learning emerges from an intentional exercise of reflection in which s/he has  someone to 

discuss and analyze those aspects of  practice that the teacher is trying to understand  better. 

Within this dynamic of work between the teachers and the ToTs, there are some key social 

processes and tools which are important to recognize. The most obvious, but at the same 

time the most important one, is the use of language in the communication, the interaction 

between the teacher and the ToTs, and the construction of meanings in that communication. 

In this line of thought, language is definitely a tool that mediates the development of 

knowledge as has been argued by Vygotsky (1986) in his theory of sociocultural learning.   

Although one of the criticisms of this framework has to do with the lack of a 

language theory to understand in depth the impact on the interaction among the members of 

the community (Tusting, 2005; Creese, 2005; Rock, 2005), Wenger (1998) explains that 

language is important to comprehend not only the construction of the social dynamics, but 

also the exercise of power that is produced in the different relationships that may emerge in 
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the process of learning. This author claims that these types of relationships are complex and 

create different dynamics in socialization such as: collaboration, conflict, friendship, 

authority, despotism, and the like. Some of these types of relationships may prevent 

people’s participation in the discussions or the collaborative activity, and this could 

represent a risk in the teachers’ learning opportunities. Considering this, it useful to be 

aware of the impact that these power relations may have on the interaction process between 

the teacher and the ToTs.  

The concept of dialogic mediation comprises different components encapsulated in 

the process of the interaction between the learner (the in-service teacher) and the ToTs. A 

further element that cannot be disregarded in this framework that describes what sustains 

the dialogic mediation is connected to the matter of the negotiation of meaning. Such a 

negotiation cannot be reduced to the way in which people reach an agreement on 

something. The first thing to know about this is that meanings do not come out of nowhere; 

meanings are made on the basis of the historical and cultural ways in which practice has 

been shaped over time. In this study, the meanings are associated with the pedagogical 

practices (education) and gender. Hence, the negotiation of such meanings calls for 

acknowledging what has been historically said about gender and education. To do this, the 

discussions between the learners and the ToTs will inevitably deal with topics in which 

values, beliefs, and assumptions about gender imaginaries are made explicit, or verbalized 

through the conversations.  

Meanings related to these topics are not just personal ideas that people have but 

cultural understandings and political discourses that have been formed with respect to 
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issues such as gender equity and education, in this case. Wenger explains that there are 

some aspects of the context of practice15 that impact those negotiations:  

“Meaning is not pre-existing, but neither is simply made up […] negotiating meaning 

is at once both historical and dynamic, contextual and unique […] negotiation 

meaning entails both interpretation and action […] meaning exists neither in us, nor 

in the world but in the dynamic relations of living in the world” (Wenger, 1998, p.54).   

I find this quotation meaningful to explain the complexity of the negotiation of 

meaning; accordingly, negotiability involves recognizing that although it is important to 

orient our practices towards these historical views of the practice, meaning/knowledge can 

be negotiated, it is not fixed. In this sense, the way in which meanings are negotiated and 

re-negotiated depends on the interpretation of those historical actions in the specific 

contexts, the socio-cultural conditions in which those meanings can take place or be 

transformed. Hence, meaning making can be equated with learning; it is a process that 

involves learning through the personal experience. Put bluntly, people manage to produce 

meanings based on their interpretations of those historical discourses or understandings in 

light of the situations and the context of the practice they are living. This construction of 

meanings allows people to discover their accountability in the practice, their roles and 

possibilities to contribute to it appropriately.    

The meaning making process allows identification of the ability and knowledge that 

people gain through dialogic mediation. To do this, this theory comprises concepts that, in 

my view, are helpful to characterize teachers’ learning. As Wenger argues, the phenomenon 

of learning is not merely as a process by which people acquire knowledge or ability but, a 

process that involves the whole person, and that changes the perceptions and the actions of 

                                                           
15 In this case, the practice has to do with issues related to gender, education and the teachers’ role.  
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her/his practice. As can be noted, there is a connection between learning and the changes 

that a person undergoes; hence, this concept of learning is associated, and also equated, 

with identity since “learning transforms who we are and what we do” (p. 149); additionally, 

this author explains that “an identity is a trajectory in time that incorporates both past and 

future into the meaning of the present” (Wenger, 1998, p. 163). This means that the identity 

is not formed solely on what is happening in the current CoP, but also incorporates the 

history of experiences in the past and projects participants towards the future.  

Now for the analysis of this research study: It is important to associate this concept 

of the trajectory of learning, not only to account for teachers’ learning through their 

participation in the course16 and in the collaborative work with me, but also with the aim of 

acknowledging teachers’ gender subjectivities as something that has been shaped through 

the participation in other communities of practices (their homes, the schools where they 

were students, the friends they have had, the places where they have worked, and the like). 

Therefore, the meanings they hold as persons with respect to gender imaginaries will 

necessarily emerge as part of the participation in this study in which they intend to analyze 

their classrooms with a view to gender.  

This shows that the trajectory encompasses not only the meanings that the teacher is 

constructing at the present (about gender in her practice) but also the history of her 

participation in other communities of practice. As regards this view, it is important to 

account for the teachers’ gender assumptions and imaginaries and analyze17 them through 

                                                           
16 Identities and Language Learning 
17 To analyze whether these views prevail or are transformed in any manner in the participation of this 
research exercise. The assumption here, though, is that there may be new meanings with respect to the 
teachers’ subjectivities and their practices and roles as teachers.   
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the participation in the individual research proposal developed by the teachers as part of the 

course in the Masters in TEFL program. It is precisely in the process of the negotiation of 

meanings, through the verbalization, that teachers and ToTs will have the chance to make 

their gender perceptions explicit and how they come into contact with who they are, what 

they do in their practices as English teachers from the gender perspective, and the 

possibilities they have to contribute to the objective of gender equality from their daily 

pedagogical practices.  

This view of trajectories of learning confirms the idea that learning is not purely a 

mental and individual exercise, but a collective one which is informed by the cultural, 

social and historical understandings. Hence, the teachers’ knowledge, in this study, could 

be analyzed when teachers reflect and make their gender subjectivities explicit with the 

ToTs, and when they put them in dialogue with their roles (identity) as teachers-educators 

and the historical views of the teaching practice gender-wise18. 

Additionally, the teachers’ ability can be recognized through something that Wenger 

calls shared repertoires. They are defined as communal resources that members produce 

through the history of their practice; these resources include routines, tools, ways of 

speaking and doing things, stories, symbols, actions, and the like (Wenger, 1998;  Smith, 

2003, and Wenger, 2000). Accordingly, it is also likely that as a result of the teachers’ 

learning in this study, learners, teachers in this case, construct and draw on some repertoires 

(based on what has been said historically) that serve to re-signify their pedagogical 

                                                           
18 These views will be addressed in the following section of this chapter. 
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practices gender-wise. These repertoires should be clearly identified in the curricular 

practices explained before.    

This social theory of learning, (Lave and Wenger, 1991), embraces the different 

intellectual social perspectives that allow participants to equate learning with the identity, 

practice, meaning construction, collective work (interaction with others), and the personal 

experiences situated in the social contexts. Figure 1 presents a number of traditions coming 

from the sociology, anthropology, and educational theory, among others, upon which 

Wenger & Lave (1991) grounded this social theory of learning (Wenger, 1998).  

 

Figure 1: Taken from Wenger, (1998). Intellectual traditions 

To address the goal of this research project, it is necessary to consult these traditions 

to elaborate on some the concepts related to learning gender, gender and education, and 

gender as social practices (discourses) which can be materialized in the classrooms. Since 

gender is a category that is usually disregarded in these learning environments, I think it is 

important to address how the gap between gender and education can be bridged. To do this, 

I will bring to the fore the historical views of the concepts mentioned before, drawing on 

the views of these traditions to understand why gender is invisible, how this can be made 
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visible to the teachers’ “eyes” in their educational environments (the classrooms and the 

pedagogical practices), and what resources and views matter to help teachers raise gender 

awareness in their teaching contexts.  

2.3 Gender and Education 

 

In this section the issue of learning is still central in the analysis of the concepts; 

however, this matter will be addressed more from the point of view of what students learn 

when they attend school to understand what teachers should learn or to be aware of how to 

analyze their classrooms with a view towards gender.  In doing this, it is necessary to 

understand the school and the classrooms from the theory of the sociology of education, 

which has explained – along with research and epistemology - schooling by virtue of life in 

society (Alonzso-Geta & Sánchez, 2011).  According to this view, what happens in the 

social interaction of schools and classrooms is connected to macro social and cultural 

structures in the society (Kumaravadivelu, 1999).  One of the most influential theories that 

has served in the analysis of schooling derives from Karl Marx’s notion of production and 

reproduction in the social processes; these views have informed the terrain of education 

contending the idea that  

“[…] schools function as agencies of social and cultural reproduction – that is, how 

they legitimated capitalist rationality and sustained dominant social practices. […] 

Instead of abstracting schools from the dynamics of inequality and class-race-

gender modes of discrimination, schools were considered central agencies in the 

politics and processes of domination” (Giroux, 2006, p. 3) 

There is a twofold vision as regards schools as places of cultural reproduction; on 

the one hand, schools are not these neutral places where students simply attend class to 

learn disciplinary knowledge to improve the opportunities of progress in society but are 

sites where students learn to reproduce the status quo of dominant groups through social 
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and cultural practices. On the other hand, and from a more optimistic perspective on the 

roles of education and the school in society, if schools are these sites of cultural 

reproduction, then they could turn into the agencies to transform and improve the issues of 

social injustices through social practices in which students learn to critique and understand 

the causes of inequity. In this sense, for example, Giroux’ main contribution in the new 

sociology of education lies in not merely embracing the social and cultural reproduction of 

dominant meanings and ideologies in schools, but also in promoting the idea of finding and 

creating ways of resistance that can be brought into the classrooms to subvert and reject 

forms of oppression, domination, inequality and class-race-gender modes of discrimination 

(Giroux, 2006).  

These ideas allow us to understand that students’ knowledge in school is not 

restricted to disciplinary fields (math, languages, science), but includes cultural forms and 

meanings that are important for students’ construction as subjects in society. Such a view 

poses some challenges and questions as regards teacher education; for instance, how are the 

Schools of Education preparing teachers to face these challenges? Are teachers aware of 

their roles as educators and their possibilities to contribute to the construction of a more just 

society? Following up on this, it has been said that teachers’ education ought to prepare 

these professionals to be aware of their social responsibilities by creating critical reflections 

on the matters of education and society, as well as presenting the historical relations among 

education, culture, pedagogy and teachers’ ethics, among others (Gil, 2008). I believe that 

critical reflection on these educational matters will help teachers become better prepared to 

do their teaching practices; but most importantly, teachers will be helped to understand that 

their professional commitment is not restricted to the discipline they teach, but involves the 
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students’ human development in the current society in which we live (Giroux, 1997; 

Giroux, 2010; Gil, 2008).    

Now, earlier I pointed out that the issue of gender often passes as unnoticed within 

the social and cultural everyday actions  in the classrooms; but the possibility to discover 

gendered practices/discourses in these educational environments and the impact they have 

on students’ construction as subjects in  society increases when the teacher de-centers her 

attention on learning solely “how to” teach a given body of knowledge (Giroux, 2010), and 

when she recognizes the classroom as a social and cultural place where students are 

exposed to a wide range of gendered discursive practices and messages important for her 

students’ subjectivities. However, it is not enough to see schools as places of social and 

cultural reproduction where students “inevitably” reproduce the status quo, aspects such as 

resistance, agency and subjectivity occupy a central place where teachers have an important 

role (Giroux, 2006). Hence, to study issues related to the hidden curriculum, class and 

gender reproduction, among other matters that are being unexplored in the practice of 

education, it is important not to ignore the meaning of the human agency, subjectivity, and 

conditions of everyday experiences that mediate the interactions of learning in school 

contexts19 (Giroux, 2006). 

So far, I have discussed some visions and theories that should be incorporated in the 

way teachers understand their contexts and practices, but I believe it is also important to 

recognize, concretely, how gender can be visible for the teachers in their pedagogical 

practices. To do this, it is helpful to remember the earlier discussion about what a 

                                                           
19 These aspects will be developed in detail later on in this chapter.  
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pedagogical practice involves and teachers’ level of consciousness20 in their teaching 

practices.  In what follows, I intend to illustrate the gender construction (and reproduction) 

through the different pedagogical practices in which all teachers daily engaged in. 

However, and knowing that these views of gender in the teaching practice should be a 

concern for all teachers, I want to center this analysis on what has been said about gender, 

particularly from the field of foreign language education, since this research addresses the 

contexts and practices of English teachers, and the way in which they can learn to identify 

gender meanings and discourses (gender reproduction) in their practices.  

2.4 Gender Construction in the Foreign Language Education 
 

Sunderland (1992) argues that gender may be something language teachers could 

relate to sexist ideas that appear in materials, yet, this author also discusses other ways in 

which gender may operate in EFL classrooms practices. In this respect, according to this 

author, almost every aspect connected to learning and teaching a foreign language has been 

analyzed from a gender perspective- the use of materials, the classroom and school 

interaction, class participation, assessment, language learning, teacher and students’ 

discourses, class contents, and critical and feminist pedagogies. The emphasis, however, 

has moved from a differential view (boys different from girls) towards a more analytical 

framework that furthers the analysis to find out not only the differences between boys and 

girls but the disadvantages or social injustices that may appear in classrooms while learning 

a language (Sunderland, 2004b). The present study is affiliated with this last view in that 

                                                           
20 The level of consciousness can be mirrored in two realms: on the one hand, the intentional practices of 
the official curriculum (teachers are aware of the meanings and learnings that will be delivered through their 
practices; on the other hand, the process of the socialization (these are also pedagogical practices) which is 
delivered by the everyday interactions of the people who are situated in the classroom; these depend on the 
norms of the classrooms and the educational institutions.   
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English teachers may recognize injustices that happen to all their students, whether girls or 

boys, women or men.   

 I will illustrate three English teachers’ practices that have been widely researched in 

the EFL field and that have shown meaningful shifts in the way in which teachers should 

understand these practices from a gender perspective. I will refer to language teaching 

materials, class contents and pedagogies, and classroom interaction and participation.  

2.4.1 Language Teaching Materials 
 

Language teaching materials have undergone some important changes in the focus 

of analysis. During the 1980s and 1990s, linguistic and content analysis revealed that those 

materials presented gender bias which did not favor women’s representation as is evident in 

the following appreciation:   

“Males were over-represented […] men tended to occupy more powerful and a 

greater range of occupational jobs than did women […] women tended to be 

stereotypically emotional and were more likely than male characters to be the butt 

of jokes […].” (Sunderland, 2000b, p. 151) 

Although these analyses revealed the gender asymmetries in society, they were 

certainly useful for publishing houses and texts designers to reduce these gender 

representations in textbooks and materials. All these views had an echo in the Colombian 

contexts in EFL; for example, not long ago scholars in the field started to recommend that 

gender equality should become an important aspect to select English teaching materials and 

also recommended paying attention to the way in which these materials could bring 

discourses that subvert or endorse messages of traditional or alternative gender construction 

in the EFL classroom (Castañeda-Peña 2006 & 2008).    
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Some international studies were helpful to demonstrate that an analysis of these 

materials should not be centered only on the textbooks themselves, but rather on what a 

teacher can do with these meanings and representations (Sunderland et al., 2002). This is 

particularly enriching for English teachers in that they can become more aware of messages 

that can be reproduced in their classes (through the teaching materials) with regard to the 

traditional/ alternative gender constructions and respect for gender differences. Other 

interesting ways to explore this area of teaching materials could involve: material design 

for teaching a foreign language, the analysis of students’ consumption of gendered texts, 

and teachers’ and students’ discourses while implementing gendered material. Accordingly, 

Sunderland et al. (2002) posited a model for the analysis of teacher talk and textbook use in 

relation to gender meanings. This is helpful not only for teachers to make  the gender 

reproduction in their practices visible but it also offers new possibilities for teachers to 

conduct research with respect to gendered texts and discourses.   

  Despite the fact these gender-biased texts and discourses do not have a direct 

influence on learning a language, Sunderland (2000b) warns it is important for teachers to 

pay close attention to these meanings as they may be significant for the way students learn 

to recognize social practices outside the classroom gender-wise. Again, students’ 

knowledge in the Foreign Language (FL) classroom is not restricted to the ability to 

communicate effectively in English, but to knowledge related to culture and life in a 

society. Therefore, teachers should be aware of these classroom discourses and the 

meanings implicated in materials for teaching the foreign language in order to integrate 

discourses of gender equity in their English classes, whenever possible (Castañeda-Peña 

2008).   
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2.4.2 Content and Pedagogies 
 

In this area of language teaching practices, there are some experiences of language 

teachers who explore contents and pedagogies from a critical approach in which students 

are explicitly involved in the reflection and class discussion around themes related to, for 

example, gender identity, cultural norms and meanings of gender norms around the world,21 

sexuality, and the teaching of non-sexist language (Cohen, 2004; Saft & Ohara, 2004; 

Simon-Maeda, 2004).    

These teachers’ and researchers’ experiences are meaningful for language teachers 

inasmuch as they describe the type of strategies, objectives, and contents that were part of 

their curricula and allowed them to involve students in critical reflection and questioning 

about societal forms and cultural gender discourses or practices that create inequality in  

society. This type of praxis-orientated research suggests teachers’ awareness of gender 

issues; it also demonstrates that teachers need to engage in an explicitly careful planning in 

order to make students problematize aspects of language, culture and societal practices in 

connection to gender as a category of reflection. Language teachers have been seen as 

having to learn how to deal with these topics in their classes so as to gain confidence and 

practice with these issues (Norton & Pavlenko, 2004a).    

This critical approach adopted in ESL contexts presents more educational purposes 

than just teaching a language instrumentally. It attempts to make language learning 

meaningful to students’ lives by engaging them in dialogue and reflection about social 

injustices, such as power imbalances in society, women’s invisibility, social meanings of 

                                                           
21 This refers to how genders should act according to the social expectations in the different cultures around 
the world.   
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normative masculinity and femininity, multiple gender subjectivities, and the possibilities 

for transformation, empowerment, and emancipation. Additionally, teachers may increase 

the opportunities to promote participatory learning, validation of personal experiences and 

respect for each other’s differences (Cohen, 2004; Nelson, 2004; Saft & Ohara, 2004).   

The feature of criticality as an approach to teaching in these contexts involves 

recognizing the schools, and therefore the English language classroom, as cultural and 

social sites where different ideologies, values and positioning are being re-produced or 

contested. In this sense, these approaches are thought to be critical not only because they 

incorporate issues related to gender, race, sexuality, and ethnicity in the contexts of English 

language teaching but also because “[…] it needs a form of sociology that aims not merely 

to describe social formations such as class or gender but also to critique the ways in which 

such social formations are linked to questions of power and inequality” (Pennycook, 1999, 

p. 331). Certainly, this represents another explicit way in which teachers may create forms 

of resistance that help students become more critical and reject messages of oppression, 

domination, inequality and class-race-gender modes of discrimination (Giroux, 2006). 

2.4.3 Gendered Interaction and Class Participation 
 

On  the one hand, the issue of class participation has been analyzed from a 

differential approach; the first research studies (in the 1980s and 1990s mainly) accounted 

for gender imbalances in which girls’ and boys’ talking time presented unequal amounts of 

talk during the classes, usually providing girls/women with fewer  opportunities to talk, or 

teachers giving more attention to male students, or simply describing male dominance in 
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class interactions22 (Spender, 1982; Swann & Graddol, 1988). These studies were important 

to raise teachers’ awareness of unequal practices that could be taking place in their classes. 

Teachers who are aware of this type of class imbalances may make this phenomenon 

visible by drawing attention to class participation through observation and quantitative 

analysis. According to these authors, this is one of the aspects of gender equity that needs to 

be improved in the classrooms.   

Other studies in the foreign/second language class contexts have addressed the 

interaction among students, and between students and the teacher, and have revealed that 

girls and women “have tended to use more cooperative interactional modes of 

communication […] while boys opt for more competitive interactional styles […]. In other 

words, male students’ competitive conversational style may encourage them to practice 

power relations with their fellow classmates, regardless of their gender, more freely than 

their female counterparts” (Litosseliti, 2006, p. 78).  

More recent studies (Hruska, 2004; Baxter, 2003; Swann, 2003) have focused on the 

way(s) in which students enact their gender identities through the discursive practices in 

these educational environments; it has been acknowledged that what happens in the 

classroom or schools (the discourses that emerge in these scenarios) offer a good 

opportunity to learn how boys and girls construct their gender identities in the particular 

class circumstances. Research studies on class participation and interaction have drawn on 

language or discursive practices to analyze how males and females occupy more/less 

powerful positions that allow/constrain their interaction and participation in class (Norton 

                                                           
22 These differential treatments were not caused intentionally by teachers, which is why they were not 
discriminatory treatments (Sunderland, 2000).  
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& Pavlenko, 2004; Baxter, 2003; Hruska, 2004; Norton, 2000; Castañeda-Peña, 2008 a-b, 

2009; 2010).  

This section of this chapter has portrayed how language teachers’ practices have 

been analyzed from a gender perspective. These research studies can inform teachers’ 

practices and provide them with insights about students’ learning scope as something that 

goes beyond a linguistic development. One of the central ideas of this discussion is that it is 

through language and discursive practices that teachers and students permanently construct 

and reproduce the meanings, in this case, around gender. Teachers and students, in the 

context of the classroom, are constantly drawing on historical discourses and social 

practices to negotiate and legitimate meanings which inform students’ (and teachers’) 

subjectivities of gender; accordingly, “the meaning of gender is both socially produced and 

variable between different forms of discourse” (Weedon, 1997, p. 22).   

The idea that meaning (in this case gender) is constructed and updated in the social 

practices in which people participate in daily life, is fundamental to understanding not only 

teachers’ learning, as I mentioned before in the discussion of ´Participate and Learn´, but 

also to comprehending the ways people own meanings and discourses to construct their 

subjectivity, that is, their sense of self.  According to this view, “a person does not exist 

independently of them [discourses]; she is constituted as a person in the act of working 

within various discourses” (Talbot, 2010, p. 124). Hence, the last section of this chapter 

will present a view of discourse, useful to understand the way people unconsciously learn 

to construct their gender subjectivity in the social contexts and places they are situated. 

These insights will help to put into perspective the issue of gender construction through the 
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meanings that are produced, consciously or unconsciously, in the pedagogical practices and 

classroom contexts.     

2.5 Meaning Construction through Discourses 

 

For poststructuralist theory, the concepts of subjectivity, language, knowledge and 

power can be explained through the assumption that language is not simply a stable 

linguistic system that people draw on to reflect their thoughts and ideas. According  to this 

theory, “as we acquire language, we learn to give voice -meaning- to our experience and to 

understand it according to particular ways of thinking, particular discourses, which pre-date 

our entry into the language” (Weedon, 1997, p. 32). Hence, language cannot be seen as a 

system separated from culture and society, but is better explained as a social practice in 

which language users learn the historical discourses and construct their positions and 

interpretations about those in the social interactions and the circumstances where subjects 

are located (Weedon, 1997; Johnson, 2009).  

To view language in the form of social and historical discourses allows the theory of 

post-structuralism to contend that meanings are not fixed but are constructed in social 

reality and depend on the ways in which people think and talk about those meanings. 

Therefore, discourses are thought to be a collective action in which different forms of being 

in the world are produced and updated in social interactions (Walshaw, 2007). These 

insights of language as discourses are helpful to analyze the power relations in language, 

the construction of subjectivity, and social organization and power (Weedon, 1997).     

Michael Foucault’s theory of discourse (1972) has been used in many fields, 

including the field of education, to explain the way in which people are constituted through 
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discourses. I will draw on the concept of discourses23 not only to comprehend how they 

work within structural and social dynamics but also to portray gendered discourses 

formation (knowledge and assumptions) helpful to understand and problematize 

educational practices/contexts from a gender perspective.  

Discourses have been explained by means of a concept that Foucault (1972, 1980) 

called discursive fields; these can be defined as areas of knowledge or conceptual fields that 

constitute not only what people know about a specific social reality but what people 

determine as normal, legitimate and true in relation to that specific field. Hence, this 

knowledge is a collective understanding of the social interactions that organize and control 

the possibilities, the boundaries of what people can say and do. Scholars who have drawn 

on Foucault’s theory of discourses in the field of education have placed emphasis on the 

relation between power and knowledge in the discursive fields e.g. “[…] every individual 

and every utterance is embedded in and controlled by discursive fields of power/knowledge 

[…] Power/Knowledge is expressed in terms of regimes of truth, which are sets of rules, 

statements, and understandings that define what is true or real at any given time.” 

(Kumaravadivelu, 1999, p. 460)  

Thus, within the discursive field of the family or religion, different discourses 

related to categories such as women and men dictate appropriate forms in which the 

genders are supposed to act, be, speak, and feel in everyday social practices. These 

discursive fields comprise values and beliefs that constitute norms relating to how people 

can act according to their sex. Consequently, these fields determine what is appropriate for 

the genders and, as such, help maintain the social order (the status quo) through hegemonic 

                                                           
23 I will draw on some scholars who have used Foucault’s theory of discourses for the field of education.  
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meanings that tend to dominate and prevail in society and are assumed to be unquestionable 

truths. The system of patriarchy, for instance, has attempted to fix the concepts of 

femininity and masculinity and unify them through these hegemonic meanings which 

organize people’s lives (Weedon, 1997).  

At this point of the discussion, it is important to bring up the concepts of agency and 

resistance since subjects are not passive recipients that simply embrace the ideologies, 

meanings and values constructed historically in discursive fields. In this line of thought, 

these fields comprise different kinds of discourses, which are sometimes contradictory, and 

which offer different views, interests and positions about the same reality. These 

competitive and conflicting discourses offer ways to resist and subvert meanings of, for 

example, hegemonic discourses. Davies & Harré (1990) explain how subjects own a 

specific discourse, out of a range of discourses, and they explain this through discursive 

positioning. This can be understood as follows:  

“[…] discursive practice lies in its provision of subject positions. A subject position 

incorporates both a conceptual repertoire and a location for persons within the structure 

of rights for those that use that repertoire. Once having taken up a particular position as 

one’s own, a person inevitably sees the world from the vantage point of that position and 

in terms of the particular images, metaphors, story lines, and concepts which are made 

relevant within the particular discursive practice in which they are positioned.” (Davies 

& Harré, 1990, p. 48) 

From this perspective of discursive positions, it is important that teachers who wish to 

understand their practices from a gender perspective recognize the competing discourses that 

exist around this field. For example, the term gender may include different competing 

discourses: on the one hand, discourses that are grounded in the biological assumption of 

male and female differences, by which gender is defined “as the social and psychological 

difference that corresponds to that divide, elaborates it, or is caused by it […] Dichotomy and 
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difference are the substance of the idea. Men are from Mars, women are from Venus” 

(Connell, 2002, p.8). This concept leads us to understand, as this author points out, that 

femininity and masculinity are opposed, fixed, and unitary in form; many social imaginaries 

about women and men have configured what femininity and masculinity should be like 

(according to a dominant social order). This type of discourses categorizes femininity and 

masculinity based on hegemonic meanings, values, and beliefs that derive from the 

patriarchal system.  

On the other hand, there are other competing discourses that reject the idea of a fixed 

‘biological base’ to account for the social processes of gender e.g. “Psychological research 

suggests that the great majority of us combine masculine and feminine characteristics, in 

varying blends, rather than just being all one or all the other” (Connell, 2002, p. 5). From this 

position, individuals may identify womanhood and manhood as flexible and not fixed, and 

therefore they may take the position of these concepts from the framework of multiplicity; 

these discourses of multiplicity promote the idea that “there is not a particular masculinity, 

but masculinities; and there is no single femininity, but femininities […]” (Castañeda-Peña, 

2009, p. 25).  

When a person adopts a specific position among a wide range of positions (discourses) 

available with respect to a social reality or object, she/he does so depending on her/his 

knowledge of other discourses on the topic (competing discourses), and her/his experience 

about the issue or social reality in question, as well as her/his views on what is considered 

appropriate. So, the different discursive positions that a person adopts is the result of 
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her/his participation in social practices of the community (ies)24 and her/his interaction with 

others; hence, that is how people come to know about the different competing discourses.  

This shows the extent to which subjects have their own certain discourses and social 

positioning. Clearly, these discourses offer people a range of positions for their 

subjectivities and the construction of the self. One of the key ideas for teachers who are 

learning to use to gender as a category of analysis in the classrooms is that these issues of 

the students’ subjectivities and the construction of the gendered self are carried out in 

“webs of interlocutions […] interacting with significant others (our “conversation 

partners”) in the community (ies) that we are situated in […]” (Taylor 1989, as cited in Lin, 

2008, pp. 202-203).  Hence the importance of teachers becoming more conscious of, for 

example, discourses of gender multiplicity and social practices based on the equality and 

the value of the respect for differences, which are some of the values and discourses on 

which we, as teachers, need to base our teaching practices and experiences 25. Hence, it is 

important that teachers learn to recognize that:  

“if language is the primary medium mediating the construction, deconstruction , and 

reconstruction of identities, then perhaps educators can explore ways in which language 

can be creatively used to provide more fluid discursive resources for students to achieve 

new, multiple ways of understanding themselves - to create new languages of self-

understanding in more multiple, positive and empowering ways” (Lin, 2008, p. 215)           

To know how discourses work and the impact they have on students’ subjectivity, it is 

relevant to mention the issues of agency and resistance that teachers can adopt when 

interpreting their classrooms from the perspective of language, power, agency and 

subjectivity.  

                                                           
24 Let’s take as examples the family, the school, the church, our friends, and the like.   
25 This has been also stated in the Colombian Law of Education- Law 115- Article 5.    
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So far, I have argued that subjectivities or the sense we build of ourselves and others 

comes about from the flux of meanings provided by a whole constellation of discourses 

that, at one time or another, compete for our attention (Walshaw, 2007). I have also pointed 

out that discourses are historical and have been constructed on the grounds of the social 

understandings of culture and the expectations or tacit norms that subjects are supposed to 

meet socially in a specific discursive field. Likewise, I have explained that the possibilities 

and the limits of being, acting and participating in the world are not fixed or simply 

imposed on people; discourses can vary depending on the different historical discourses 

that are available to  people. Within this view, agency and resistance are part of how people 

may contest and re-signify their subjectivity by acknowledging other discourses, which are 

usually dismissed and ignored by hegemonic systems of meanings (Weedon, 1997).  

Although schools have been claimed to be important sites for the construction of gender 

subjectivities (García, 2004; Lin, 2008), gendered discursive practices usually pass 

unnoticed or hidden and influence the subtle dynamics of everyday school life. Perhaps 

teachers can be more aware of these discourses when they understand how discourses work 

and why they are powerful.  

If one takes many of the meanings implied in gendered discourses are taken for granted 

or naturalized, and seem to be based on common sense and so do not need to be questioned 

or changed because they are “normal”. The process of normalization, one of the 

characteristics of discourses, operates in discursive practices and acts as a ‘natural’ effect of 

human logic, presenting these ideas as neutral and not causing any harm; subjects maintain 

the natural order (the status quo) of life by means of discourses which make up  the regimes 

of the truth, the norms, and the knowledge that are legitimate in the community (Usher & 
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Edwards, 1996; Walshaw, 2007). The problem with this process of normalization is that 

when individuals do not meet the standards or the criteria of these regimes of truth, this 

causes disgust and judgment (Usher & Edwards, 1996).  Consequently, what we teachers 

should learn in order to make these gendered discursive practices visible is to de-naturalize 

and problematize the everyday discourses and practices by which beliefs, meanings and 

values of the genders are normalized and embraced in the day to day life in the 

classroom/school26. 

Foreign language classrooms are also social places where classroom practices, the 

school culture, and discourses structure particular ways of being and acting in relation to 

categories such as gender (and also race, class and other features of identity). Accordingly, 

teachers who learn to be aware of the ways in which gender operates in their classrooms’ 

contexts have the possibility of positively impacting students’ subjectivities and 

contributing to their students’ human development, their knowledge and positioning in the 

world27 as well as their students’ possibilities as learners (Hruska, 2004). 

I will finish this chapter by presenting the insights and discourses that this study is 

affiliated with in respect to the concept of gender, and gender and education.    

2.6 Gender as Discourses Materialized in Bodies 
 

Having incorporated the concept of discourses helps position gender as a discourse that 

has an effect of power on bodies. From this postmodern view, gender is not a fixed attribute 

of a person but a social construction mediated by the historical discourses and the cultural 

                                                           
26 Meanings related to other categories of the subjects’ identity such as class and race are also produced in 
these social dynamics of school life.  
27 This refers to students’ interpretations of the discourses as women and men. 
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practices that inform our bodies in the specific contexts in which people are situated. 

Following up on Foucault’s work, Butler (1990) sees gender as bodily acts by which 

different cultural meanings, historical discourses, are performed. Butler states that “There is 

no gender identity behind the expression of gender; that identity is performatively 

constituted by the very “expressions” that are said to be its results” (Butler, 1990, p. 25). 

She highlights the importance of understanding the body as a site in which multiple cultural 

discourses and practices are embodied by the subjects according to their actual contexts and 

the relationship with others. Within this perspective, gender is “a product of social doings, a 

system of culturally constructed relations of power, produced and reproduced in interaction 

between and among men and women” (Pavlenko & Piller, 2001, p. 22).        

   According to this view, gender has been shaped and consolidated historically 

through different conscious/unconscious discourses and cultural practices by which 

subjects accept or resist different positioning in relation to the gender identification.  

“Discourses of identity and difference take many competing and often contradictory 

forms. […]. They constitute our subjectivity for us through material practices that 

shape bodies as much as minds and involve relations of power. Some discourses, and 

the subject positions and modes of subjectivity and identity that they constitute, have 

more power than others.”  (Weedon, 2004, p. 18) 

From this quotation, it can be seen that the issue of power is understood in connection 

to discourses, since there are some discourses that carry more weight or power than others. 

For instance, in the patriarchal system, the discourses and practices that come up point to and 

determine essentialist and deterministic tacit norms and values by which men and women 

should exist, act and live. From this perspective, gender is not naturally given but socially 

and culturally determined. In this sense, it can be argued that it is not possible to think of 

gendered subjects without the discourses of gender that circulate within social contexts; these 
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discourses not only position subjects or organize their lives, but allow people to resist or 

reject their meanings. That is why subjectivities are not fixed, they can change through the 

social situation in which people participate. Thus, discourse is presented as a site of struggle 

by which individuals maintain/transform social and power relations, values and identities, as 

well as the means to challenge routine practices in their social contexts and contribute to 

social change (Litosseliti, 2006).      

It is common to find gendered discourses in our culture, in social sites, such as schools 

and classrooms, that comprise fixed images and meanings of the bodily differences between 

women and men that justify the social processes of gender, but this dichotomy does not leave 

room to think of bodies in a different way that does not involve a binary and rigid view. 

However, things are not so cut and dried; as Connell (2002) demonstrates through her 

writings. Many people combine masculine and feminine characteristics rather than just being 

all one or all the other.  This well-known author argues that “gender arrangements are thus, 

at the same time, sources of pleasure, recognition and identity, and sources of injustice and 

harm” (p. 6). Thus, the field of education and particularly teachers need to be concerned with 

questions such us: What can they do about difference? How can they help students to critique 

or resist hegemonic messages which justify and cause gender inequities? How can they 

contribute from their daily practices to the goal of gender equity in education?  

To understand gender inequities in education and the possibilities for 

transformation, it is important not only to be aware of dominant meanings that reject 

difference, but also to understand that performances of masculinities and femininities can 

be interpreted or enacted in multiple ways in social contexts and in the relationship with 

others, the negotiation of the meanings in the culture or simply because “bodies have 
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agency and bodies are socially constructed”28 (Connell, 2002, p. 47).  Then, I consider it 

pertinent for the field of education to think of gender from the perspective of “discourses of 

multiplicities” (Castañeda-Peña, 2009); this allows us to recognize that gender 

constructions cannot be reduced to two realms: masculine and feminine. This pluralistic 

vision of discourses of multiplicity promotes the idea that “there is not a particular 

masculinity, but masculinities; and there is no single femininity, but femininities […] both 

masculinities and femininities constitute and reconstitute subjects establishing permanently-

changing asymmetrical relationships in contexts where they participate.” (Castañeda-Peña, 

2009, p. 25). I believe that to understand gender as ‘discourses of multiplicities’ helps 

address gender polarity that is materialized by the normalization of differential discourses 

and the endorsement of tacit ideas that cause gender inequalities (Mojica & Castañeda-

Peña, 2017). In other words, this can be avoided by centering our understanding of this 

category from a dualist and essentialist view of male/female, masculinity/femininity or 

girls/boys, which favors the production of deterministic and hegemonic connotations of 

how the genders “should” be or act. 

If it is true that many historical discourses have portrayed girls/women in positions 

that are less empowering and in conditions of inequality, to adopt a gender view in the 

educational scenarios calls for a more inclusive view that draws attention to all the genders, 

and not only girls/women, and the relationships that come about as a result of the social 

actions in classrooms. Therefore, this study is concerned with the gender perspective that is 

described in the following quotation:  

                                                           
28 This implies that there are multiple ways in which bodies can be involved with what people do in their 
everyday lives (social practices).  
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 “[…] the analysis and the attempts for a positive and equitable transformation in 

gender relations do not constitute an exclusive matter of women; instead, they involve 

society as a whole. In other words, such a perspective demands de-centering the focus 

of study on women in order to address broadly and specifically the processes by which 

gendered difference are produced; this involves not only women and men but also 

transgender people.” (García &Muñoz, 2009, p. 137). [my translation] 

Finally, I would like to add that positioning gender according to  the frameworks 

that I have used here poses the idea that if this is a category that is socially and culturally 

constructed, then as members of a society, and particularly referring to the role of the 

teacher, ole, it is possible to start addressing and transforming those discourses and 

practices that lead to  gender inequities not only in women but in the relations between and 

among the genders. 

In the next chapter, the reader will have an explanation of the methodological 

decisions that shaped this research study. The methods I drew on here account for the way 

in which knowledge is produced; therefore, there is also an epistemological congruence 

between the theoretical and the methodological frameworks in this study.  
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CHAPTER THREE: METHODOLOGICAL FRAMEWORK 

 

3.1 Introduction 
 

The purpose of this study was to research the contribution of a gender perspective to 

the practices and the contexts of English teachers, through dialogue with and among 

English teachers, while also including the researcher´s perspective. The decision was made 

to employ the multiple case study method, based on the notion that:  

“Qualitative understanding of cases requires experiencing the activity of the case as 

it occurs in its context and its particular situation. The situation is expected to shape 

the activity, as well as experiencing the interpretation of the activity (Stake, 2006, 

p.2).  

As the aim  of the study was to understand the English teachers’ interpretation of 

their experiences as they made sense of the gender perspective within their particular 

contexts and practices,  this was  conceived as an interpretative multiple case study in 

which my voice and interpretation as  researcher was intertwined with the teachers’ 

interpretations of carrying out a small-scale research project, assisted by a Teacher of 

Teachers (ToTs)  (myself), in the framework of a course with an emphasis on gender and 

ESL contexts. As such, the study was not focused on what happened in the course -the 

classes, or the way students responded, instead, it sought to understand what occurred in the 

teachers’ practices when they became aware of gender issues through the development of a 

small-scale research project.  

To understand how this research was carried out, it is relevant to state what initiates 

this study to explain the decisions I made as a researcher. To do this, Stake (2006) 

recommends considering the notion of ‘issues’ which are preliminary concerns, problems 



 
 

50 
 

or tensions that help the researcher start reflecting critically about what is needed to be 

studied with respect to the particular activity.  

This study started with the identification of a situation that I observed in a research 

project I conducted when I was an English teacher29 in a school in Bogotá. Although it was 

not part of the objectives of the research study I was doing, I noticed an aspect related to 

gender in the class participation that emerged when I was collecting the data in the English 

class I was teaching. Even though I reported this observation in the final research paper, the 

issue passed unnoticed in my action and reflection as an English teacher. Eventually, when 

I began to think about developing a meaningful research study for my doctoral dissertation, 

I became interested in exploring this issue in more depth. Hence, I wondered: What would 

have happened if I had been a teacher familiar with the analysis of gender in 

teaching/learning contexts? Would this analysis have provided me with knowledge that 

informed my teaching practice? Would a gender analysis have helped me improve this 

issue of class participation? Does this issue affect the students or the relationships I had 

with them in class? If so, how? These questions led me to consolidate three preliminary 

issues to develop in this study:   

1. How does an analysis of gender in teaching/learning contexts inform the 

practices and the contexts of English teachers? 

2. How can English teachers incorporate this analysis into their daily teaching 

practices or settings? 

                                                           
29 I taught English to children in a non-formal education course in a school in Bogotá.  
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3. Can English teachers improve their teaching practices and learning 

environments to some extent if they are familiar with a gender perspective? If 

so, how? 

These three preliminary issues, presented as research questions here, could not be 

answered unless English teachers were formally introduced and became familiar with the 

category of gender in their teaching and learning contexts. As mentioned in Chapter 1, 

Teacher Education, including Language Teacher Education, does not involve preparing 

teachers towards the goal of helping question and change the values, discourses and 

practices that cause gender inequity, segregation, or stereotypes. Consequently, this 

hindered the possibilities of understanding how the analysis of gender in teaching/learning 

contexts could inform the practices and the contexts of English teachers.      

To be able to carry out the study, it was necessary first to involve in-service English 

teachers in a pedagogical process, a course with a gender orientation in ELT contexts, 

where STs could relate gender to their daily teaching practices and contexts, and raise 

awareness of gender issues in the English classroom. The possibility of proposing and 

implementing this course was materialized in a Master’s Program in Applied Linguistics in 

Teaching English as a Foreign Language (TEFL) in a public university in Bogotá. I would 

like to emphasize that without this course, I would not have had an opportunity to carry out 

this research project; but the course is not the focus of study here. Rather, it provided me 

with the opportunity to continue reflecting critically upon the preliminary issues and how to 

turn them into research questions.  
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Having participated as one of the teachers of this course30, I became more interested 

in exploring the issue of teachers’ learning about this perspective and what it meant for 

their professional practices and classroom environments. Thus, the matters related to 

learning were narrowed down. I wanted to know what STs learn about the gendered 

practice -to understand what STs did and how they reflected upon it while they came to 

grips with gender in their practice as teachers, and how they learned this. This was 

accomplished through a small-scale research31 project assisted by a ToTs32 in their teaching 

contexts.  

The two principal research questions that guided this study are as follows:  

1. What do English teachers learn about the meaning of a gendered practice in the 

framework of a gender-oriented course in their English teaching education? 

2. How do English teachers learn to incorporate their gender awareness into their 

teaching practice?  

The metaphor of the open door in Figure 2 represents the meaning of the course within 

the design of this research.  Thus, the course opened the possibility to find the STs, the 

cases, and study the issue of teachers’ learning about gender within their own teaching 

contexts. As it is shown in the figure 2, this research is framed not only in the methodology 

of Multiple Case Study but also in the Participatory Action Research (PAR). This chapter is 

divided into two parts. The first section addresses why these two methodologies are used 

and in combination, and the ways in which these determine the research design process, 

                                                           
30 I will refer to myself as a ToTs in this study.  
31 The small-scale research is a task proposed within the Identities and Language Learning course. 
32 I was the ToTs who assisted them in their small-scale research experiences.  
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throughout the selection of the cases, use of the instruments, the collection of data and its 

interpretation, and in the raising of ethical issues. The second section provides the reader 

with a short description of the gender orientation course, Identities and Language Learning. 

This is helpful for understanding the origin and the objectives of the collaborative work 

(Figure 2) between the STs and the ToTs. I would like to call the readers’ attention to the 

information about the course, in particular the description of the tasks, which are relevant to 

the selection of Participatory Action Research (PAR), one of the principal methods in the 

design of this study.      

  

  

3.2 The Course: Identity and Language Learning 

 

General description:  

This was an optional course offered bythe Master’s Program for English-Language 

Teachers in a public university in Bogotá, Colombia. It was designed and taught over 15 

Figure 2:  Research Design 
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class sessions33 in the second semester of 2014. Although this Master’s program includes 

coursework related to social and cultural issues within the components of what in-service 

teachers should know, this was the first time a course with a gender orientation was to be 

offered in this post-graduate program.    

The participants: A total of 18 students, in-service English teachers (STs), who 

attended this Master’s program registered voluntarily to take this course. I will describe this 

group of STs more in detail later in the selection of the cases.  

The other participants were two teachers who were responsible for the design and 

implementation of the course. I will refer to them here as teachers of teachers –ToTs- 

(Magioli, 2012)-. Only one of them, was formally responsible for the optional course, as he 

was an Assistant Professor in this public university. This professor had done his PhD 

research on gender in the context of EFL Preschool Education34 and his research interests 

included gender identity and bilingualism.  He is one of my doctoral thesis supervisors. 

I was the other teacher who supported and participated in the process of the design 

and implementation of the course. I did not belong to the teaching staff of this public 

university, but I was introduced by the Assistant Professor35 as another teacher of the class, 

so that I was recognized by the STs as such. This experience of having taught the course 

together provided us with a meaningful learning experience as ToTs in the field of 

Teachers’ Professional Development (TPD).36     

                                                           
33 Each session lasted 3 hours of class.   
34 Castañeda-Peña (2008a). 
35 He was also the coordinator of the Master’s Program at that public university in Bogotá.  
36 See Mojica & Castañeda-Peña, 2017 to learn about the experience of having taught this course.  
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Teaching approach:  As explained in Chapter 2, the way in which learning is 

viewed here corresponds to the vision of “participate and learn” or Communities of 

Practices (Wenger, 1998; Johnson, 2009; Maggioli, 2012) – derived from the sociocultural 

perspective; these frameworks informed the methodology of this course. The teaching 

approach aimed at generating a situated reflection on STs’ contexts and their teaching 

practices. This was reflected in the tasks proposed for this course.  

 General objectives: The course aimed at raising gender awareness and enabling 

STs to relate this to their teaching practices and contexts. To do this, we planned to achieve 

the following specific goals: 

1. To identify different ways in which gender had been tackled in ELT contexts. 

2. To reflect upon the readings and relate them to STs’ particular teaching 

scenarios. 

3. To find out about research studies that allowed STs to identify how the category 

of gender had been analyzed in the teaching practice and why it had been 

important. 

4. To identify and apply approaches, concepts, or reflections generated in the 

course to have STs understand their teaching environments from a gender 

perspective. 

Tasks: Beyond the STs´ active participation in debates and oral presentations, we 

wanted to propose two central activities to achieve the goal of situating STs’ gender 

awareness in their teaching contexts.  
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1. A journal in which STs observed their classes with the purpose of 

raising questions and/or problematizing those observations in the light of gender 

in the educational scenarios.  

2. A small-scale research project in STs’ classroom. STs could do this 

exercise either by choosing a topic of the content of the course program (see 

Appendix 1) that seemed interesting to them, or by using information or aspects 

emerged from their journals –Task 1- that were important, and meaningful for 

them as researchers; STs used research techniques to collect data (interviews, 

class observations, and video-recordings). At the end of the process, STs were 

expected to problematize aspects of their classes from a gender point of view 

and share their small-scale research projects with others in class. 

It is important to mention here that STs were autonomous with regards to what they 

wanted to tackle in their small-scale research projects, and the extent to which they wished 

to inquire37 . Thus, for example, if STs wanted to carry out a short analysis on an issue 

identified in their class, they could do this; likewise, if the STs were interested in collecting 

more data (not only related to one event) and to generate more in-depth reflections or 

findings, then they were free to do this as well.  

To support this small-scale research task, the course-the ToTs offered personalized 

tutoring sessions for those STs who wished to have some guidance in the practical tasks 

proposed in the course.  

In this point of the course, I selected the STs who would be the cases of this study. 

(In the section entitled Selection of the cases, I will this explain in detail). The nature of the 

                                                           
37 This refers to the scope of what STs were willing to do in their small-scale research.   
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second task, the small-scale research project, implied that STs were going to be researchers 

in their own teaching settings and this opened up the possibility for me to hone in on these 

STs’ learning, so I offered to assist them while they conducted their research. This is a key 

point to understanding why this research is not only a multi-case study but also PAR. This 

will be explained in the following section.    

Contents: Gender has been an issue of interest in the field of education; 

nevertheless, as teachers of the course, we attempted to focus this perspective on the 

particular area of foreign language learning/teaching. This program sought to show STs that 

gender has been an important issue in ELT contexts, and therefore English teachers should 

also be concerned with these matters as part of their responsibilities as language educators. 

The contents were organized in four areas of the teaching practice: Gendered interaction 

(classroom interaction, class participation, femininities and masculinities in EFL contexts), 

language teaching materials, class contents, and Critical Feminist Pedagogy (CFP). 

Furthermore, the use of short videos, documentaries, and international and local research 

reports were part of the material used in this optional class (See Appendix 1).  

Assessment: All the STs’ products, written and oral productions, generated as part 

of the reflection of the course were considered in the STs’ assessment. The written 

productions were taken as sources of information for this research38. Thus, products such as 

the final report of small-scale research projects, written reflections - logs, STs’ class 

observations – the journals, and their active participation in debates and presentations were 

part of the course evaluation.  

                                                           
38 Only the productions that belonged to the STs who participated in this research study were taken into 
account; I got the STs’ consent do use this information.  
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3.3 Multiple Case Study and Participatory Action Research (PAR) 

 

I started this chapter stating that teachers’ learning – the knowledge construction in 

this research- was going to be documented by “experiencing the activity of the case as it 

occurs in its context and its particular situation” (Stake, 2006, p. 3). However, this 

“experiencing of the activity of the case”, in this study, is a process that involved not only 

the researcher that interpreted the situations of the cases, but also the STs, the participants, 

who became researchers in this study.  

As stated in the section of the description of the course, through the tasks of the 

small-scale research project, the ToTs expected that the STs´ learning of gender in their 

teaching practices would occur. Since it was in the development of this task where 

teachers’ learning was supposed to happen, I needed to account for this process to be able 

to carry out this research. I decided to do this by participating in it, as was stated in Chapter 

2 when I talked about STs and ToTs dialogic mediation. Thus, my participation in this 

study not only involved observing how things occurred, to report them here, but assisting 

and participating with the three STs selected for the case studies, in their small-scale 

research projects on gender and their teaching contexts (I called this the collaborative work 

in the Figure 2). Within this view of a collaborative project, PAR promotes knowledge 

production based on the participation and collective learning of those engaged in the 

process (Small, 1995; Hall, 1993; Calderon & Cardona, 2014). That is why Figure 2 shows 

that learning here is co-constructed, that it is the STs’ and the ToTs’ interpretations of 

“experiencing the activity of the case”. Consequently, these features of positioning STs as 

researchers, along with myself, and recognizing both interpretations, as we experience the 
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activity of the case, turned this study into a participatory action research and a multiple case 

study for which three cases were selected.      

In this part of the chapter, I will explain the ways in which these two epistemologies 

are congruent and compatible. To do this, I will emphasize three characteristics that can be 

found in both PAR and Multiple Case Study methodologies, which are as follows:  power 

relations, the role of transformation(s) as a result of the reflection, and the construction of 

knowledge. I will do this not only by defining these characteristics proposed by experts in 

these methodologies, but also situating the methodological dynamics that took place in this 

research.    

As mentioned above, the researchers or participants work collaboratively in the 

research activity. This feature of “sharing ownership of research projects” (Kemmis & 

McTaggart, 2005, p.273) situates this study as a PAR, grounded on the following notion: 

 “(…) an emphasis on changing the role of the researcher from director to facilitator 

and catalyst. Through a process of mutual learning and analysis, which takes part 

through research rather than at distinct stages, people are brought into the research 

as owners of their own knowledge and empowered to take action.” (Cornwall & 

Jewkes, 1995). 

This quotation is helpful to analyze some ideas in relation to the compatibility 

between these two methodologies. PAR is epistemologically congruent with the Multiple 

Case Study39 in that both approaches emphasize that the participants’ learning is mutually 

produced in the research activity, and within this process, participants co-construct 

                                                           
39 PAR and Multiple case-studies have been used by other researchers in their studies as this combination 
provides good opportunities to “effectively collaborate with participants during cross-case analysis of a 
multicase study” (Fletcher et. al., 2015, p. 2).  
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knowledge as they experience the activity of the case. Here knowledge is constructed 

taking into account both the STs’ and the ToTs’ insights and interpretations of the case.    

This describes the power relations between the participants and the researcher. On 

the one hand, there is a shift in the researcher’s role - from director to facilitator and 

catalyst. This approach breaks with traditional paradigms in which the researcher, the 

“expert”, is the one who produces knowledge and analyses the data during the course of the 

research (a top-down approach); in other words, “it is not research done ‘on’ others” 

(Kemmis & McTaggart, 2005, p.283) but one done ‘with’ others. PAR is characterized by 

the fact that “Researchers become learners and facilitators, catalysts in a process which 

takes on its own momentum as people come together to analyze and discuss” (Cornwall & 

Jewkes, 1995, p. 1668). 

In this sense, and reflecting on my role and participation in each of the cases, I see 

myself as both a learner and a facilitator. I was a learner in that it was the first time I 

assisted other STs in understanding gender in educational scenarios. I was a facilitator in 

that I promoted points of analysis and discussion to help STs discover knowledge, insights 

and interpretation that perhaps were not evident at first sight, but throughout our 

conversations, the process of verbalization (as explained in Chapter 2), became evident for 

both of us. The figure of a facilitator is also an issue which scholars of case study 

methodologies have reflected on “Teaching didactically, the researcher teaches what he or 

she has learned. Arranging for what educationalists call discovery learning, the researcher 

provides material for readers to learn, on their own […]” (Stake, 2005, p. 454). This role of 
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facilitator can be evident in many of the protocols40 (see Appendix 6d and 6e) I designed to 

facilitate the analysis of the issues that were researched. I also assigned STs with readings 

to help them understand and guide them through the process of learning or understanding 

what was unclear or new for the STs.   

On the other hand, the issue of the treatment of power relations in these two 

epistemologies can be analyzed from the point of view of the participants, in this case the 

STs, when they take control of the research process (Hall, 1993). On this matter, PAR 

points out that it is important to know “who defines research problems and who generates 

analyses, represents, owns, and acts on the information which is sought” (Cornwall & 

Jewkes, 1995, p. 1668). As I mentioned in the description of the course tasks, carrying out a 

small-scale research project was a flexible task in that it allowed STs to take control on 

what they wanted to explore in their projects, and more importantly, on the scope –that is, 

how far they would be willing to do/go in the data collection and analysis, and the depth of 

their reflections. The reader will be able to identify through the description of the cases, in 

Chapter 4, the level of autonomy that STs had in the development of their research projects. 

In my role of a ToTs, I think I was careful not to fall into imposing on STs to do certain 

things. I believe that in the process of our conversations, we, the STs and I, discovered what 

was important to take into account, and what was necessary to do in order to better 

understand or to resolve a problematic issue. I also noticed that STs defined what they were 

interested in doing, as well as what they did not want to do or get involved with during the 

development of their studies41.   

                                                           
40 These are some of the sources of information (research instruments) I drew on for the analysis of the 
cases.   
41 This is reported in each of the cases.  
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In my position of ToTs, somehow the STs saw me as an “expert”42 -someone who 

could understand their problems, difficulties or challenges in relation to the theme of 

gender. Hence, through the conversations, STs could count on someone that really 

understood what was going on in their contexts, what they did not understand or the 

difficulties they experienced with respect to the objectives of understanding gender issues 

in their practices. Thus, the relations of power involved in these two methodologies posed a 

dynamic of power-sharing, recognizing each other’s contributions and roles, and above all, 

seeing power working more from a bottom-up direction (Hall, 1993).   

The second characteristic I would like to highlight here, has to do with the issue of 

how the participants, the STs, discovered in their reflections ways to transform their social 

practices in which they were daily involved as teachers. This characteristic is closer to the 

objectives of PAR than those of a multiple case-study, but this characteristic does not make 

these two methodologies incompatible (Fletcher et al., 2015). In the exercise of 

understanding why PAR is participatory, scholars have claimed that all participants 

become engaged in a process of self-reflection that leads them to be critical with respect to 

their own actions, and their relationships in  interaction with others in the actual practices 

that are being analyzed: “Participatory action research engages people in examining their 

knowledge (understandings, skills, and values) and interpretive categories (the ways in 

which they interpret themselves and their action in the social and material world)” 

(Kemmis & McTaggart, 2005, p.283). This is one of the most important features of this 

                                                           
42 As a teacher of the course, and acknowledging that it was my first time implementing a course with a 
gender orientation, I think I did not feel as an expert. As a matter of fact, during these dialogues with the STs 
(this includes the three cases of study of this research), there were times in which I felt uncertain or I did not 
have control on what to do, or how to advice STs, as they perceived me as person with experience with 
regards to gender and EFL contexts.    
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approach, from my point of view, as it facilitates the understanding of why PAR is 

characterized as a methodology that generates transformations or changes that should 

improve the social practices that are being researched. It is evident that those 

transformations emerged as part of the reflection, knowledge and learning gained through 

the research study carried out. Thus, as Cornwall & Jewkes (1995) assert, participants who 

engaged in the research become the “owners of their knowledge and are empowered to take 

actions”. These actions can be materialized as described here:  

“It is a process in which people deliberately set out to contest and reconstitute 

irrational, unproductive (or inefficient), unjust, and/or unsatisfying (alienating) ways 

of interpreting and describing their world (e.g., language, discourses), ways of 

working (work), and ways of relating to others (power).” (Kemmis & McTaggart, 

2005, p.282) 

To situate this issue of transformation in this research, I think it is important here to 

recognize, as a researcher and participant, that the collaborative work between the STs and 

ToTs did not start with an explicit agenda that aimed to transforming STs’ practices. I think 

it was more a natural action, as Cornwall & Jewkes (1995) assert, in which STs discover in 

the process of self-reflections that in their classrooms social beliefs, values, views of gender 

relations and the meaning of gender were being constructed and validated.  In cases where 

the values transmitted did not correspond to values of gender equity or respect for 

difference, the STs engaged in transformative actions of their practices (such as in their 

discourses) as a result of their learning process.  

The third characteristic of these methodologies is related to the construction of 

knowledge or how researchers and participants create new meanings. The next notion helps 

to understand this matter:  
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“Qualitative case study calls for the examination of experience in these situations. 

[…] qualitative research is based on a view that social phenomena, human 

dilemmas, and the nature of cases are situational. The study of situations reveals 

experiential knowledge, which is important to understanding the quintain43.” (Stake, 

2006, p. 12, in Lincoln & Guba, 1985)” 

Researchers need to live or experience the natural situations that happen  in  social 

contexts. Hence, I think it is important that the ToTs become familiar with the people 

whom the STs interacts with in their daily teaching practice. This was a key aspect in which 

I, as one of the ToTs, had the opportunity to get to know their contexts. I visited the STs’ 

classrooms and institutions, I helped them collect data for our research, and I even got to 

know first-hand their students and the complexity of the situations that STs experienced 

while they conducted their research. This provided us with opportunities to have more 

connected and meaningful dialogues since I also experienced the activities of the cases, 

thus, I could contribute to the issues that were being analyzed.  

As discussed in Chapter 2, learning occurs within the process of communication 

between the ST and the ToTs.  The case-study also highlights the importance of 

participants’ communication, the interpretation of the experiences lived and the 

construction of intersubjective meanings that are produced in the exercise of the research 

(Stake, 2010). Likewise, PAR underscores the importance of these features in the 

understanding and the production of experiential knowledge.   

“[…] participatory action research opens communicative space between 

participants. The process of participatory action research is one of mutual inquiry 

aimed at reaching intersubjective agreement, mutual understanding of a situation, 

unforced consensus about what to do, and a sense that what people achieve together 

will be legitimate not only for themselves but also for every reasonable person (a 

universal claim)” (Kemmis & McTaggart, 2005, p. 296). 

                                                           
43 This is a term coined by Stake to referred to the phenomenon of study.  
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Accordingly, these two methodological approaches point to an epistemology that 

seeks to understand the reality that is being researched, by constructing and making explicit 

subjective meanings generated as a result of the participants’ mutual interaction in the 

actual situations and contexts that are being studied. This is one of the major features that 

characterizes case studies and PAR.  

As a matter of fact, the strongest criticisms of qualitative research lie in the lack of 

objectivity, and the emphasis on assumptions of participants’ interpretations. Conversely, 

qualitative researchers position subjectivity and its interpretation as a fundamental 

component within the development of the research (Stake, 2006).  Consequently, I would 

argue that it is important to recognize the participants’ subjectivity and interpretations in 

the analysis of each of the cases presented in this study.   

An aspect that I have not addressed so far has to do with understanding the 

definition of a case study. Merriam (1998) has asserted that “they are intensive descriptions 

and analyses of a single unit or bounded system” Merriam, 1998, p. 4). In the field of 

education, that single unit or bounded system can be a teacher, a student, a school, a 

program, or a specific situation that can be observable (Stake, 2006). In this study, the cases 

correspond to three English teachers -STs- who took the course of Identities and Language 

Learning and agreed to experience the activity of learning with regards to gender in their 

contexts and practices. Each one of them is a different case.  I will now explain the process 

for selecting the cases and how theoretical guidelines were used to choose them. 
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3.4 The Selection of the Cases 

 

In this section, I describe firstly the procedure I followed to select the cases, and then, a 

general description of the cases selected.  

To understand how case selection took place, a description of the group of STs who 

participated in the Identity and Language Learning course is in order. A total of 18 students 

whose ages ranged from 22 to 43 years old, all of them in-service English teachers –STs-, 

signed up to take the course. This group was comprised of 8 teachers who worked in state 

and mixed schools, a female teacher who worked in a girls’ school and a male teacher who 

worked in a private boys’ school, three teachers who worked in private bilingual and 

mixed-sex schools, four teachers who worked in state universities teaching English to 

adults in language centers, and another teacher who worked with online English courses.  

These 18 STs who had registered to take this course with an emphasis on gender and 

EFL represented 18 potential candidates to carry out this research study since they all met 

the following criteria: 1. They were English teachers and 2. They were going to raise 

gender awareness in the educational contexts. Thus, this constituted a multi-case study:   

“In multi-case study research, the single case is of interest because it belongs to a 

particular collection of cases. The individual cases share a common characteristic or 

condition. These cases in the collection are somehow categorically bound together” 

(Stake 2006, p. 4). 

Accordingly, these 18 STs belonged to a particular collection that share a common 

characteristic:  English teachers who were going to become familiarized with the gender 

category for the analysis of their teaching contexts and practices. However, I needed to 

select single cases, out of this collection, that offer good conditions to understand teachers’ 

learning. This is one of the most important processes that a researcher needs to bear in mind 
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and learn to do when she uses multi-case study “understanding the critical phenomena 

depends on choosing the cases well” (Payton, 1990 & Cresswell 1998 in Stake, 2006, p. 

23).  

To select the single cases, Stake (2006) recommends drawing attention to particular and 

situational matters inherent to the phenomenon of interest. Thus, by getting to know STs’ 

teaching contexts: whether they worked in mixed, girls’ or boys’ schools, the age of the 

population STs taught, became attribute of interests. These attributes are defined as 

“relevant topics or areas of concern” (Stake, 2006, p. 24). So, through my participation as 

ToTs in the course, I chose 4 attributes to make the selection:  

The diversity in ST’s teaching contexts: I have already referred to this above, but I want 

to emphasize why the STs’ contexts are important here. I was interested in identifying the 

way an ST drew on his or her gender awareness in the analysis of a single sex group and 

the different possibilities/interpretations this offered with respect to a mixed-sex group.  

Age was another attribute in the diversity of STs’ contexts. I did not want to select all the 

STs who work with children, I thought it would  interesting to work with STs who taught 

children and adults, as there are relatively few studies that account for the ways in which 

teachers could incorporate their gender awareness with adults; most of the studies with 

adults explore how teachers can involve their students in more critical processes in relation 

to themes related to gender, as I explained in  Chapter 2 in reference to Critical Feminist 

Pedagogies (CFP). So, I was interested in contexts in which STs worked with children and 

adults, as I considered that work with adults   could possibly involve making students more 

critically aware of gender themes.     
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Diversity in STs’ small-scale research project themes: As mentioned earlier in the 

course description, STs had the autonomy to choose the topic or theme to carry out their 

small-scale research projects. So, I thought it would be enriching to choose STs with 

different themes related to gender and EFL practices and avoid selecting all the STs with 

the same theme. There were four possible themes that STs could use according to the 

description of the contents of the program. The diversity in the themes of STs’ small-scale 

research projects was important in that my objective in the study was  to describe teachers’ 

practices from a  gender perspective, so the variety of the themes provided more 

opportunities to study different aspects of the teaching practices .  

   STs’ Motivation: As I interacted with the STs in the course, I identified some STs 

who seemed to be more enthusiastic when participating in the class sessions. Thus, for 

example, those STs who frequently asked for personal tutoring sessions, sought 

opportunities to talk about their ideas/concerns for the small-scale research projects, asked 

for extra reading material, had an attitude of high participation in class or those who wrote 

long written reflections, were the STs I identified with a higher motivation. I thought it was 

convenient to choose STs who were more intrinsically motivated towards understanding 

and raising gender awareness in their teaching contexts. This could offer good possibility to 

learn how to do this in the teaching practice.   

The criteria described above concur with the criteria recommended by Stake (2006, 

2010), hence aspects such us the relevance of the issues of interest in the study, diversity 

across contexts, and good opportunities to learn about complexity and contexts were 

considered in the selection of the single cases. So, these four criteria helped me identify 
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seven STs, out of the 18, who met the criteria for selection. However, there is another 

criterion that narrowed down the number of STs.    

ST’s willingness to be assisted by a ToTs while conducting the small-scale research 

project: When the seven STs were asked whether they were interested in doing their small 

research exercises for the course in collaboration with me, all of them agreed to participate. 

To start the process, they needed to obtain consent from the institutions where they worked, 

so that I could visit their classes and assist them through the development of the research 

projects. In time, I noted that some of them had not processed the t letters of consent with 

their institutions; I interpreted this as a sign that perhaps indicated the STs were not very 

interested in participating in this process, so I did not insist on their participating.  

At the end of this process, there were three STs44 who agreed to work with me.  The 

selection of the cases was something I also discussed with my thesis supervisors. My 

supervisor who was formally responsible for teaching the course of Identities and 

Language Learning, helped and guided me through the process of talking to the STs to 

participate in this research study.  

In the last part of this section, I will briefly describe the three STs, the cases, with 

whom I constructed the knowledge for this study; a more complete description of the cases 

will be presented in Chapter 4. I will describe who these three STs were, and show the 

diversity of their teaching contexts and the themes for their small-scale research projects. 

                                                           
44 One of these STs got the School’s consent letter for the next semester (due to administrative problems). 
We decided to postpone the collaborative work for the first semester of 2015. This participant expressed 
her willingness to do her Master’s thesis work on the design of stories in English with a gender perspective. 
This means that I spent 1 year (2 academic semesters) working with the STs, and collecting information for 
this study.        
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Martha, Mario and Milena are the pseudonyms that I use here to refer to the STs to protect 

their identities.  

The cases 

Martha was a 41-year-old English teacher in 2014, who had worked for more than 

eight years in a bilingual private school located in the north of Bogota, Colombia. She was 

a self-contained 45teacher who taught Math, Science, Religion and English. She carried out 

her small-scale research with one of her 3rd Grade groups, where she was the homeroom 

teacher. Based on her class observations, Martha became interested in understanding more 

in depth what sort of femininities and masculinities co-existed in that group and how this 

affected her English class. To do this, we thought it would be useful to video record several 

class sessions. In the dynamics of the collaborative work with me, Martha was diligent, she 

gave me all the necessary information about her school schedule46 and her work routines. 

We usually met to analyze the data of the video recording every two or three class sessions.  

Mario was a 28-year-old English teacher in 2014, who worked for the language 

center of a state university. This language center offered foreign language learning courses 

for adults and children. Mario had worked for around three years as an English teacher at 

the different levels offered by the language program, from beginners to conversational 

courses, according to The Common European Framework of Reference for Languages 

(CEFR).   He selected a group of adults who attended a conversational course during the 

weekdays from 8 to 10 pm. This ST became interested in identifying his students’ gendered 

                                                           
45 A self-contained teacher is a person who teaches several subjects in a school.  
46 The school schedule refers to her teaching classes and the activities that the school programed, so that I 
knew when it was convenient to meet for the class observation or for meetings with her.  
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discourses while participating in class debates on topics associated with gender issues, 

particularly the Critical Feminist Pedagogy (CFP).  Regarding the dynamics of 

collaborative work, we met before the class as Mario considered it was useful to receive 

feedback on his planning; we agreed to video recording his classes and met later to discuss 

and analyze the process together. 

Milena was a 30-year-old teacher who worked as a full time Spanish and English 

teacher in a state school located in Kennedy, Bogotá- Colombia, a working-class 

neighborhood. She chose to do her research with one of the 7th grade groups, for which she 

was the homeroom teacher. Milena’s class observations during the course led her to focus 

her small-scale research on the design of stories with a gender orientation, thus, her main 

goal was to create stories to promote values of respect towards non-hegemonic gender 

constructions during her English classes. We worked together in the design of four stories 

from January to April 2015 and met regularly to discuss the ideas, objectives, and the 

strategies that Milena expected to use with the stories. We also met to reflect on what had 

happened in the implementation of one of the stories she had taught in her class.  

According to Stake (2006, p. 10) “[…] each case gets organized and studied 

separately around research questions of its own”, therefore, in the process of the 

collaborative work, I assisted each of the teachers in their individual research concerns.  As 

the reader will see in Chapter 4, each of the cases is developed through specific research 

questions that STs aimed at answering through our dialogues and analysis of the activity of 

each case. As a researcher, I recognized the uniqueness, complexity and challenges in the 

development of each case, as it is recommended, “if the study is designed as a qualitative 

multi-case study, then the individual cases should be studied to learn about their self-
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centering, complexity, and situational uniqueness” (Stake, 2006, p. 6). Here I would like to 

explain briefly what STs and I observed in each of the cases and the objectives with their 

research projects:   

ST1: Martha. Our observations and research interests were focused on class 

interaction, class participation, the relationships (behaviors, attitudes, discourses) 

among the members of her class with a gender perspective.  

ST2: Mario.  Our observations were focused on how to plan class debates around 

gender topics with adults; how to situate and promote gender equality messages 

within the dynamics of the debates. Thus, we gave importance to the ST’s actions 

during the class debates and his students’ responses gender-wise.  

ST3: Milena. Our attention was centered on the design stories with a gender 

orientation that aimed at promoting values with respect to non-hegemonic gender 

constructions; to do this, we wanted to gain an understanding of the knowledge 

(methods or strategies) to design this type of story. During the implementation of 

the stories, we paid attention to the ST’s actions and her students’ responses towards 

the stories.  

In the next section, I will describe the process of the data collection, the instruments 

and the process I followed to analyze the data. 

3.5 Data Collection Methods   
 

The data sources I used in this study consist of interviews, direct observations, 

artifacts written by the STs in the framework of the course and the collaborative work 

protocols I designed to help STs to reflect and analyze unknown issues or the data of their 
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research, and a questionnaire I designed at the end of the course (see Table 1). Thus, the 

sources of the data derived from: 1. The course Identities and Language Learning, and 2. 

The process of collaborative work between the ST and the ToTs.  

In this section, I will describe the instruments used, the process of data analysis, as 

well as aspects related to my role and the way my presence as an outsider in the STs’ 

classes might have affected the data collection process. The next table summarizes the 

instruments used, indicating whether the instruments come from the course or the 

collaborative work, and showing the quantity of input provided by each instrument.  

Table 1. Inventory of Data Collection Instruments 

It comes from… Research 

Instrument 

Observations 

Collaborative work 

between the ST and the 

ToTs 

Interviews ST: Martha 

Number: 3 audio recordings 

Length: Each recording lasts from 1 to 3 hours.  

Observation: All recordings were transcribed. 

 

ST: Mario 

Number:  8 audio recordings. 

Length: each recording lasts from 1 to 3 hours. Observation: 

These were all transcribed. 

 

ST: Milena 

Number: 15 audio recordings 

Length: each last from 1 to 3 hours. 

Observation 8 recordings were transcribed as these comprised the 

most relevant data.  

Collaborative work 

between the ST and the 

ToTs 

Class Observations  Martha: 7 class observations 

Mario: 4 class observations  
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Supported by video 

recordings of the STs’ 

classes 

Milena: 5 class observations of the implementation of one of the 

stories created.  

Observation: All the class observations were written by me. 

 

Collaborative work 

between the ST and the 

ToTs 

Protocols 

Designed to help STs 

to reflect on the data or 

the unknown issues 

that STs did not know.  

Martha: 3 protocols 

Mario: 1 log.  

Milena: 5 protocols 

Observation: Protocols were done on a need basis, depending on 

each ST’s process and their needs.  

The course of  

Identities and 

Language Learning 

STs’ Artifacts 

(written reflections STs 

did that connected the 

reading material of the 

course and their 

teaching settings: STs 

produced Logs, journal 

and a final research 

report ) 

Martha:  

Logs: 6 reflections 

Journal: 2 entries  

Final research report: 1paper 

Mario:  

Logs: 6 reflections 

Journal: 1 entry  

Final research report: 1paper 

Milena: 

Logs: 6 reflections 

Journal: 2 entries  

Final research report: 1paper 

Observation: as a result of the small-scale research task STs write 

a final report of the experience lived.  

 

The course of  

Identities and 

Language Learning 

A Survey 

 

 

In total 3 formats filled out by the 3 STs.  

Collaborative work 

between the ST and the 

ToTs 

ST’s Artifacts  

 

 

 

 ST: Mario:  

Lesson plans: 4 (with feedback provided by ToTs) 

 STMilena: 

Stories: 4 stories + feedback provided by ToTs 

Lesson plans: 4 
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Interviews 

Interviews are one of the most important sources of information in this study. They 

are defined as “face-to-face encounters between the researcher and the informants directed 

towards understanding the informants’ perspectives on their lives, experiences or situations 

as expressed in their own words” (Taylor et. al., 2016, p. 102).  These personal interviews 

were intensive dialogues in which the STs and I discussed the situations that were being 

researched with respect to the category of gender in their teaching contexts. Through these 

dialogues, we managed to discuss in depth, interpret and construct an understanding of each 

of their experiences based on their individual concerns, dilemmas and questions generated 

in the frame of the small-scale research project. These interviews, were intended to help 

STs gain awareness of aspects that they had not noticed during their teaching contexts, 

analyze their class events, examine their materials and class objectives from a gender 

perspective, or discuss questions related to the research activity. 

To do this, I encouraged an analytical dialogue with the STs47, based on 

ethnographic questions I had prepared prior to our meetings that served as points of 

departure during the conversations. I usually sent these questions (interview protocols48) to 

the STs based on key events or situations of the classes recorded or the material they 

intended to use in class. I chose ethnographic interviews as they aim at orientating the 

conversations between the researcher and the interviewee; these interviews are 

characterized as the way by which researchers to know the interviewee’s meanings and 

                                                           
47 This occurred in the frame of the collaborative work between the STs and ToTs. 
48 STs filled out these formats (See Appendix 6d and 6e); and used the information to explain their points of 
views and interpretations. I designed different protocols in each case, depending on the ST’s need, and the 
process of analysis in our interviews.    
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interpretations of certain events or situations that take place during the experiences lived 

Spradley (1979). In this view, “Interviews are first and foremost interaction, a conversation 

between the researcher and the interviewee. The knowledge that is produced out of this 

conversation is a product of that interaction, the exchange and production of views” (Heyl, 

2001, p. 373). Thus, the interviews attempted to reach a balance between following planned 

questions designed prior to our meetings and embrace and address new issues that emerged 

in the natural flow of the conversations with the participants -STs- (Kvale, 2007).   

Interview Protocols 

For each of the cases, I designed specific questions based on the ST’s individual 

research objectives or events that occurred in their classrooms to promote a critical 

reflection to t help understand, for example, the emergent issues in the class or teacher’s 

actions. 

My biggest concern with the design of these questions, or protocols, was to limit the 

analysis, or bias STs’ interpretations of the issues that were being studied. To lessen the 

likelihood of this, I did the following: first, I warned the STs that my questions might 

shorten their analysis so I asked them to feel free to bring in other issues that were not 

considered 2. I frequently asked if they felt the questions of protocols were helping them 

within the process of understanding (I wanted to confirm the usefulness of these), 3.  My 

ideas were framed as suggestions, as I wanted to avoid imposing my way of 

doing/interpreting things in their research (Taylor, et al., 2016)49.  

                                                           
49 This is one of the recommendations that experts suggest when drawing on ethnographic questions (Heyl, 
2001) 
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There were two types of protocols. The first type involved questions that I designed 

based on class observations or the STs’ objectives in their small-scale research (see 

Appendix 6d); these were usually sent to their e-mails to give them time to develop their 

answers before our meetings. I did not want them to improvise their answers, instead, the 

aim was to help them focus their attention towards certain matters that had been evident 

and related to their individual concerns in their class videos, for example.  

The second type of protocol was more structured (see Appendix 6e). During the 

collaborative work with each of the three STs, we came to the conclusions, at certain points 

of the inquiry process, that in order to be able to advance in the exercise of the research, it 

was necessary to learn, by reading, more about certain aspects that STs did not know. I 

facilitated the necessary reading material to enhance their understanding. Hence, I designed 

questions focused on the comprehension of the readings in the light of their research 

projects.  

Class observations       

This is another instrument commonly used in qualitative research. Researchers 

usually go to the field, in this case the classrooms, observe the natural setting and situations 

that occur in those contexts and record data by taking notes (Taylor et. al., 2016). For this 

study, I visited the three STs’ contexts (their classrooms) and my aim was to become 

familiar with STs’ contexts and practices to discover the complexity of the events that took 

place in these settings.  
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Since I was an outsider during my visits to each of these teaching scenarios, the 

STs’ students recognized me as a researcher and as the STs’ ToTs50. I avoided interference 

with the natural situations that I was observing, I had a passive role in these contexts; I even 

attempted to pass unnoticed and devoted myself to taking notes quietly, as it is suggested 

by Angrosino, 2007. In the cases of Milena and Martha who worked at schools with 

children, the pupils usually approached me to talk to me or ask me questions during the 

class. As I wanted to be friendly with them I answered some of the questions quietly 

without interrupting the flow of the class. Sometimes, this allowed me to ask them 

questions about the context of the class that I could not understand at certain moments, 

which helped improve my description in the class observations. This is another strategy 

typically used in observations (Stake, 2010). As I had arranged with the STs to help them 

video record their classes, I drew on these recordings to improve the details of the class’ 

descriptions.  

STs’ Artifacts 

These are defined as “data in the form of physical samples of texts produced by 

students in a range of contexts at home and school […]” (Lankshear & Knobel (2004). 

Following these authors, artifacts here refer to ST’s written pieces of work that account for 

the learning process in which students are making sense of gender issues in their settings of 

class. As it is explained in Table 1, there are two types of ST’s artifacts in this study: those 

created by STs during the collaborative work with the ToTs, and the artifacts that they 

produced in their participation in the course Identities and Language Learning. In the case 

of the texts of the course, they showed evidence of STs’ reflective responses and 

                                                           
50 STs introduced me as such in the first day of my visit.  
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understandings of the course readings with respect to their teaching scenarios. This was 

tangible evidence of their reflections, and interpretations about the contents of the course 

and their gender awareness in their teaching contexts. There were three types of texts that 

the STs produced:  

1. Logs: these were short accounts in which learners, the STs, summarized the 

main ideas of the reading material of the course and connected them with their 

teaching contexts or practices. 

2. Teacher journal: this included ST’s actual class observations or reflections that 

accounted for events that took place in their classrooms or institutions that could 

be interpreted in the light of the course content. 

3. Final research report: All the STs presented a final report on their small-scale 

research project. I took into consideration only the three STs’reports in the data 

analysis.     

The other STs’ artifacts were produced in the process of the collaborative work 

between the STs and ToTs. These artifacts are related to what these STS needed to 

do in the small-scale research projects.  

• Lesson plans: Since Mario was interested in learning how to conduct oral 

debates with his students in relation to gender topics, he designed 4 lesson 

plans51 in collaboration with me. I usually gave feedback on these and used the 

comments to develop our conversations in the interviews.    

                                                           
51 See Appendix 5a, 5b, and  
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• Material design: In the case of Milena, whose main objective was to create 

stories with a gender orientation, there were 4 stories (a first draft and final 

version of the story) that were jointly created.52  

A Survey   

I designed a survey (See Appendix 2) to be applied at the end of the Identities and 

Language Learning course. According to Hubbard & Power (1999, p. 94), surveys are used 

when “we want to find out what a large group of people think about certain teaching 

practice or issue, and it simply isn`t feasible to interview everyone one-on-one”. In this 

case, as ToTs of the course, the interest was to have a general perception of all the 18 STs 

with respect to the learning process experienced. I only analyzed the formats of the three 

STs who worked with me in the collaborative work since they are the cases included in this 

study. The questions were designed with the other ToTs of the course; they were not 

piloted53 since we, as teachers of this course, just wanted to understand the STs’ general 

perception of the course. Therefore, a format with open-ended questions54 was designed to 

find out about STs’ participation in the course, the relevance of the contents, and the 

process of having done the small-scale research project.  There were some questions that 

led STs to describe their learning process and these answers were used as part of the data.  

                                                           
52 See Appendix 6a and 3b.  
53 Even if we had wanted to pilot the survey, we would not have been able to do so since it is difficult to 
apply this with teachers who had taken the course with a gender orientation.  
54 These questions are defined as “Ones for which the respondents create the answers orally or in writing” 
(Brown, 2001, p.36) 
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I used open-ended questions with the aim of giving the STs the opportunity to 

express themselves without feeling restricted in any way. The survey was intentionally 

applied anonymously at the end of the course.  

3.6 Data Analysis Procedures    
 

So far, I have highlighted the importance of interpretation as the way in which 

participants construct experiential knowledge. Qualitative case study research offers ways 

to carry out the analysis of the data and validate those meanings, avoiding 

misinterpretations or false perceptions of the data. In this section, I will describe the 

procedures of data management, the way in which the analysis was conducted, and the 

strategies I drew on to ensure the validity of this study.  

Once I had finished collecting the data, I started to read and become familiar with 

the information provided by each source. To do this, I used a computer program called 

Atlas.ti55 to facilitate the process of systematization and analysis of the data. While I 

transcribed the interviews, and organized the data to be transferred to Atlas.ti, I acquainted 

myself with patterns and topics that were evident in the data in relation to the issues of 

gender and EFL teaching practices. I did not use pre-stablished categories based on theory, 

instead I began to identify the meanings that emerged from the data of each case. To do 

                                                           
55 This software has been widely used in qualitative research. There are different versions, the one used here 
was the version 6.2, one of the most recent ones. This computer program facilitates the management of 
large amount of documents, it has helpful tools to keep notes as one is doing the analysis, to do the open 
coding of the data, to visualize the categories or the relationships among the codes, and to find explore the 
codes and the data related in an effective way.  
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this, I drew on two strategies of analysis in Grounded Theory called open coding56 and 

axial coding57  

“the logic of grounded theory coding differs from a quantitative logic that applies 

preconceives categories or codes to the data […] we create our codes by defining 

what we see in the data. Codes emerge as you scrutinize your data and define 

meanings within it” (Charmaz, 2006, p. 46)       

These strategies of the grounded theory allowed me to identify the main patterns 

that emerged in each of the cases, as I was reading the texts of the sources I related chunks 

of data to concepts or categories that describe what I understood from the data. In the 

exercise of developing coding categories, I identified some general categories as stated in 

Bodgan & Biklen (1998):  

✓ The STs’ setting or context: the information STs use to describe their 

teaching contexts (students, classroom, practices, norms of the school)   

✓ The perceptions held by the participants in relation to specific meanings: 

these meanings were associated to gender and education, their roles as 

teachers, the interaction with the students, the teaching practices. 

✓ The participants’ ways of thinking: what STs thought about people, or the 

genders in this case, their gender imaginaries/assumptions in the popular 

culture or in the institutions where they worked, the opinions of gender 

relations or stereotypes, their understandings of power from a gender 

perspective. 

                                                           
56 A researcher reads and creates a name or label to describe what she understands or sees in the data, to 
do this she can use a key word or a short sentence.  
57 Axial coding aims to stablish the relationship among the open codes the researcher has identified “Axial 
coding aims to link categories with subcategories, and asks how they are related” (Charmaz, 2006, p. 61) 
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✓ Key activities or events: each ST highlighted important issues within their 

small-scale research project by which learning was evident. These activities 

or events were related to the teaching practices. Here I grouped the data that 

described what STs did, the difficulties they encountered in the analysis of 

gender, the reflections around these activities, and the unexpected outcomes 

that STs identified through their research projects.  

✓ Processes or changes of events over time: These codes showed the way a 

situation or an event had changed over time, or the evolution of a situation or 

concept through the participation in the small-scale research project, I also 

grouped feelings, attitudes or emotions that revealed how participants felt 

during the course of the research. 

✓ Strategies and objectives: these refer to conscious methods or tactics used by 

the STs while they participated in the task of the small-scale research 

project.        

Each of the categories was labeled and defined in the software (open coding). 

Afterwards, a third reading of the data and the categories led me to find the relationships 

among the different codes and categories created. Thus, naming, grouping and finding 

relationships were activities carried out in this data analysis (Freeman & Donald 1998). 

Through this process (axial coding), I realized that there were codes and categories that 

could be merged with other codes and categories as they shared similar features or 

accounted for the same issue but in a different manner. This merging process was useful to 

discover the complexity of a particular category. Through this reading, I recognized which 

categories were the most/least important in understanding the issue of teachers’ learning in 
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each case. The number of categories was reduced due to the merging process, and I 

managed to identify some more general categories, that could encapsulate and account for, 

in more general terms, many of the other codes and sub-categories.  

The analysis of the categories and the relationships among them were first 

established in relation to each case – the research questions of each case- and then to the 

main research questions of this study. Yet, it is important to point out that the questions and 

objectives of each case were helpful to understand the complexity and the uniqueness in 

each 

I also carried out a cross-case analysis, since researchers who do multi-case analyses 

are obliged to provide an interpretation across the cases (Stake, 2006). The analysis helps 

the researcher to de-center the view on the uniqueness of each case, and to concentrate on 

issues that connect the individual cases This analysis consists of “reading the case reports 

and applying their Findings of situated experience to the research questions of the 

Quintain” (Stake, 2006, p. 47).  

I drew on some recommendations suggested by Stake (2006) to carry out the cross-

case procedure. First, I aimed at finding common features across the three cases. I also 

considered what was not common but significant to answer the research questions. In the 

discussion of the cases (see Chapter 4), I made explicit when the issues were, or were not, 

common among the three cases. Then, I weighed the importance of these categories, or the 

assertions, with regards to the two research questions of this study. This led me to identify 

the most important characteristics that explained what STs had learned from a gender 

perspective while they reflected on their practices and contexts, and how they learned this 

in the experience of the collaborative work with a ToTs in their research projects. 
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Lastly, I think it is important to explain here the way in which I interpreted the data 

how I attempted to validate my findings. The data analysis in qualitative research ought to 

account for ways in which the meanings in the study are constructed to arrive at 

comprehensible and viable interpretations (Freeman & Donald, 1998). This analysis 

presents two strategies used for the comprehension of the case study: the categorical 

addition and the interpretation of the individual examples. Stake (2010) explains that in the 

former case, the researcher sequences the action by finding various examples related to the 

observation so that she can characterize the features or the complexity of such action. In the 

latter, the researcher weighs up a set of observations to assign a particular meaning to an 

event. As can be seen in Chapter 4, I selected several moments, examples or events to 

account for the complexity of an important phenomenon by sequencing it at different 

moments or with examples.  

What is important about these understandings or interpretations is the triangulation 

strategies to ensure thoroughness in the analysis and validity of the assertions achieved. To 

avoid falling into misinterpretations or making assertions that were not confirmed, I was 

careful to choose the information or understandings that both STs and I arrived at during 

the process of analysis in their projects. I think it is important to report here that there were 

also some new interpretations I arrived at during my individual understanding of the cases, 

but I decided not to include these issues, first because they were not predominant in the 

data and because they had not been confirmed during the collaborative analysis with the 

three STs. It was one of my aims, during the process of the analysis of the cases, to present 

only assertions that had been confirmed by the participants of the three cases. Stake (2010) 

explains that it is a highly-accepted practice in the analysis of the cases of study when 
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researchers account for different points of views of people involved in the research; this 

means that not only the researcher, but others, agree that the meaning is the same for one 

event or issue; in other words, this indicates the confirmation of one particular meaning 

(Stake, 2005 & 2010). 

Another strategy that I frequently drew on in this analysis of the multi-case studies, 

in terms of validation, occurred when I identified a pattern or an issue that emerged several 

times in the data. Thus, for example, I took an issue to understand its complexity and 

identified it at different moments or examples in which the issue appeared in the data. 

Consequently, for Stake (2010), the aim of this strategy is to understand if one issue occurs 

in the same manner or has the same meaning in different situations or events.  

The credibility in the interpretations and the assertions reached here can be also 

explained by the use of two procedures58: the first has to do with the feedback from my two 

thesis supervisors on the analysis of each of the cases. I sent drafts of my analysis to my 

supervisors who made comments related to the validity and credibility of certain issues. 

Sometimes they coincided in pointing out the same issues and when this happened, I tried 

to find more evidence in the data, or bring examples of other research works with respect to 

the issues in question to validate the assertions. This usually led me to support and 

substantiate the interpretations and the understandings more in depth. The second procedure 

was conducted once the cases had been constructed and revised by the thesis supervisors, I 

asked the three STs to revise their cases (the draft reports) in order to ensure validity and to 

avoid, as stated by Stake (2005), misrepresenting them in any manner. All these three 

                                                           
58 Although I find pertinent to point out that “each reader must necessarily judge the credibility of a 
qualitative study for her-or himself” (Charmaz, 2006, p. 202) 
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strategies were aimed at increasing the validity and the trustworthiness of the meanings 

constructed in this study.  

Many of these matters related to the validity and the credibility in the process of 

data collection and the data analysis are frequently related to the ethical principles that the 

researchers need to bear in mind while working with participants or during the data 

interpretation phase (Goméz & Molina 2006). Therefore, the last section addresses ethical 

aspects in this research study.   

3.7 Ethical Issues 
 

According to Denzin (1997 as cited in Lankshear & Knobel, 2004, p. 185 

“Obtaining written consent in no way automatically guarantees that the study will 

be ethical. Some researchers believe that consents forms have to become like “rental 

cars contracts” in the sense of being designed to protect the 

company/university/researcher without necessarily dealing with the possible moral 

consequences of participating in a study ().    

Although, I obtained formal written consent forms- (See Appendix 3a) from all 

participants involved in this study, and I used pseudonyms to protect the identities of the 

STs and their students. I think it is important to go beyond these requirements to discuss the 

power relationships that emerged in this research, and the different roles, and positions I 

had within this research study. As explained in the first part of this chapter, I was not only a 

researcher who observed certain situations of the STs’ contexts to make the interpretations 

here, I was also a ToTs59 and a participant in the collaborative work with the STs. These 

positions produced some power relations or positions of authority that somehow, as 

Lankshear & Knobel (2004) assert, make participants, the STs here, feel forced to 

                                                           
59 The STs recognized me as one of their teacher in the course, and as a researcher who was doing her 
doctoral dissertation with them. They usually introduced in their settings of work as their teacher and as a 
researcher.  
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participate in the study. As discussed in the section referring to  the selection of the cases, I 

was aware of this issue, and decided not to press the STs of the course to participate with 

me while they developed their projects. On one hand, I felt it was not right to take 

advantage of this position to make ST participate in this study and to collect the data I 

needed, on the other, this would also have affected the credibility of the data collection, not 

because the participants would lie but because the conditions would alter the way 

participants felt in the collaborative work. In this sense, I could say that the three STs who 

participated here, the cases, showed interest in obtaining their institutional formal 

consents60, and were diligent in arranging my access to their teaching contexts, and 

coordinating our sessions of work. 

It is also relevant to discuss here how these power relations may have affected the 

communication between the STs and the ToTs. The fact that I was one of the teachers of 

the course allowed me to problematize the degree of freedom that STs had to express 

genuine opinions or perceptions, as they could have felt they had to look and talk politically 

correct with me in their positions as teachers. This research study addressed Martha, Mario 

and Milena not only as teachers but also as persons with opinions, bias, dilemmas, values, 

and beliefs related to the issue of gender - the gender relations, the gender constructions, 

the stereotypes, and so on. Accordingly, I consider it is relevant to describe some of the 

actions or relationships established between STs and I that generated an appropriate 

atmosphere where we felt free to talk honestly about their personal perceptions. 

Firstly, I attempted to establish a good relationship with the STs during our 

conversations; I avoided imposing my views on their opinions or decisions of what to do 

                                                           
60 See Appendix 3b 
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and how to do things in their small-scale projects. It was useful to set a tone of suggestion 

and advice, instead of telling them what to do, or criticize or judge their actions or opinions.  

Secondly, anticipating situations in which STs might not feel totally free to talk to 

me about their personal perceptions, I told them that as researchers who deal with an 

analysis of gender it was important to avoid making judgments about others, including 

themselves, and that it was important for the process of the reflection to attempt to embrace 

their own views as they were. Likewise, through our conversations, we realized it was 

likely that as a result of the normalization of the gender practices and discourses, in our 

lives and in the society, we had discourse practices that did not favor the values of the 

gender equality or the multiplicity. Furthermore, I explicitly told them that they could 

express their opinions freely because I did not intend to judge them in any manner, and 

because it was part of the learning61 process that we were living through the experience of 

conducting the research. In Chapter Four, it is evident that STs raised awareness of their 

own gender subjectivities and their discourses and were not afraid of expressing their views 

freely since they understood it was part of the learning process.  Power relations in 

interaction and communication are an important aspect for the credibility of the data 

collected here and for the ethical principles that I as a researcher considered while working 

with the STs.  

Lastly, qualitative methodologies warn researchers that one of the ethical issues 

they need to be aware of is respect for the participants’ time, the availability to participate 

in the study and the agreements in the data collection procedures (Lankshear & Knobel 

2004).   Thus, participation can be problematized not only in terms of genuine willingness 

                                                           
61 Learning was about discovering those normalized ideas and to critique and reflect on them.  
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to participate but also with respect to the STs’ professional and personal agendas, as it is 

claimed here: “Even if there is interest there may be barriers of time. Participation is time-

consuming and often those who researchers want to work with are too busy securing the 

basic needs of life” (Cornwall & Jewkes, 1995, p. 1673).  

Through this process of the collaborative work, STs had certain problems in 

meeting and working with me on their research projects and analysis, I felt a moral 

obligation to help them and re-organize our work agendas whenever necessary. Another 

aspect I observed through the collaborative work is that because STs were working with 

me, they had extra work or activities -i.e. do specific readings to better understand their 

research projects, fill out the protocols for our meetings, watch the class videos, prepare 

materials for their classes, and so on). Although we felt that it was worth doing these extra 

activities -because we were learning- sometimes STs had difficulties in meeting deadlines 

and having everything ready for our meetings. Thereby, I also tried to maintain an attitude 

of understanding and reciprocity as it is suggested by Lankshear & Knobel (2004); so, I 

made sure that STs received the material on time, talked to them to motivate them within 

the process, re-scheduled deadlines, and, accommodated my times to help them cope with 

the collaborative tasks. I avoided judging them if they were not able to meet a date or an 

activity. 

The concept of reciprocity is also defined as ways of exchanging ‘favors’ in which 

not only the researchers benefit in the exercise of the research but also the participants of 

the study – a mutual benefit- (Lankshear & Knobel, 2004). In the case of Milena and 

Mario, they saw this opportunity to work with me as a way to find a topic they liked for 

carrying out their research work for their Master´s theses. Through the course of the 
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participation in the collaborative work, they decided what specific topic they were willing 

to address. In Milena’s case, for instance, we had the opportunity to work for a semester, 

and I offered her my help with feedback about her research work which was not part of my 

research work. We often spoke about our relationship as a way of ‘I help you and you help 

me’ exchanging favors in which both benefitted. In Martha’s case, I also maintained an 

attitude of reciprocity. Thus, actions such as helping her with collecting data from classes 

(video recordings), generating protocols based on her specific needs, to provide practical 

and useful feedback to orientate her with difficulties, allowed me to substantiate my 

intention of maintaining reciprocity.        

The next chapter presents a detailed description of the three case studies which 

resulted from the analysis and triangulation of the data.  
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CHAPTER FOUR:  RESULTS OF THE STUDY 

UNDERSTANDING THE CASES 

4.1 Martha’s Case 
 

The context  

Martha is the pseudonym of a female English teacher who participated as a student 

in the course Identities and Language Learning, which belongs to the Master’s Program for 

English teachers. She works as a teacher in a private, bilingual62 school located in the north 

of Bogotá. Unlike other institutions where the STs of this course worked, this school 

eagerly approved Martha’s small-scale research study63 in her class, as a way of supporting 

her professional development process in her Master’s Program. Martha and I were worked 

together in the analysis of her teaching context for over a month.  

As a self-contained teacher, Martha did not only teach English but also Math, 

Science, and Religion. Likewise, she was a homeroom teacher64 in one of the 3rd grade 

groups in primary school. The purpose of the study was to focus only on her English 

classes, since she was interested in understanding the relationship between the practices and 

class dynamics of her English classes on the one hand, and the category of gender on the 

other. This teacher chose to observe one of her third-grade groups; particularly the group in 

which she was the homeroom teacher. This 3rd grade group had 14 girls and 11 boys whose 

                                                           
62 The term bilingual in this school’s context is understood as an emphasis on teaching school subjects in 
both English and Spanish.   
63 The school also approved the presence of an outsider researcher that helped Martha throughout her 
research process.    
64 Homeroom teachers have more social and formative responsibilities with their students. They are usually 
in charge of a particular group, therefore, they intend to develop a closer relationship with this group’s 
students that leads them to becoming more familiar with individual matters related to, for example, learning 
problems, or any type of social or behavioral issues in the coexisting and interaction with others in school.     
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ages ranged between 8 and 9 years old. Students had 6 hours of English instruction per 

week, and teachers encouraged them to communicate in English at all times during the 

class.    

What is her research interest in the small-scale project?  

In order to understand what Martha did and analyzed in her small-scale project, it is 

necessary to explain briefly what motivated Martha’s research question. The STs of the 

Master’s Program course had two possibilities to apply or analyze the content of the course 

in light of their teaching practice: they could either choose an area of their interest from the 

contents of the course program Identities and Language Learning, or analyze aspects 

identified by themselves in their class observation journals65. In this case, Martha decided 

to address an issue she noted in her class journal about one of her male students. The 

following extract reflects the ST’s observation and reflection in connection with this 3rd 

grade student.    

Extract 1: 

“[…] I thought something “strange” was happening when I could notice how one of the boys was 

always with the girls, did not share games with boys, preferred violin lessons over soccer lessons when 

he had to choose his optional unit, his notebooks were extremely neat, and he was never sweating after 

recess time! I was concerned about the way he behaved for some weeks and closely observed him not 

only during class time but also during recess time. “He is definitely on the girls’ side”, I thought.  

P: 1: Class Journal. Case 001 

This class observation illustrates what triggered Martha’s micro research project. 

Based on this reflection in which a boy’s behavior is interpreted as something “strange”66 

for a boy, Martha explains that she became  interested in understanding the way her 

students manifested their gender identity, not only with respect to masculinities, as is stated 

                                                           
65 This was part of one of the tasks that were implemented in the course of Identities and Language 
Learning.  
66 This use of quotation marks is Martha’s.  
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in Extract 1, but also the sort of femininities that prevailed in her 3rd grade group. 

Additionally, there is an interest in understanding the relation between this and her English 

class. To do this, Martha formulated the following question that guided her through the 

small/scale research exercise: How are gender identities expressed through interactions in 

my EFL classroom of third graders? 

This information with regards to the origin of Martha’s research is helpful in 

centering the researcher´s view in light of the research question and her categories of 

analysis; for example, during the dialogues with the ST we managed to identify  aspects 

such a student  interaction and the relationship between Martha and her students were the 

basis  for the analysis of this small-scale research exercise. 

Therefore, I have organized the results of  this data analysis taking into account our 

main concerns during that month of conversation and class analysis (the collaborative work 

between the ST and ToTs). Thus, this analysis of  Martha’s learning as regards  the gender 

perspective in her English teaching practice is divided into four parts: 1. The ST’s gender 

subjectivity in her teaching context, 2. Interaction. 3. Class participation. 4. The ST’s 

trajectory of learning. The first section of this analysis presents a discussion about Martha’s 

gender imaginaries and the relations she establishes with school, and in particularly, with 

her 3rd grade group. These meanings are important to understand the way Martha does a 

critical analysis of her own beliefs and values within her social practice:- English teaching. 

In this sense, some small transformations are evidenced as part of her learning. The second 

part of this analysis focuses on the researchers’ view on the class interaction, that is the way 

in which all actors in this class relate to  each other. The goal is to understand and discover 

the sort of masculinities and femininities that co-exist in her English class; to do this, 
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Martha critically examines her own role as a teacher, the way she relates to her students and 

the possibilities there are for transforming some class interaction practices. The third 

section of this analysis examines the class participation from a gender perspective, which 

allows Martha to problematize different class dynamics that limit some students’ 

participation in her English class. These discoveries are certainly important for Martha to 

the extent that she proposes changes in the dynamics of class participation. The last section, 

the trajectory of learning, accounts for the research and learning process that Martha goes 

through in this experience. Here the reader will find an analysis about key aspects that help 

construct the issue of learning in this context.      

4.1.1    The ST’s gender subjectivity in her teaching context 

 

How can one identify Martha’s gender subjectivity in her teaching context? In 

Extract 1, cited earlier, Martha’s meaning of masculinity is perceived through the boys’ 

behavior in school, according to which these boys prefer to be with other boys, also choose 

soccer over other type of activities, and their notebooks are untidy67. This description 

displays Martha’s views based on what she has learned in her life with regards to the 

expected ways in which boys normally are, behave and interact with others in school. As  

can be seen here, subjectivity refers to the set of meanings that subjects produce as a result 

of their participation and socialization in the world. Following García-Muñoz (2014), this 

concept is based on the relation subject-culture through which people make sense of 

themselves (how to be, feel, and act) in the interaction with others in the world.  

                                                           
67 See Extract 1. 
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Why is it important to recognize Martha’s subjectivity within her learning process 

in her research exercise? As I will demonstrate in this analysis, it is helpful in identifying 

these initial gender subjectivities in order to examine Martha’s critical self-reflection  in 

relation to her subjectivities, which led her to transform some of these perceptions. As  has 

been claimed, gender subjectivity is not static, it can be modified and transformed through a 

process of subjectivation (García-Muñoz, 2014). This analysis describes these changes in 

subjectivity through Martha’ reflections, many of these constructed in the dialogue with the 

ToTs, while analyzing her teaching practice and context. 

Based on Extract 1, cited earlier, one understands that this ST positions this boy “in 

the girls’ side” (her words) relying on her own gender subjectivity which indicates an 

understanding of masculinity in opposition to femininity. Consequently, this interpretation 

alludes to the use of adjectives  such as “strange” and “normal” (see Extracts 1 and 2) in the 

process of understanding and situating this boy as someone who behaves differently from 

the normative and deterministic ways in which boys are supposed to act (García-Muñoz, 

2014). 

In the framework of the reflection generated in the tasks of the Identities and 

Language Learning course, this ST critically identifies the ways in which the category of 

gender can be visible in the daily practice of her classes. Martha draws on the notion of  

gender difference to understand or make explicit to herself how gender organizes social 

practices in school. The next extract re-constructs some of these differential views:  

Extract 2  

“I had always taken for granted that gender relations among my students were “normal”, “normal” 

in terms of the socially fixed roles of girls and boys in everyday situations. What I had evidenced in 

the gendered behavior of the children seemed “natural”: on the one hand, girls helping me organize 

the classroom’s tables into perfect rows, playing with their teddy bears and dolls during recess time, 
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keeping their uniforms really neat, behaving respectfully, or having conflict with other girls (as it 

happens among women); on the other hand, boys playing only soccer or other rough games, employing 

rude words, behaving disrespectfully and disruptively, or being careless about their personal 

appearance. To me it had been always the way it had to be just because, as claimed by Connell (2002: 

3), “These (gender) arrangements are so common, so familiar that they can seem part of the order of 

nature.” P19: Log 01-caso 001  

 

Clearly, the ST constructs her students using an oppositional view of girls and boys; 

apparently the two sexes behave in quite different ways within the school context. The 

following chart summarizes Martha’s initial view of how girls and boys are different in her 

class.   

Table 2. Initial differential gender constructions  

Girls Boys 

• Interested in helping with the organization 

of the classroom. 

• Well behaved.  

• Respectful 

• Always wearing their uniforms properly 

• Engaged in conflicts with other girls 

 

• Misbehaved 

• Disrespectful 

• Interested in playing soccer or other rough 

games 

• Usually using bad words in the interaction 

with others 

• Not wearing the uniform properly 

Source: Information taken from extract 2.  

Such description of gender differences in school includes two elements as regards 

Martha’s learning. On the one hand, there is a process of awareness in which she manages 

to make these gender constructions explicit and predict the consequences these may bring 

to her social context of school, such as accepting the “fact” that boys are disrespectful 

because it is inevitable for them, as boys, to behave like that. On the other hand, the use of 

the quotation marks in Extract two68 indicates that Martha is questioning the action of 

                                                           
68 The ST writes “normal” and “natural”. 
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normalization in gender relations. I learned later in our dialogues that Martha has started to 

re-think these gender roles as fixed patterns that can have a negative effect in terms of how 

people expect others to behave according to their sex. In short, Martha states in Extract 2 

that these gender arrangements were not evident to her as they seemed (note that Martha 

uses the past tense, and this implies that she does not think this anymore) to be part of the 

“natural order” of her classroom dynamics. Now, she perceives that these taken-for-granted 

ideas produce expectations that become “natural” and rigid ways of being a boy or a girl in 

her specific community of practice. 

As can be seen,, this second extract reveals gendered discourses (Litosseliti, 2006; 

Sunderland, 2004a) that represent images that the participants, in this case Martha, 

construct about girls/boys or women/men, in the social practices. It is essential to remember 

that the concept of images here is explained as a set of mental social constructions about the 

genders. These constructions are symbolic representations that are helpful in defining 

women and men; and to control, implicit or explicitly, the appropriated behaviors of 

women and men as well as the dynamics of their social relations (García Suárez, 2003). 

Thus, these descriptions about girls and boys in Martha’ class reveal her ideas, beliefs and 

imaginary of how to be a girl/boy in the school context, from a differential and 

unitary/unified perspective.  

Thinking about Martha’s learning, it is relevant to highlight that she refers to these 

ideas as something that seemed to be natural and therefore she had not managed to 

explicitly think about these issues in her teaching practice. In this sense, the fact of 

discovering and reflection about these issues suggests a step forward in her understanding 

of how gender subjectivities are configured and materialized in the socialization process 
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(García Suárez, 2004) or in class interaction. Thus, Martha manages to make what had been 

tacit and natural explicit in the social dynamics in her classroom. The next extract situates 

Martha’s daily practice – in this case in the hidden curriculum practices - as the place to 

understand why these gender issues usually pass unnoticed or as things of natural order. 

Extract 3 illustrates this view: 

Extract 3: 

“Educational scenarios are not isolated from gendered discourse. From the same morning’s greeting 

teacher’s discourse tends to be gendered: “Good morning, boys and girls”, “Line up! Boys right, girls 

left”, “Let’s divide the class into a girls’ team and a boys’ team”, “It is you, boys who make the class 

disruptive”, “I need a girl who helps organize the classroom”, “Who of you, boys, will take these books 

to the library, not you girls, you are not strong enough”, “The more boys a class has, the more disruptive 

it is”. These are some common heard utterances that I have also used in my daily classroom interaction 

with children. After having started my journey through the study of gender issues in educational 

settings, I have been able to conclude that our discourses show socially constructed beliefs of gender 

as a fixed state that sometimes we perpetuate through, although unwittingly, gendered discourse. It is 

a must for us, teachers, to become aware of the effects that gendered discourses can have on the 

learning processes of our children because of unequal relations of power in classrooms.” P 8: Log 04-

caso 001. 

Interestingly, and as this ST suggests in her reflection, it is in everyday practices of 

her community, her classroom/school, where some boundaries between girls and boys are 

set up and naturalized as if they were common sense ideas – girls help organize classrooms; 

boys who take books to the library-. These differentiated gender roles shape discourses as 

much as practice (Sunderland, 2004; Esen, 2013), as Martha describes it in Extract 3. In 

this way, Muñoz (2004) explains that the naturalization of these cultural images become 

idealized by the members of the community, hence, boundaries are created in order to limit 

what is possible and acceptable for each of the genders. This hinders the possibility of 

socially recognizing other gender possibilities -constructions- (their practices, their likes, 

their ways of being and acting) as legitimate and valid (Muñoz, 2004). Therefore, I find it 

important to underscore the fact that Martha makes these boundaries explicit between boys 

and girls in her teaching context, as part of her reflection in the course.      It is evident from 
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Extract 3 that Martha sees herself critically as an actor who is part of the process of 

transmitting and validating those gender messages that serve as the means to inform her 

students’ gender subjectivities. Hence, she speaks about the importance, for teachers, of 

becoming aware of these issues in educational contexts.   

One of the problems that arises with the naturalization of these gender roles has to 

do with what happens when new gender constructions do not correspond to traditional 

gender constructions or stereotypical expectations. The next extract describes one of 

Martha’s reflections regarding a boy’s masculinity in Extract 1:  

Extract 4  
“A gender issue I have been able to identify in the educational field I am immersed in has to do with a 

boy who is constantly “on the girls’ side”. Such “out of order” gender behavior made me really 

concerned as I thought it could possibly bring rejection on the part of the boys or even on the part of 

the girls. I started to closely observe the possible implications his “feminine” behavior could be 

bringing in his relationships with peers, but I could evidence nothing about bullying, rejection, or 

inequality in the relationships of the group. Then, something else happened, his mother told me about 

how his behavior troubled her and his dad. She asked me to provide opportunities for him to feel 

integrated into “more masculine” activities.” P 6: Log 02-caso 001. 

 

Based on Martha’s description of boys – see Table 2- - it is possible to identify that 

the gender difference manifested, in this case, in the “out of order” boy’s behavior 

(Martha’s words) that does not match Martha’s or the boy’s mother’s understanding or 

expectations of a hegemonic masculinity (Connell, 2005). As a result of this, two things can 

happen in this scenario: first, this boy’s performance can be interpreted by others as 

feminine, and second, this may cause others to judge his true masculinity (Connell, 2005). 

This judgment could be translated, as stated by Martha, into certain actions such as 

bullying, rejection or inequality, in this educational context. 

 

So, what does this say about Martha’s learning?  It is likely that, by means of 

making these ideas explicit, Martha perceived the impact they have in her teaching context. 
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It is also likely that she unconsciously knew these gender matters but she was not aware of 

them -due to naturalization-; therefore, based on my experience, I think it is important 

within the learning process to make traditional and non-traditional gender constructions 

explicit in order to start developing an understanding of the scope of such views in 

educational environments. The discussion about revealing the tacit is an aspect Martha 

problematizes as she understands that subtle practices and discourses have an effect on 

students’ gender subjectivities (García Suárez, 2004; García-Muñoz, 2014). The next 

extract presents her reflection concerning this:  

Extract 5  
“Gendered discourse plays a central role on teachers’ social practices. In the school where I work there 

is a strong tendency towards the belief that only female teachers can be homeroom teachers of the 

primary section. Although there is not an explicit policy on it, this belief underlies the discourse in a 

subtle manner and the community understands it under the traditional premise that women are the ones 

capable to play the mothers’ role in a supportive and caring way. In my educational context male 

teachers are more likely to teach math or science whereas female teachers tend to teach languages, 

social studies, or arts. The way males and females are positioned through discourse has a direct effect 

on our pedagogical practices, too.  In many cases our binary understanding of gender (due to gendered 

discourse) makes us characterize girls and boys from a socially arranged perspective that transmits 

gendered roles, gendered attitudes, and gendered aptitudes into classrooms: neat girls and dirty boys, 

disruptive boys and supportive girls, girls helping keep the classroom organized and boys just enjoying 

that organization. We, teachers, must analyze the way women and men are positioned through 

discourse and start making a change in the way we unconsciously serve as transmitters of gender bias 

through our own discourse.” P 8: Log 04-caso 001 

 

This excerpt shows some meaningful understandings that Martha develops in the 

context of her school within the course methodology69 (tasks were oriented to teachers’ 

reflection on their teaching contexts). As one reads from Extract 5, she analyzes the 

gendered discourses and practices that prevail in the school as rules to maintain the social 

order gender-wise; i.e., female teachers are homeroom teachers, or female teachers develop 

supportive and caring ways with their students-. Furthermore, Martha examines the role of 

subtlety within everyday activities and discourses to segregate and maintain traditional 

                                                           
69 I refer here to tasks of the identities and language learning course 
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gender roles (from a patriarchal view) in her school- context (Esen, 2013; Arnot, 2002). On 

this matter, there is evidence that these subtle discourses and practices that seem to be part 

of the normal organization are understood as informal and subtle mechanisms of power that 

control and establish boundaries or border-lines between genders (Butler, 2011). In this line 

of thought, this ST explains that, given the fact that teachers are not aware of these subtle 

mechanisms, they may promote and validate, unwillingly, these gender constructions, roles 

or practices.  

In light of the learnings developed, one can assert that this ST is now more 

cognizant of these subtle mechanisms. This is significant as it shows that she has gained 

some knowledge that allows her to interpret gender difference in school practices and 

discourses, and understands school life from a gender perspective –i.e., who teaches what, 

who a homeroom teacher is, as the ST mentions in Extract 5. As a result of this, Martha 

contends that it is fundamental to make the tacit explicit, as she does, in order to be able to 

determine the ways in which these cultural meanings impact these educational places. 

Based on this new meaning of making the tacit explicit, Martha presents some 

changes and transformations of her discursive practices in the classroom. Here is a key 

example from one of our conversations that shows this:  

Extract 6  
Martha: Mira que generalmente, en el mismo arreglo del salón, cuando las maletas están desordenadas 

que te diste cuenta que no es raro, eh yo siempre le decía "tres niñas que arreglen, tres niñas que 

arreglen las maletas, y ya últimamente no lo hago. entonces en ese sentido estoy asumiendo una de 

esas tres posiciones, o sea estoy, la vez pasada, tú no estabas, puse a Tomás el grandote y puse a 

Pedro,[…] y pues hasta ahora me hice consciente de eso, siempre decía "tres niñas que arreglen las 

maletas, dos niñas que arreglen las maletas, una niña que se quede arreglando el biblio-banco, y me di 

cuenta que a los chinos les gusta también […] absolutamente, entonces imagínate siempre que yo decía 

tres niñas que organicen como estoy reforzando pues ese constructo social que viene desde yo no sé 

desde cuándo 00:39:00-1# P 12: Interview 3-caso 001. 

  

The main idea that one perceives in this extract is that due to the awareness that 

Martha has developed with regards to gender, she discovers she was producing some 
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gendered differential discourses/practices in her classes, which may have possibly 

reinforced her students’ gender roles in a differentiated way. Hence, the strategy of not 

assigning girls/boys with the traditional roles could be interpreted as a subtle strategy that 

Martha has started to implement consciously in her class in order to change these fixed 

gender roles. Likewise, the fact that Martha transforms some of the class routines can be 

attributed to the perception that she understands the importance and the impact that these 

practices and discourses have on her students’ gender subjectivities (García Suárez, 2004). 

Here is a short example in which Martha discusses her role as a teacher with regard to this 

gender perspective.  

 

Extract 7  
As a conclusion, I would say that I found Hruska’s70 study inspiring in the sense in which she portraits 

the teacher’s role, through Mrs. Ryan’s case, as an agent of change that should not only identify gender 

issues in educational settings but also subvert the stereotypes that underlie teachers’ and learners’ 

discourses and behaviors and fight gender segregation in order to achieve equalitarian positions for 

girls and boys in our educational settings and hence in our society. P 9: Log 05-caso 001. 

 

In this extract, it is worth noting that as a result of the reading materials in the 

course Identities and Language Learning, Martha argues that teachers are social agents 

who should promote changes and subvert those gender meanings that do not promote 

equity. This is relevant since Martha establishes the purpose of learning this gender 

perspective in her teaching practice. As has been pointed out, within the learning approach 

of this research, learners recognize those aspects that are important to incorporate into their 

practices (Wenger, 1998). Learning here implies highlighting social roles that teachers have 

                                                           
70 The teacher refers to an article -Hruska, 2004- in which an English teacher carried out a research study on 
gender discourses and practices in her English classroom.   
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as educators with respect to society and the country, as Martha states at the end of the 

Extract 7.        

Besides gaining ability in identifying gender differential discourses/practices in her 

teaching scenario, this ST also discovers in her practice other ways in which her students 

express their masculinities/femininities. These ways are helpful in understanding gender 

from a multiplicity framework (Castañeda-Peña, 2009). In the next extract, taken from one 

of the interviews, Martha recognizes non-traditional gender constructions that are evident in 

some of the students’ ways of being. Here is an example  in which a girl is portrayed from a 

non-traditional gender view.     

  Extract 8 

Martha: “Si, tú no la ves solamente con el grupito de niñas, no. Tú la ves allá acaballada en el 

pasamanos, pero también la ves con su peluchíto. El papá me ha mostrado unas fotos, uy esa niña 

maneja unos cuatrimotos... y yo digo ¡uy esa niña! es súper masculina; pero ella también coge su 

peluchito, es una cajita de sorpresas, es extraña la manera... no sé… por decir de alguna manera” 

#00:50:11-5# P 1: Interview 1-caso 001. 

During our conversation about a girl who is quite different from many girls in the 

classroom, Martha draws on some images related to both boys’ and girls’ activities; clearly, 

her intention is to indicate that it is possible, and normal, for her to find girls in her class who 

like to practice both types of activities, for boys and girls. This view is helpful, from my 

understanding of Muñoz (2014), to acknowledge other possibilities, different from the 

hegemonic gender constructions, as legitimate gender constructions.     

 This new meaning of gender as multiple ways of being is one of the most outstanding 

findings in the data collected in this research, as this teacher explicitly manifests, there is a 

change of perception she has incorporated in her view of gender. This new meaning is 

presented in the next extract:    

Extract 9 
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“I would say that my perception on gender has changed. I used to think of girls and boys from a 

differential perspective, assuming fixed manners in which they should behave, talk, and interact with 

others, but I have become aware71 of the multiplicity of gender identities coexisting in my teaching 

environment and how they can hinder or foster learning opportunities.” P 4: Cuestionario final-caso 

001. 

In this extract, Martha speaks about a change in her understanding of gender, from a 

differential perspective to an angle that acknowledges multiple ways of being a girl/boy. This 

change in perception suggests that her learning is about becoming aware of meanings (as it 

is highlighted in Extract 9) that used to be normalized in the daily practices. The meaning of 

the multiplicity here implies that Martha recognizes gender constructions away from a binary 

position of masculinity as something opposite that excludes femininity (and vice-versa) and 

sees them from a more inclusive and pluralistic view through which there is a recognition of 

other less rigid gender constructions (Connell, 2002). Hence, it is possible to recognize these 

non-traditional constructions as legitimate and valid (Muñoz-Onofre, 2004).    

In this line of thought, the finding of multiplicity will be broadly presented in the 

following section of this case- the interaction-. In this part of the analysis, I will discuss  

some discoveries that were evident, specifically, through the course of the small-scale 

research project with Martha’s 3rd grade group.  

4.1.2 Interaction 

 

Since Martha was interested in identifying the different masculinities and 

femininities that co-existed in her 3rd grade class, we decided to focus our view on some 

aspects related to the interaction. We understood interaction here as the ways in which 

students related to others (including the teacher) in the class. Therefore, by means of the 

behaviors students adopted, relationships constructed with others (peers and teacher), the 

                                                           
71 My emphasis  
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class actors’ attitudes, and the ways of speaking in class, we made sense of the category of 

gender and interaction in class to come to unveil femininities and masculinities.   

The meanings and knowledge that I will present here were constructed within the 

process of dialogue and reflection that I carried out with Martha (the collaborative work). 

These conversations led us to interpret and assign meanings concerning gender, to her 

practices in the hidden curriculum. This co-construction is found in several research 

instruments, but mainly, in the interviews in which we are discussing key issues of the 

classes video-recorded. Our conversations played a central role in this process as new 

insights were made evident while we talked.  By reading studies such as García Suárez, 

2003, Hruska, 2004, among others, Martha gained a better understanding on what other 

researchers had taken into account in their gender analysis in educational contexts and to 

identify points of observation in the analysis of their classrooms.       

I will start the analysis by presenting here some key extracts to re-construct the 

different forms of masculinities in Martha’s class. In the analysis of the class videos, we 

managed to discover four types of masculinities. To explain these, I will first present 

extracts (data samples) that are important to understand and characterize each sort of 

masculinity, then I will address the interpretations we made in connection with these class 

observations.   

Extract 10 

 Martha: “y que la mamá, entre otras es de las directivas del colegio, se me acercara y me dijera “no, 

colócalo con niños” por eso está al lado de Pedro, traté de buscar un niño porque él choca con Tom, 

dice que Tom es sucio, que es un patán, que es un irrespetuoso; y la mamá tiene la misma percepción. 

Y es que él72 con los niños no la va, porque él dice que son cochinos, que son groceros… “búscamele 

por favor niños pero que tiendan a parecerse a él” me pareció perfecto Pedro […]si futbolista, 

maravilloso allá en el campo de juego y todo el cuento, muy fuerte y todo; pero académicamente, igual 

                                                           
72 This extract has the pronoun of he (él) highlighted, when Martha refers to él in extract, she refers to BEN. 
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que Pedro, Ben es súper estructurado y súper académico […] ajá…que sea masculino pero no de esa 

otra masculinidad agresiva y disruptiva.” P 1: Interview 1-caso 001.  

 

Extract 10 describes two types of masculinities:  The first refers to a student named 

Tom. He has an aggressive and disruptive behavior; this type of masculinity is 

characterized by boys who are rude and rough. In Extract 12, Martha keeps describing this 

masculinity when she talks about Tom, a dominant boy, who sometimes can be 

intimidating to other boys. I will refer to this masculinity with the name ‘naughty boys’.  

As a matter of fact, Martha and I discovered in our dialogues that this boy has a higher 

status in the boys´ group, he is popular among them; and other boys who belong to the 

dominant masculinity of ‘naughty boys’ see him as a role model and want to be like him. In 

other conversations, Martha constructs the ‘naughty boys’ as not outstanding students 

academically speaking.     

The second masculinity described in Extract 10 is represented through a student 

named Ben. This masculinity is embodied by boys whose behaviors are opposite to the 

‘naughty boys’; they are usually constructed by Martha as well behaved students, 

academically superior, quiet, and polite. In Extract 10, Martha describes an episode in 

which Ben’s mother asks her to help her son relate to other boys as she is concerned that 

Ben preferred to be with girls all the time rather than with boys. Ben’s mother asked 

Martha to find another boy in the class whose masculinity was similar to her  son’s. Due to 

this, Martha identifies another boy that seems to match Ben’s masculinity–I will refer to 

this masculinity as ‘perfect boys’-. The next extract portrays the third masculinity:   

Extract 11 

Martha: Andy only talks in class if he is asked to do so. He rarely speaks to me; even in other contexts.  

[…]  what I had seen is that his mum overprotects him. She writes notes everyday about… “do not let 
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him take his jacket off because today it’s raining” so she is overprotecting him, and he lives with her, 

so he is feminine in that sense.  

Investigadora: y es súper silencioso, en clase… se ve que trabaja, parece una hormiguita de trabajo.  

Martha: es juicioso, si tú le miras el cuaderno parece el cuaderno de una niña […] 

P 2: Interview 1-caso 001 

 

The masculinity represented in this extract is represented by a boy named Andy. He 

is described as a well behaved, and quiet boy who hardly ever participates in class or talks 

to the teacher. Martha notes he usually stays working individually and devotedly in his 

assignments. In other conversations, Martha construes this student as a low achiever.  She 

mentions he is overprotected by his mother and this is interpreted by her as a feminine boy; 

the image of feminine here comes from the idea that this boy highly falls back on his 

mother, and he looks spoiled and dependent. I will refer to this masculinity as ‘quiet boys’. 

The last masculinity identified can be perceived in the next example: 

Extract 12 

Martha: Ni siquiera lo mando, que por miedo a que lloviera, eh y se sienta al lado de un niño como 

Tom que es manipulador, que es muchas veces intimidador, que es dominante […] pero 

inmediatamente toco sacarlo del lado de él; y yo sé que de pronto Ricky es más... él es más supportive 

con sus compañeros, con las niñas, él tiene una crossgendered relationships con esas nenas, super, lo 

adoran. [...] #00:20:44-8# P 2: Interview 2-caso 001. 

In contrast to these masculinities presented so far, Extract 12 describes the fourth 

masculinity. This is represented by a boy named Ricky. This boy appears to have good 

cross-gender relationships; which means he gets along with boys as well as with girls. 

Martha constructed Ricky as a good student and a boy who is highly appreciated by girls in 

the group. During our conversations, we discovered that although this student is smart and 

able to relate easily to  other boys and girls, his participation is not very active, but if he 
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was asked a question he would usually be able to answer it correctly. I will refer to this last 

masculinity identified as ‘bookworm73 boys’.   

After identifying some of these masculinities in her class, Martha and I started to 

analyze the way these boys established relationships with other students (either boys and 

girls). In the next example, the ST explains her understanding of this.  

Extract 13 

Martha: […] en el caso de Ben la mamá me lo decía: “Miss es que los otros niños no les gustan 

porque él los ve como que son como sucios, como atarvanes” en eso entonces él no se identifica con 

ellos; en ese sentido el niño sentía más afiliación hacia las niñas, la niña artista, la niña ordenada. 

Luego él no… como los otros, no toma clase de soccer […] sino la clase de violín. Entonces bueno, 

retomo, aprendizaje en el sentido de que esas identidades de género se forman también al interior del 

salón de clase; y se forman porque ellos empiezan hacer círculos de amigos... #00:02:08-9#  P 1: 

Interview 1-caso 001 

Martha uses Ben’s example, one of the ‘perfect boys’, to assert that due to this boy’s 

masculinity- he felt more identified with certain girls than boys- the ST always referred to 

this boy’s masculinity as something she associates as  feminine. Furthermore, the teacher 

finds that friendships in the group may be understood from a gender perspective (Hruska, 

2004), in the sense that her students relate to others depending on the similarity in their 

gender constructions. The next conversation, Extract 14, illustrates this point of view:   

Extract 14 
Martha: Yo pienso que sí. No sé en qué lectura hablábamos de que ellos construyen esas identidades 

por esos sentimientos o de afiliación o de diferenciación con otros, entonces de alguna manera Joe se 

siente muy afiliado a Tom.  […] 

 

Investigadora: […] porque pues dejémonos de vainas pero ahí el que manda la parada es Tom; ósea, 

antes que Nick, [inaudible] pero ahí el que es más líder en la cosa es Tom, no sé si es por, […] tiene 

un lugar privilegiado ahí, digamos todo el mundo lo distingue, cierto? #00:49:38-1#  

 

Martha: si, si y en un segundo lugar, Nick. P 3: Interview 3-caso 001. 

In order to analyze this conversation, I will give some details about the students that 

are being mentioned. We are talking about the ‘naughty boys’ who are rude, get the 

                                                           
73 This term is used to describe people who like to read a lot, seem to be quiet and introverted. This matches 
some of the characteristics described by Martha.  
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teacher’s attention for their misbehavior, seem to be dominant with other kids, and are 

constructed as average achievers. From our analysis, Tom, Joe and Nick, the three boys 

mentioned in extract 14, share many of these characteristics in their masculinity. Therefore, 

we interpreted that because these boys share features in their masculinity, they may  

identify with one another. Consequently, they have a friendship in which, as far as we 

imply in the conversation, only boys with this type of masculinity are accepted in the 

group. 

 In contrast with the example of the student named Ben, the boy who enjoys to be  

with girls instead of boys, it is interesting to note that ‘naughty boys’, do not generate 

friendship relationships with girls, but only with boys, and particularly boys with ‘naughty 

boys’ features. In this respect, an ethnographic study carried out by Redman et al. (2002) 

suggests that same-sex friendship of boys aged nine to eleven is the result of an 

unconscious mechanism to identify with other masculine figures and distance themselves 

from the feminine in a process of self-identification as either male or female. Perhaps this 

could explain the tendency perceived in Martha’s group in relation to boys’ network 

friendship.     

The last aspect evident in Extract 14 has to do with the hierarchies or the different 

status boys have in each of the masculinities described here (Connell, 2002). The three boys 

mentioned, Tom, Joe and Nick, seem to share their gender constructions: all of them are 

perceived in our conversations as falling into the ‘naughty boys’. However, not all of them 

are positioned equally – Tom is the best positioned since he is quite popular in the group; 

actually, given his privileged position, Joe seeks to imitate him, as Martha comments in 

another conversation. 
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With respect to Martha’s learning so far, I may say that she has managed to find the 

differences among the 4 groups of masculinities, as the reader can observe through the 

extracts and the discussion. Martha organized these groups by the boys’ ways of being and 

collective practices (Connell, 2005) -they like soccer, they misbehave, they are 

unsuccessful students, and so on-. Additionally, the she and I learn that there are different 

hierarchies of power, as we noted in the group of the ‘naughty boys’. Martha and I 

managed to characterize these different masculinities drawing on cultural meanings that we 

both shared -these are taken- for-granted ideas, that belong to a collective imaginary of 

what masculine means (Connell, 2005). Thus, for example, from an essentialist approach 

and a patriarchal view, ideas related to aggression, to be physically rough, independence, 

activeness, were used to make sense of the masculinity of the ‘naughty boys’. Nevertheless, 

not all the boys’ masculinities were identical, we identified other ways of being and acting -

other types of masculinities- that were recognized in this analysis of Martha’s classroom.  

Following up on Martha’s learning, I can say that during this analysis, we ended up 

reflecting on the negative effects that these masculinities, particularly the masculinity of the 

‘naughty boys’, could cause boys whose masculinities are not aligned with theirs, or  other 

boys who do not occupy high status positions in the group. The next example illustrates 

these types of interactions among boys in the English class: 

Extract 15 

Martha: […] entonces la decisión siempre, o con las niñas, nunca le dicen que no, o en el grupo de 

esos niños que son muy ‘supportive’ que son: Ben, Pedro, o Richy, nunca le han dicho que no, trabajan 

súper bien, pero me toca a mí conseguirle los grupos y tienen que ser con niñas, ojalá que no vaya a 

ser una Claudia [risas] no pero es que mira todo lo que pasa ahí, o con estos tres chicos74 que en ese 

sentidos son, se pueden sentir muy femeninos, ellos son muy… apoyan al otro, si, si.  #00:23:13-3# P 

3: Interview 3-caso 001. 

 

                                                           
74 Martha refers to Ben, Pedro and Richy who are supportive and therefore she says they are feminine.  
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This extract describes a particular class situation in which Martha asks students to 

work in groups. In Extract 15 Martha refers to a boy in her class who does not find a group 

to work with; she explains that she usually has to help him find a group. Martha highlights 

the fact that she would not have this boy work with a group of boys because she knows 

they will not accept him. In some parts of our conversation, the ST comments that he is 

one, of two boys, who is bullied by other boys in the classroom, precisely by the ‘naughty 

boys’ with dominant masculinity. In this sense, what she tries to do is either have this boy 

in a group of supportive boys, such as the ‘bookworm boys’ who are easygoing, smart and 

whose main characteristic is having good cross-gender relations. The other possibility, 

according to Martha, is to have him work with girls, who usually agree to work with him 

without any problem.  

In this respect, I can identify some understandings developed in our conversations 

with Martha: first, she recognizes that there are certain masculinities, such as the 

‘bookworm boys’ who facilitate the interaction among boys/girls. Second, the ‘naughty 

boys’, as I have described them here, presumably limit and exclude other boys with 

different masculinities, therefore, class formats in which students are to work in groups are 

difficult for some of these students. Third, it would be difficult to prove that bullying in this 

case is caused particularly by gender relations among the boys75. Issues about bullying 

emerged throughout the conversation in which Martha and I discovered the type of 

masculinities in her class.  

                                                           
75 Through the data collected, I did not find any bullying actions per se; but the notion of bullying is brought 
up in our conversations with Martha because she knows her group of students well. She does not report 
bullying among the girls but only with two boys.   
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Extract 15 slightly shows a relevant aspect related to girls and to the concept of 

femininity; Martha finds that there are some boys with feminine features - Ben, Pedro, and 

Richy- as they seem to put up with or deal with any type of masculinity, or even femininity. 

It is likely that this imaginary related to the feminine comes from the idea that women are 

born and used to tolerating or dealing with anything, even if it is something unpleasant76. 

Through our conversations with Martha, most of the girls are constructed as being tolerant 

with other boys; but girls as well with boys prefer to establish same- gender relationships 

when it comes to friendship77. This is important as at this age, children prefer to establish 

same- gender relationships instead of cross-gender ones (Redman et al., 2002). However, as 

I pointed out earlier, Martha learns that this is not a rule, as was evidenced through the case 

of the boy, Ben, who would stay and be friends with girls rather than boys.  

I will now present the types of femininities that Martha and I managed to identify 

throughout her class observations.  In our conversations, we, unconsciously and 

unwillingly, portrayed masculinity and femininity “through a system of symbolic difference 

in which masculine and feminine places are contrasted, masculinity is, in effect, defined as 

not-femininity” (Connell, 1995, p. 70). In our analysis, we identified three types of 

femininities within the girls in  the course. I will first present some extracts of the 

interviews in which we attempted to describe each of the femininities in this group:   

Extract 16 
Martha: Ella es la del suero. Esa nena no sé si te llamé la atención, pero entonces mira la feminidad 

ahí se va por otro lado. Por estar linda, tú le abres la cartuchera y son todos los brillos, tú le abres la 

maleta y son todos los muñequitos. Académicamente nada, pero nada es nada. Entonces si ella levanta 

la mano debe ser para leer un extracto que hay allí, pero no porque quiera contestar una pregunta de 

pronto cognitivamente demandante, nunca lo vas a lograr con ella. Mientras que lo logras con Becky, 

mientras que lo logras con Isabel, mientras que lo logras con Ben. Kelly en ese sentido se parece mucho 

                                                           
76 This is an imaginary that is constructed in our conversation with Martha.  
77 This cannot be a generalization as there are some cases in which children establish relations with others, 
girls or boys, depending on the similarity in the gender construction.  
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a Andy. Ellos copian, ellos están ahí… tu no les tienes que decir… como con Laila que no hago sino 

peliar todo el tiempo. P 1: Interview 1-caso 001  

 

Extract 16 allows us to characterize the first femininity; it is comprised of girls that 

are similar to the description of the girl named Kelly. She is constructed as a low achiever 

who does not participate much   in class and who seems to be interested in her physical 

appearance, in make-up (lip-gloss) and toys to play with. Martha compares this type of 

femininity with the ‘quiet boys’ as they seem similar; they are in class, they do not bother 

or disrupt the class; instead, they work quietly in their own assignments but they are not 

usually the type of students who can answer questions appropriately. Martha constructs 

Kelly as a low achiever. I will refer to these girls as ‘the pretty girls’. There are few girls 

within this group. The second femininity is presented in the next extract: 

Extract 17 
Martha: Becky tú veras que ella que se tome la palabra, nunca. Que tú le preguntes a veces, y diera 

la impresión que ella está en otro cuento, pero es que intelectualmente es muy inquieta; tanto que yo 

ya no le digo nada porque mira, yo puedo estar explicando y esa niña está poniendo atención y se 

está leyendo un libro de yo no sé cuántas páginas […] yo admiro a esa pequeña. Ella estaría en el 

grupo de Isabel, de Nancy, de Lina. P 1: Interview 1-caso 001 

 

 Conversely, Extract 17 helps identify the second femininity through the description 

of Becky, a girl who is perceived as an intellectual and smart student who usually does not 

participate very much in her classes, but who is capable of assertively answering any 

question the teacher asks; moreover, the teacher expresses her admiration toward this 

student. There are many girls who, according to Martha, can be classified in this group as 

they present a similar type of femininity. I will refer to these girls as the ‘super-powerful 

girls’ These types of femininities have particular ways to relate to other girls in the class, as 

it can be seen in the next extracts:   

Extract 18 
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Martha: si, como muy cooperativa la relación entre ellas y muy afectiva, además. Lucy la vi esta 

mañana en el descanso un poco triste y Becky fue y la abrazó entonces hay el soporte de Becky hacia 

ella grande, académico y también afectivo. P 1: Interview 1-caso 001. 

Extract 19 
La profesora comienza haciendo preguntas. Nancy la chiquita tímida responde, Isabel la pila le hace 

señas (con el dedo gordo) de bien hecho! Aunque están separadas siguen comunicándose en clase. 

P16: Class Observacion 07-caso 001. 

 

In Extract 18, Martha adds other characteristics to the second femininity - the ‘super-

powerful girls’-. Martha describes Becky as an affectionate girl with her girl-friend- Lucy-, 

she also constructs this girl as academically superior, and acknowledges that Becky’s 

academic abilities represent a support to her friend. Super-powerful girls are perceived not 

only as brilliant but also as supportive and cooperative with her female friends. This is 

something that I noted during Martha’s class observation in Extract 19, which was validated 

with Martha during the interview.  

Extract 19 illustrates a class event in which one of the super-powerful girls,  

Isabel, shows her support (gives her a thumbs-up) or solidarity to one of her female friends 

when she realizes this friend, Nancy correctly answers a teacher’s question in the English 

class. Drawing on discursive constructions of teacher-like figures (Castañeda-Peña, 2008a), 

it would be possible to interpret Isabel’s action- congratulating her friend (giving her a 

thumbs-up)- as any teacher’s response in a class after receiving a good answer from a student; 

in other words, as a teacher-like attitude toward her friend’s class performance. This helps 

understand not only the way in which girls with the same femininity relate to one another, 

but it may also suggest, as Martha and I discussed, the existence of power hierarchies by 

means of which some students are more authorized to congratulate, correct and organize 

others in the group, as was noted at different moments in the class with Isabel and her friends. 
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In other conversations with Martha about class observations, we realized Isabel has a higher 

position in her group of friends.         

However, this is not the only type of relations that femininities in Martha’s group 

establish. Girls also present networks of non-friendship with other girls and boys, as they 

construct moment to moment power relationships that produce asymmetrical positions 

(Goodwin, 2002). In this sense, femininities cannot be generalizable to all contexts or all the 

class moments (Goodwin, 2002). The last femininity, the third one, can be characterized by 

considering taking into account Extracts 20 and 21.     

Extract 20 
Martha: Although a few girls tend to be disruptive too; boys misbehave more than girls. I cannot say 

that only boys misbehave, if you look at Claudia, for example, she does not like following directions, 

she wants to do what she wants, not what she is told to do. Sometimes it happens also with Juliana. P 

1: Interview -caso 001.  
 
 

Extract 21 
Investigadora: so, are there any other girls that we can classified in that group […], I mean we are 

talking about Juliana and Claudia like the type of girls who are outstanding not in terms of academic 

issues but in terms of behavioral, can we classify some of the other girls in that group? 

Martha: the other girls? Definitely, no. and they want to take the floor but in terms of how popular I 

can be among my peers, not in terms of academic power, If I can term it like that. P 1: Interview 1-

caso 001. 

 

The third femininity is embodied by Claudia and Juliana whose behavior is opposite 

to the previous femininities. In this sense, these girls disrupt the class, interrupt others during 

class participation, and are described as misbehaved. Nevertheless, there are just a few girls 

who do this. Another important characteristic of this femininity is that girls do not want to 

follow the rules or directions the teacher gives. As was discussed earlier in this analysis, this 

is a typical behavior some boys have toward rules; therefore, this type of femininity tends to 

be contrasted with masculine behaviors or characteristics. Furthermore, when Martha was 
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talking about these girls, she described them as leaders in the class group; therefore, I will 

refer to them as the ‘popular girls’. This can be evidenced in the following excerpt:  

Extract 22 

Martha: Juli is popular, as well as Claudia, as I told you she is a leader, and girls, as well as boys 

they follow her, they follow her. And although she is not academically speaking, she is not very 

talented […] she starts talking and talking and talking, even if the topic being discussed is totally 

different from what I as a teacher expect her to say.  One of the first classes, she said “you’re the 

queen” and she is trying to catch my attention and not only my attention but the others’ attention. P 

1: Interview 1-caso 001. 

 

Girls who display this type of femininity, according to Martha, demand a lot of the 

teacher’s attention. In all the class observations, these girls interrupted what the teacher or 

other classmates were saying. In this sense, the data revealed that these girls participated 

actively in class, more frequently than the rest of the girls; but their participation was not 

the most outstanding, relevant or pertinent to the class content, so this ST constructs these 

girls as average achievers78 academically speaking. This shows, participation-wise, that 

students’ participation is not an issue that is determined by academic interventions; there 

are other aspects to be considered in this respect. I will refer to this later, as participation 

was the other issue in which we focused our attention on in this research.  

As can be seen from these accounts, Martha discovers that femininity does not 

imply a fixed and unitary way of being feminine, but there is a range of femininities 

available (these are not unlimited) for girls in her teaching context (Coates, 1994).   

 

I would like now to point out, succinctly, what these discoveries or findings indicate 

in relation to Martha’s learning. First, the fact of identifying different ways of being a 

boy/girl in her class consolidates a new meaning about other gender constructions, different 

                                                           
78 They are not bad students, but they are not ranked as superior academically speaking.  
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from the differential or traditional constructions Martha presented at the beginning of her 

research project. In addressing this new meaning, she demonstrates that she understands, as 

Castañeda-Peña (2009) states, that there is not a single masculinity, but there are 

masculinities; and there is not a single femininity, but there are femininities.  

Second, in understanding femininities and masculinities and the relationship her 

students establish with others, it was made evident that there are certain masculinities and 

femininities that facilitate/hinder group class activities. This means that Martha learned that 

these types of relations may affect the interaction among the students in ways in which they 

can support or constrain the possibilities of group work during the English class.  

Third, there is a connection between certain femininities/masculinities and 

participation processes. Apparently, there are femininities/masculinities that usually 

demand more attention on the teacher’s and the group’s part; this leads these students to 

having a higher level of participation in class. Thus, this information allows the teacher to 

problematize more, certain aspects that take place in the dynamics of class participation. I 

will refer to this issue in the next section of this case study.  

Although Martha’s objective was to understand the masculinities and femininities 

that coexisted in her class; Martha and I decided to do an exercise that involved self-

reflection about the ways the STs relates to her students. To do this, we focused our view 

on aspects such as the affectivity and tones of voice that Martha has with her students in 

order to understand, problematize and propose ways for the transformation of the gender 

relations in her teaching context.  

With respect to this notion of the self- reflection it has been argued that “research 

findings related to the transformation of gender relations in school point out that the 

practice of self-looking within a research process plays a fundamental role in the 
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transformation process that one wishes to achieve” [my translation] (García Suárez, 2003, 

installment 5, p. 12).  

Consequently, the next part of the data analysis accounts for Martha’s reflections on 

her interaction with students, emphasizing the understanding of her body language, the way 

she addressed students, her affective stance with them, the type of responses, attitudes, 

behaviors she had in the class interaction, and so on (García Suárez, 2003). Extracts 23 and 

24 introduce some of Martha’s reflections that were confirmed in other instruments such as 

class observations, videos and protocols.   

Extract 23 

Martha: listo.  Entonces... a ver, este como te decía ahora me pareció complicadito, ehm, bueno, la 

primera pregunta dice ¿con quienes fuí más rudo o ruda? o ¿con quién es más afectivo? o 3. más 

afectiva79, y no logré captar alguna diferencia [...] a pesar de mi seriedad con ellos [risas] la considero 

muy importante inclusive las palabras afectivas yo las digo en español. Yo no digo sweetheart, ni nada 

de eso; yo digo "papi", "mami" "muñeca.  #00:30:50-8# P 3: Interview 3-caso 001. 

 

Extract 24 

Martha: Claudia, pero entre esas ahí no podía dejar de escribirme que "aunque a veces eres muy 

regañona" y si siento que a veces soy como muy así, pero trato como de balancear la cosa, y como de 

tener cercanía con ellos y esas palabritas las digo en español[…] Y lo hago con todos y con todas; sin 

embargo, siento que soy más afectiva, no puedo decir que con las niñas o con los niños sino de acuerdo 

a esas masculinidades y feminidades... tú, mi tono de voz no es la misma con Ben que con Tom. Con 

Tom siempre... y no, aunque él manipula y trata de negociar la cosa [inaudible]. él manipula y él me 

hace ojitos, y él sabe que, y yo lo reconozco, yo de verle los ojos a ese niño, no sé qué tienen, pero a 

mí me derrite de alguna manera … y yo le sigo hablando más fuerte a Sergio, yo no puedo hacer eso 

con un Pedro porque, porque no me lo provoca. A Claudia le hablo más fuerte.  P 3: Interview 3-caso 

001  

 

These extracts reveal conflicting ideas: On one hand, Martha considers she has an 

affective tone with all her students because she refers to them with loving words instead of 

using their names; on the other , she describes herself as a very serious and grumpy teacher, 

as one of her students described her in a letter she wrote to Martha (see extract 23). 

                                                           
79 These questions were addressed during the Martha’s analysis. They were taken from García Suárez, 2003 
(Installment 5).  
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Additionally, there is also an explicit idea about the way Martha treats students, she says her 

treatment is not different for boys and girls, but rather, she feels that this varies according to 

the types of femininities and masculinities (see Extract 24). These extracts reveal that we 

focused our discussions on aspects such as affectivity and the tone Martha uses with her 

students; here affectivity is understood as a sort of emotional bond that this teacher develops 

towards certain students, whereas, tone concerns with the level of softness or roughness with  

which teacher talks to the students.  

 In this respect, Martha explains the difference between these two concepts - tone and 

affection- because she contends, at the end of Extract 24, that although she feels she has a 

high level of affectivity for Tom, she uses a strong tone with him, while the situation with 

other boys is not the same since she speaks to them in a smooth tone. As the reader may 

remember, Tom was classified as one of the ‘naughty boys’- with disruptive class behavior, 

characterized as rude and rough-; this means that Martha’s tone of voice may be strong with 

Tom as she senses that this boy can put up with rough treatment. Although it is worth noticing 

that these rough treatments were not exclusive for boys, as Martha expresses in Extract 24, 

when she refers to Claudia, one of the ‘popular girls’, who also received this treatment. As it 

was confirmed in the interviews, Martha felt that these girls who were characterized by their 

strong femininity- were perceived as if they could put up with a strong tone of voice, as the 

‘naughty boys’ did.  

Following these ideas of affectivity and tones that Martha becomes aware of, and 

knowing that affectivity does not necessarily have to do with the tones, it is pertinent to 

analyze more in depth other extracts to understand the meanings that the teacher constructs 

in relation to her view of herself. I will start with what we identified as affectivity. To do this, 

I will present Extract 25, a chunk of our last interview in which Martha is talking about a 
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game in which she usually participates in with her students. This is a random game80 in which 

participants play forfeits related, in this case, to either kissing, hugging, or beating another 

player     

 
Extract 25 

Martha: no, no. que día tenían un jueguito así, en que toc-toc- entonces uno golpea y le sale un número, 

no le sale un dibujo de un niño o de una niña, yo por lo general escojo a un niño, inconscientemente 

me di cuenta que casi siempre cojo a un niño.  #00:57:09-1#  

 

Investigadora: [risas] acabo de darme cuenta que siempre escojo a un niño #00:57:11-5#  

 

Martha: si... de vez en cuando y creo que lo hago más por disimular escojo una niña [risas] casi 

siempre; yo tengo, no sé los niños siempre me han gustado más. Siempre me han gustado más, 

Entonces por lo general escojo un niño; y hay que escoger un número al azar, un número dice patada, 

el otro dice puño, el otro dice abrazo, el otro dice beso y otras cosas más, que inclusive les llamé la 

atención […] y me salió abrazo con Tom y yo ahí mismo corrí, y como tres días después me salió 

abrazo con Joe, y yo la pensaba, pero eso no... me salió abrazo con Becky y yo corro, y me sale abrazo 

de pronto con Isabel, y te digo yo a ella le he dicho explícitamente "soy tu fan número 1" pero dije ay! 

si ahorita... [risas] #00:58:05-2# Interview 3 
 

This extract consists of three aspects I find relevant in this discussion of affectivity: 

First, Martha recognizes she tends to like boys more than girls; she does not find a specific 

reason for this, as can be read in her anecdote, she simply feels more empathy for boys than 

girls. Second, despite the fact Martha seems to prefer boys over girls, it is evident that her 

affective manifestations are expressed with both boys and girls in her class. However, the 

affectivity that Martha shows to certain students could be understood, as she speculates, as 

something that may depend on these masculinities/femininities identified earlier in her class. 

Although it is risky to make generalizations in this respect, I will attempt to analyze in more 

detail the role of affectivity in this case by means of the following samples taken from the 

interviews and the class observations I wrote.   

Extract 26 

                                                           
80 This is played with a paper figure (similar to the dies) in which players determine the penalty to pay. 



 
 

122 
 

“[…] Sin embargo, en diferentes ocasiones de la clase Tom hace muecas (haciéndose el chistoso, o el 

tierno con la profesora) ella corresponde de manera positiva ante esto, por ejemplo, en el minuto 54:30 

del video se observa como la profesora de manera tierna y amorosa le acaricia el rostro al momento en 

el que este estudiante empieza hacer sus gestos de bromas; incluso le manda un beso. Otros estudiantes 

empiezan a molestar a la profesora diciendo “uy, uy, Miss” a lo cual Martha responde “It’s because I 

love him” y Tom responde un poco achantado y poniéndose rojo “thank you, Miss Martha…” y 

después la profesora pregunta “do you love me?” y él le responde con hesitación “yesss.. […]” P11: 

Class Observation 01-caso 001. 

 

Extract 27 

Martha: Exacto!, si y de todas maneras a ver, y en los videos, y me preocupa de verdad, ya soy mucho 

más consciente de toda esta cuestión pero muchas veces uno refuerza esas relaciones como tan 

inequitativas porque en medio de la cansadera de Tom y tú me lo afirmas, siempre lo he sabido que 

ese niño a mí me domina, no sé; pero en medio de que si, lo regañó y me pongo furiosa con él y todo, 

lo hago de manera diferente con otros niños, de alguna manera estoy reforzando que el chino sea así y 

que maneje el poder porque... #00:18:20-2#P 3: Interview 3-caso 001. 

 

Extract 26 describes one of Martha’s classes that was video recorded; despite the 

fact this was the first time I visited her classroom, I did not have any difficulty in 

identifying Martha’s fondness for Tom, as is obvious from her loving expressions in the 

description of this class. I had the chance to talk to Martha about this and since the 

beginning of our conversations; she openly recognized her fondness for him. Nevertheless, 

it was only in our last conversation that she discovers it is likely that her manifestations of 

affection toward this boy could reinforce the idea that she approves of Tom’s ways of 

being, as suggested in Extract 27 when she talks about the differential treatment she gives 

to Tom. Through this analysis, I have described this student from  a traditional masculinity 

standpoint –rough, popular among boys, misbehaved, an average or low achiever, even 

intimidating to other boys- I think that, based on the understanding of these masculinities 

and femininities,  Martha manages to come to two conclusions as regards her self-look: 

first, Tom may interpret the teacher’s approval (Baxter, 2003) discourse/treatment as a way 

to support and reinforce his masculinity, and second, her other students may understand 
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that this the type of masculinity is the one that is accepted and valued the most in the class 

(Connell, 199581).  

However, I think it is important to be careful with the generalization that students 

who seem to have this traditional masculinity will be treated in the same way Tom is 

treated by Martha. As a matter of fact, as Martha explains in Extract 25, with the example 

of Joe, another student who falls into the ‘naughty boys’ group, this shows that not all 

students who belong to this masculinity receive affective treatment.  Furthermore, Martha’s 

fondness for Tom is something that we cannot explain as such but it is helpful in bringing 

the ST’s reflections on to this, since it poses the possibilities for the self-reflection and 

transformation, as presented in Extract 27.  

Interestingly, we observed that there were certain femininities, usually the ‘popular 

girls’ that seemed to be confident, spoke loudly, enjoyed the teacher’s attention, 

misbehaved, and participated a lot in class, that were treated affectionately  by Martha. 

Again, this cannot be a rule or a generalization that can be simply made, as the issue of 

affectivity is not something that one can explain logically, I would say that affectivity 

practices are complex to explain here, as they may be grouped as unconscious practices, in 

the exercises of interaction and the subjectivity (Weedon, 1997). Paradoxically, affectivity 

plays a key role in this analysis as it allows the teacher to recognize that unwillingly and 

unconsciously her affective manifestations produce some implicit messages that may 

inform her students gender subjectivities.  

 

                                                           
81 Connell, based on Gramsci’ concept of hegemony, explains that “At a given time one form of masculinity 
rather than others is culturally exalted” (1995, p. 77)    
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Last, the data analysis in this interaction section displays some insights in relation to 

the differential treatments, identified by Martha and I, that are important to report here. The 

following extract displays a reflection described in ST’s final paper, of the small-scale 

research project, for the identities and languages learning course. Extract 28 accounts for a 

class event identified by Martha as related to class norms. Accordingly, there is an explicit 

rule of not interrupting the teacher while she is explaining something to the class. The event 

analyzed by Martha intends to demonstrate that the ST presents unwilling differential 

treatments with girls and boys.     

Extract 28  

“Whereas Sara and Blanca immediately obey the teacher’s direction and sit down without making any 

attempt to negotiate the rule, Tom intends to manipulate the situation and looks at the teacher as if he 

wanted to subvert the rule imposed on him. Also the teacher gives a differential treatment to the 

situation; when the two girls approach her, she doesn’t look at them or hear what they need to say, she 

just tells them to sit down and that is exactly what the girls do. In Tom’s case, the teacher stops talking 

approaches him and looks at him for a moment, reminding him of the necessity to be attentive in class. 

As soon as the teacher turns, Tom continues to behave disruptively. Through such a differential 

treatment, the teacher unwittingly fosters inequalities among girls and boys, empowering who is 

already empowered and silencing the powerless.” P21: Trabajo final-caso 001 

 

This extract in which a boy and two girls break the class rule demonstrates that 

teachers may unwillingly foster differential treatments. Martha does this analysis by 

reflecting upon the way Tom negotiates the class rule (García Suárez, 2003) and avoided 

the consequence of breaking the rule, the ST perceives that her treatment with girls that 

break the class rule is different in comparison to the treatment Tom receives. In this sense, 

Martha critically identifies that in the case of the girls, she almost ignored them, by not 

even looking at them, and simply reminding them about the class rule; whereas with the 

boy, the ST’s reaction/behavior is quite different as she describes in her paper: she stops her 

class explanation, walks up this boy’s desk and takes a few moments to talk to the boy. 

Martha interprets this as a great deal of attention to the boy whereas with the girls she 
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hardly invests time to remind them about the rule. Hence, this ST manages to problematize 

her own actions to come to the conclusion that in certain moments she can be an important 

actor that may promote or prevent some gender inequalities in her teaching context.  

 

At this point of the discussion, it is necessary to expose some of the discoveries that 

this ST makes regarding her self-look (García Suárez, 2003) in the interaction with her 

students. I can think of three discoveries that she manages to do in relation to her 

affectivity, her tones of voice, the preferences and the differential treatments she has for 

certain students.  

  First, her analysis of her verbal and non-verbal language allows her to make evident 

that she has certain preferences with regard to certain femininities/ masculinities; she notes 

that her level of affectivity and her tone of voice does not depend on whether her students 

are girls/boys but rather on the type of masculinities/femininities. Nonetheless, she also 

learns that not all girls/boys with a certain type of femininity/masculinity receive the same 

amount of attention or level of affectivity. Second, this teacher discovers that, although 

unwillingly and unconsciously, she has had an important role in the production of certain 

differential treatments. Third, Martha acknowledges that her affectivity manifestations may 

transmit some implicit messages about more accepted masculinities/femininities and that 

this has some bearings on the process of her students’ gender subjectivities. 

Having observed and reflected upon her English classes provided Martha with 

opportunities to learn about her interaction with the students (her interaction with them and 

the interaction among themselves); it was also useful to problematize what was going on 

with respect to the students’ participation from the gender perspective. Participation was 
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another big issue that was taken into account within our analysis. Therefore, I will present 

the main discoveries we made through our talks in the collaborative work. 

4.1.3 Participation  

 

Participation was the last issue that Martha and I focused our view on during the 

process of her small-scale research project. To do this, we centered our attention on aspects 

such as the frequency; we were interested in understanding who participated the most/least, 

why there were students that participated more than others, under what conditions 

participation took place in this English class, and whether there were inequalities within 

this process of class participation. We also attempted to understand the power relations that 

were evident through class participation; as well as the relation this had with the 

femininities and masculinities we had identified through this process.    

One of the first things we actually learned about participation in this particular 

group was that not all students had the same access to the process of participation; it was 

evident that participation was constructed by means of power exercises produced within the 

class interaction. Power relationships have been an issue of interest in the field of FLT -

Foreign Language Teaching- since there have been studies that demonstrate how these 

power relationships affect students’ linguistic attainment (Hruska 2004, Baxter, 2002, 

2003; Castañeda-Peña 2009, 2010, 2008). Of course, it is important to bear in mind that 

those power relationships can be shaped by social variables which different from gender, 

such as race, ethnicity, knowledge, age, and the like. However, these studies citied earlier 

have addressed gender as a category of analysis in discursive practices in order to 

understand the implication they represent for students’ linguistic attainments.  
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The following two extracts summarize the long analysis constructed in the 

collaborative work that Martha and I developed in our reflection of her class. Martha 

introduces some elements that structure the dynamics of power relationships in the class 

participation. Here is the first extract:  

Extract 29 

Girls and boys take the floor in different manners. Some of them show how well academically 

structured they are and how the symbolic power of knowledge they possess enables them to take the 

floor therefore contributing in relevant ways to the development of the lesson. This happens with girls 

as well as with boys in the class. There is also a group which catches the teacher’s attention but not 

precisely because of their important contributions to the class, but because of frequent disruption and 

comments which do not foster discussion on the topic of the lesson. Others, girls and boys, remain 

silent; doing what the teachers asks them to do and neglecting themselves the possibility to interact in 

the target language with peers and teacher. There are different causes for such a behavior; some boys 

and girls feel disempowered not because they cannot contribute to the lesson but because more 

empowered ones take the floor and do not let them participate. Others, girls and boys also, remain 

silent because of their lack of competence in the English language and their inability to successfully 

contribute to the class. P21: Final research report-caso 001. 

 

As this excerpt shows, Martha analyzes the issue of participation and takes elements 

that may constitute access to class participation into account. For instance, students’ 

knowledge or lack of knowledge, popularity or disruptiveness, these are aspects that 

influence students’ class participation and shape power relations in the classroom (Baxter 

2002; 2003). Martha explains that some of these aspects empower/disempower some 

students’ from participating. It is interesting to observe the use of the expression “this 

happens to boys and girls” in Extracts 29 and 30 when Martha highlights that high and low 

participation is not dependent on gender in her class, and that both girls/boys experience 

high and low participation depending on the aforementioned elements. This discovery is 

worth mentioning as later on Martha has the chance to reflect upon other events in her 

video recordings in which she discovers other issues that she was not aware of. These 

aspects will be discussed later in this analysis. Extract 30 describes Martha’s other 

analyses of class participation. 
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Extract 30 

There are four well differentiated groups in the class: 1) SOCIALLY SKILLED- ACADEMICALLY 

“POOR”: They are popular among their peers, very talkative and outgoing. Although their discourse 

is dominant, their participation is not relevant to the development of the lessons, they tend to be 

disruptive. There are girls and boys in this group (more boys than girls). 2) SOCIALLY SKILLED-

ACADEMICALLY SKILLED: They are respected and valued among peers. Their participation is 

really relevant for the development of the lessons. There are as many girls as boys in this group. 

 3) SOCIALLY POOR- ACADEMICALLY SKILLED: Although they are academically very talented, 

their social skills are not well developed, they are not very popular among their peers, and their shyness 

does not allow them to interact very successfully in class. 4) SOCIALLY POOR-ACADEMICALLY 

POOR: They are not popular among their peers, they depend on what the others say and rarely 

participate not only because of their lack of social skills but because of their lack of academic strength.   

P21: Final research report 001 

  

In Extract 30, Martha identifies three types of participation: academic, disruptive, 

and silent. The types of participation are similar to those described in a research project 

called ‘Arcoiris’ 82(García Suárez, 2003; 2004) which took place in several Bogotá schools. 

In this point of the analysis, Martha observes that these three participation types correspond 

to either girls or boys.   

However, when we began to classify the students into each participation category, 

we discovered that there were certain tendencies of gender differences. On this respect, for 

example, we noted that there were more boys whose participation was disruptive.  The 

other gender-related tendency was related to silent participation. The next extracts show 

who was classified in this category.    

Extract 31 

Investigadora: y después saltamos a lo de tendencias, entonces tú me decías, ahora para el caso de las 

niñas, un montón de niñas, de nombrar esos 4 o 5 niños, pero para el caso de las niñas hay un montón 

de niñas, […] pero finalmente también hay unas tendencias que son muy importantes para tener en 

cuenta. Que no pasa en todos los casos, ¿sí?, pero que hay unas tendencias. Entonces tú decías, oiga 

si, desafortunadamente son niñas que pues no participan mucho pero que si tú les preguntas ellas saben 

[inaudible], entonces nombrabas a Becky, a Gabriela, a Pamela... #00:02:39-7#  

Martha: Betsy Ray.  #00:02:38-6# P 3: Interview 3-caso 001.   
 

Extract 32 

Martha: Sin embargo, si a veces hay ciertas tendencias, en una de esas preguntas, yo te decía ahoritica, 

                                                           
82 García Suárez, (2003) was one of the useful readings that we used to analyze issues related to 
participation, interaction when one conducts research related to gender and education.  
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de esos niños que salvan una clase, conté 5 o 4 niños, y las niñas fueron como 10. Entonces si hay 

tendencias, de todas maneras.  #00:09:36-7# P 3: Interview 3-caso 001 

 

Extracts 31 and 32 display moments of a conversation with Martha in which she 

identifies more girls than boys as better academically, but the ST realizes that most of these 

girls who are outstanding students do not frequently participate. These girls participate 

infrequently though the academic quality of their participation is superior with respect to 

other students.  Martha thinks that due to their introversion, these girls can be classified 

them in the category of silent participation. It is important to say that there have been 

studies that point out that “teachers giving more attention to boys is usually unintentional 

and should be considered as differential teacher treatment by gender rather than bias” 

(Swann and Graddol, 1998 as cited in Litosseliti, 2006).    

In Extract 32, Martha refers to certain tendencies that she finds when understanding 

her students’ participations. She explains that hypothetically, if one of her supervisors 

visited her class, it is likely that girls would contribute more significant comments than 

would boys. As she expresses in Extract 32, the number of boys who contribute in 

academically significant comments is much less, as the tendency is for boys to participate 

in a disruptive manner instead of an academic one.        

The issue of gender-related tendencies emerges during the analysis of the classes; 

however, Martha states that she is more interested in adopting a position in which her focus 

is not to make generalizations about female and male students, as per dominant or 

difference frameworks do, but rather to focus on “plurality and diversity amongst female 

and male language users, and on gender as performative –something that is done in context 

rather than a fixed attribute” (Swann, 2002, p. 47). The following extract presents Martha’s 

view with respect to this issue:  
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Extract 33 

Martha: si no quiero caer en... Exacto! ni en una perspectiva dominante porque yo creo que allí nadie 

domina, ni en una diferencial, porque no es que los niños son así y las niñas son así, aunque si hay 

tendencias.  #00:18:42-2# 

 

Even though Martha expresses that she does not want to “fall into” speaking about 

gender generalizations, we realize that it is important not to leave them out of our analysis 

during her class observations and reflections. Likewise, we noticed that although it was 

important to account for the diversity and individuality, we should not lose sight of 

generalizations as they allow us to learn about possible gender inequalities in the 

classroom.   

Additionally, the analysis of class participation would not be complete if we ignored 

the teacher’s role within this process. Martha realizes the importance of her role in some 

situations of class participation formats (García Suárez, 2003). The next extract  illustrates 

this point.     

Extract 34 

[…] that’s something I tried to do because, I found the recordings really relevant; because there are 

some things that I am not aware of while giving the class. The other day I told you, Clara raising her 

hand for more than 10 minutes and I think... was I there? so why I didn't see her, and she was in front 

of me. So I was trying to take care of that situation and to empower those students as I said here, as I 

wrote, some of them, Richy for example, Pamela, they are academically speaking good but they 

never, they very rarely say, they rarely participate [...]. #00:10:42-3# P 2: Audio 2-caso 001 

 

Before I start explaining the context of Extract 34, it is important to explain the 

class format in which Martha problematizes her role as a teacher. Class formats are 

understood as teachers’ organization of class activities and purposes. These formats take 

different forms including: teacher talk with some student’s interventions; group activities; 

teacher asking questions to the group; reading homework assignments out-loud, and the 

like (García Suárez, 2004). Extract 34 describes a class event with a class format where the 

teacher asked questions to the group in general and then choses students to answer them. 
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In this scenario, Martha problematizes her role as she notices in class videos that 

there are students to whom she rarely grants a turn in these class formats despite the fact 

that they clearly requested to participate by raising their hand several times and waiting for 

long periods for a turn.  The conversation with Martha reflects that she is not fully aware of 

the criteria she uses to select students in those moment; nevertheless, in the example of the 

girl mentioned in extract 34, Clara, Martha problematizes that she did not granted her a 

turn. The ST perceives this situation as unfair, not only because the student wishes to speak 

in class, but also because she is portrayed as a smart student who can contribute 

meaningfully to the class.  

This reflection led Martha to discover that students with silent participation are not 

merely people who do not want to participate because they are introverted, as is stated by 

Norton (2000), but that there may be class situations and power relations in these class 

formats that limit participation to certain students, even when these are willing to 

participate.  

On this matter, researchers found different roles in participation, particularly in 

female students, in which students that do not manage to have high participations tend to 

center their academic interests either on their notebooks or developing ways to support 

other classmates with academic feedback (García Suárez, 2003). Additionally, as one reads 

Extract 34, Martha expresses she was not aware of these injustices, and that she knows she 

plays an important part in improving the access to participation, particularly of those 

students who have silent participation. 

While Martha reflects upon these imbalances in participation and her role in this, 

she simultaneously judges herself for not being able to observe Clara’s willingness to 

participate during the class “Clara raising her hand for more than 10 minutes and I think... 
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was I there? so why I didn't see her, and she was in front of me” (Martha’s words). This 

extract shows that Martha critically questions herself; as a result of this questioning and our 

reflections during the dialogues (interviews), we came to the conclusion that these aspects 

related to participation are very subtle; teachers do not intend to choose certain students 

over others83 (Litosseliti, 2006; Sunderland 2004b). As a matter of fact, Martha and I 

acknowledge that realizing this was important for her teaching practice as it increases the 

possibility of her transforming her classroom dynamics to improve students’ participation.  

It is pertinent to report some strategies used by students who frequently participated 

as well. Recognizing these strategies was helpful for Martha as she realized why it is 

difficult to be aware of these participation inequalities in class. Once we identified how 

these strategies operated in the classroom, the teacher was more aware of what she could do 

in order to improve her class participation.  

We discovered five strategies used by frequent participators. The next extract, taken 

from Martha’s final research report exemplifies some of these strategies during class. The 

following class events portrays a typical class format where the ST asks question to the 

group in general:  

Extract 35 
 (The class has not started, everybody is talking, there is a lot of noise) 

Juliana:      Silence! 

Teacher:      Babies, before the class starts I want to remind you of something: the                                   

                     answer to this handout. We have a field trip on the… 

Juliana:     (Overlapping teacher’s talk) on the 28 

Tom:        (Interrupting Manuela) catedral de sal. 

Becky:         (Translating what Sergio has said into English) salt cathedral (Sergio  

                     looks at her and smiles but seems not to like having been corrected     

by her, Becky lowers her head) 

Teacher:      On the 28 of October which is a… 

Tomas:       (Interrupting the teacher) the Monday 

Isabel.:       Tuesday  

Teacher:      It’s on Tuesday 

                                                           
83 This gender bias in the class participation is not a conscious and intentional action that teachers do 
(Litosseliti, 2006) 
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                      (Tom makes fun of Nicolas because of his mistake, Andrés just       

                       looks at him and smiles. Afterwards, some directions on the       

                      development of the class are given.) 

Teacher:      You are not going to write today’s date, session, and theme now. You       

                     are going to do it later, when the second hour starts. 

Juliana:     Thank you, Miss. You are a princess. 

P21: Final research report-caso 001. 

 

Extract 35 is an example transcribed from one of Martha’s classes video recorded. 

There are at least two strategies used have access participation. The first strategy is called 

‘overlapping’. This term is understood as moments of class in which a students’ turn 

overlaps other student’ turn, interrupting the flow of what that person is saying. Here the 

reader can note that Juliana and Tom are students who permanently gain access to moments 

of participation by interrupting and overlapping other classmates.  

On this matter, Fairclough (1989), in his understanding of language as a social 

practice, claims that people establish power relations through discursive practices.  In this 

view, mechanisms such as interrupting, overlapping in conversations are seen as ways to 

enforce or impose the access to communication and creating hierarchies within the oral 

discourses.  

The second strategy evident in this extract is correction. Although Becky is not a 

frequent participant, she gets a turn to speak when she reminds Tom about the class rule: 

Speak in English. It is common that students break the class rule84 when they want to 

correct what another classmate has said and immediate gain the turn.  

There are other strategies, or mechanisms that these students use during the 

dynamics of participation. These are evident in the next extract taken from Martha’s final 

report. Extract 36 describes a class event in which Martha wanted her students to take turns 

                                                           
84 The rule is to raise their hand to request a turn to speak in class.  
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to sing a song in English. To be fair in the participation, the ST assigns the turns before the 

song starts. She writes the names of the students who are to participate on the board.    

  

Extract 36 

(As the teacher has students to listen to some music, she assigns turns -written on the board- for 

students to sing the song along with the melody and the lyrics displayed on the board) 

Clara: (Singing) strumming my pain with his fingers. 

Claudia:  (Interrupting Clara, even knowing that nobody should interrupt others  

when they are participating) Miss, I have an idea. 

Teacher:     Claudita, you were talking when Clara was supposed to start singing.  

Why don’t you close your zipper?  

Claudia:     Miss, but I have an idea. 

Teacher: Claudita, I already assigned the order in which these children have to  

sing (pointing at the turns written on the board). I am not going to listen to your idea now. 

Clara, be ready and try to sing loudly. (Claudia sits down). 

               (After Clara and a unidentified female student sing, the teacher stops the song) 

Nick: (Shouting) killing me softlyyyyyy 

Teacher: Nicky, you didn’t want to participate, but when it has to do with  

misbehavior, you do participate. 

(Claudia stands up and raises her hand) 

Claudia:   Miss, but I have an idea. 

Teacher: Claudita, can you let me do the exercise and then you tell me what your idea is about? 

Claudia:           But, miss… 

Teacher: Can you let me do the exercise? Can you let me do the exercise? Can  

you let me do the exercise? (Claudia frowns and sits down. Teacher continues) Clara you 

didn’t sing very loudly, I didn’t hear you. Sing loudly. (teacher gives some other directions to 

the participants. She is about to play the song when Claudia speaks again) 

Claudia:   Miss, I can… 

(Teacher interrupts, acceding to listen to Claudia’s idea) 

Teacher:      o.k What is your idea? 

Claudia:           mmmm in this have the numbers and Clara Roa one, Sofi two 

(Claudia does not give a clear explanation) 

Juliana: (Ironically) A good idea!   

P21: Final research report 001. 

 

The strategy Martha points out is called negotiation of the class rule (García Suárez, 

2003). Claudia succeeds in having her teacher allow her to speak in class (when she is not 

assigned to do this) through negotiation. In this particular case, Martha discovers that the 

negotiation of the rule is generated by this girl’s insistence; Claudia stands up, raises her 

hand, and calls the teacher insistently. She never gives up, and this is the way she 

negotiates this class rule in the participation. Martha presents examples in which girls, not 

only boys, can also break rules. Her views are useful to analyze and contrast other studies 
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in which “by obeying the rules, girls may occupy less powerful positions, provide more 

interactional support than they receive, and effectively serve the interests of male students” 

(Baxter, 2003 as cited in Litoselliti, 2006).     

 There may be other strategies that play a part in the negotiation of class rules: such 

as the use of language through irony, flirting with the teacher or other classmates, these are 

often used by male students (García Suárez, 2003).  García Suárez stresses the importance 

of discovering the particular ways to negotiate class rules to analyze the impact that these 

strategies have on students’ gender subjectivities and whether they represent benefits for 

the students’ human development.   

There is another strategy in Extract 36 in which Nick, another frequent participant, 

interrupts the turns of others by mocking the activity; he starts singing the song loudly 

when he was not even assigned to sing. This strategy is what we identified as either 

bothering or complaining.  This happens when the student gains access to participation by 

means of spoiling the activity, or complaining about other classmates. This extract only 

reflects bothering as a strategy used performed by Nick.  

 The last strategy in this extract is the tone of voice (García Suárez, 2003). The tone 

of voice is something that opens turns for participation, and since there are students whose 

tone of voice is stronger than others, this ‘mechanism’ allows them to compete successfully 

in making their voice heard in class. García Suárez (2003) claims that it is common or it has 

been normalized to think that male students present a strong tone of voice, while females 

are thought to have soft tones of voice. By analyzing Extract 36, “Clara you didn’t sing 

very loudly, I didn’t hear you. Sing loudly”, Martha identified that tones were important 

within the participation dynamics, in the sense that if students spoke softly, then they would 

not be able to gain a turn to speak in class, or they could easily lose their turn or the 



 
 

136 
 

opportunity to be heard.  We also discovered that there were some boys/girls with dominant 

masculinity/femininity, the ‘naughty boys’ and ‘popular girls’ that managed to chip in and 

interrupt others students who had soft tones.  

Thanks to the discoveries about participation, Martha learned to identify the 

different strategies that hinder silent students’ participation; she also gained some 

awareness on her own possibilities to confront these strategies and improve the imbalances 

she has detected in this 3rd grade class.  

As a result of these new understandings, some transformations took place in 

Martha’s classes. Two key extracts that partly demonstrate such changes.  The first one is a 

sample of the field notes on the classes observed, and the second one is a part of the second 

interview in which Martha and I explicitly discuss these transformations.      

Extract 37 

Después le pide a Sara, la niña que está sentada junto a Claudia, que lea; creo que Martha está 

empezando a tener más en cuenta aquellos personajes que casi nunca participan en clase, como Sara. 

En ese momento que la niña iba a comenzar a leer, Tom, el niño que a mí me parece es el favorito de 

Martha en la clase, interrumpe con un comentario que no está relacionado, la profesora inmediatamente 

le dice a Tom que ella le pidió a Sara que leyera y que él la está interrumpiendo; entonces Sara lee y 

Martha le dice que muy bien, y pregunta al grupo que si entendieron. Al parecer muchos niños y niñas 

que usualmente no están tan activos hoy si lo están […]P13: Class Observacion 04-caso 001. 
 

Extract 38 

Martha: So, what I tried to do was to make him repeat what he had said and I tried to congratulate 

him, to let him know how important his contribution was to the development of the lesson. Uhm...and 

the same thing happened, not in the same class but in lesson number 5 with Pamela. […] and she 

[Pamela] was the only one who said "ah, he is going to sing a song and that is the name of the song", 

but she said it very softly, nobody heard her and I tried to do the same thing I had done with Richy.  

 

Investigadora: but, do you think that by giving them the chance to speak up and to... I don't know to 

price them or to encourage them or to congratulate them, because of what they are saying is good, 

would be like a way to empower them? and to reposition them differently in your class?  

 

Martha: Absolutely, yes. and I can say that based on my own experience, because I am not very 

self-confident and when somebody has let me known that I can do things, when somebody has 

congratulated me because I have done something good, it has really empowered me. And I have been 

able to notice that also with my students.  #00:14:49-5# P 2: Interview 2-caso 001. 
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Extract 37 shows some changes in which students with a silent participation had 

more opportunities to participate and contribute more in class discussion. When I asked 

Martha about it, she accepted she had consciously started to make small changes to 

“empower” her students classified as silent participators by regulating who participated, 

mainly by reacting to and correcting situations in which frequent participants activated their 

strategies to steal turns in the communication, and by making sure that students respected 

their turns to participate.  

Additionally, both extracts portray some subtle actions, or strategies, implemented 

by the ST to encourage these silent students to feel good when participating in class.  

Martha congratulates students after they participated significantly, and asks them to repeat 

what they said if their tone of voice was soft or when their answers went unheard. 

Interestingly, Martha thinks these changes are small, but she believes they are significant to 

improve the opportunities for participation in these class formats and address inequities in 

class participation. 

Certainly, the teacher’s role to regulate, control and empower silent students is 

essential to maintain the balance in the participation; nevertheless, Martha acknowledges 

that this is a complex task in which she cannot always succeed, even though she tries her 

best to consciously address these inequities. She explains this in the following interview 

extract.     

 Extract 39 

Martha: Entonces ahí te hablaba que mi intención que esos disempowered students, tenían que dejar 

de permanecer silenciados, ¿no? que había que proveerlos con esa oportunidad de participar; y en ese 

sentido se empezó a moderar de alguna manera su participación, y hacerlo más notorio. Aunque mira 

que yo a veces veo que yo me lo propongo y en cierto momento lo logro, pero en otros momentos no, 

en la última clase me pasó que si [inaudible] él tuvo toda la mano toda la clase levantada y yo... pero 

no, ¿cómo así? #00:13:25-9# P 3: Interview 3-caso 001. 
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Here Martha reflects on whether she achieves her objective of empowering those 

students with minor participations; however, she says that even when she means to control 

the turns, the situations cannot be totally controlled. Through the videos, Martha says she 

notices moments in which some students kept being ignored or did not participate. This 

demonstrates that it is complex to have total control over these types of regulations or 

processes. Nonetheless, this does not mean that teachers should give up on this.  On the 

contrary, this challenge requires sharpening teachers’ view on this matter so that their 

chances to improve this awareness increase within the time and experience. 

So far, I have discussed the issues that were part of our analysis during the 

conversations held with Martha. These issues revealed that this ST becomes aware of 

aspects of her class that had not been evident to her before. As a result of this learning, she 

implements certain changes that lowers gender inequalities in participation and changes 

some practices that do not reinforce traditional gender norms or roles.  

The last section of this case discusses Martha’s learning trajectory.  I will present 

some of the conditions that facilitated the process of this ST’s learning in her teaching 

practice and context. 

4.1.4 Trajectory of learning 

 

Understanding what this teacher learns about gender and how she applied it should 

not lead us to ignore how she arrived to those lessons. That is, it is worth examining her 

experience of becoming knowledgeable about gender as a category that impacts her 

community of practice. As stated earlier, learning is a process of becoming aware of 

naturalized and daily practices in the dynamics of the hidden curriculum. Based on her 

awareness of neutralized gender practices, Martha incorporated changes into her classroom 
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practices. In this section I describe Martha’s learning process and how her lessons 

materialized in her teaching practices. 

Throughout these dynamics of work between the ST and the ToTs, Martha has 

observed, interpreted and reflected upon her school, her classroom and the actors of the 

community through a lens focusing on gender, all of which are skills that Martha develops 

in this process. Here are some excerpts in which Martha explicitly explains her newfound 

ability to understand practices of the hidden curriculum with an eye toward the role of 

gender.   

Extract 40 
 

Martha: […] y sobre todo, diría yo, aprendizaje en cuanto a cómo me puedo quitar ese velo de mi 

mirada y ver un poquitico más allá, yo creo. Porque antes, ni cuidado le ponía a la cuestión, sabe uno 

que hay unos que participan más otros que siempre se quedan callados y lo asume uno como que bueno 

es su naturaleza.  #00:03:20-2#P 3: Audio 3-caso 001. 

 

Extract 41 

If I had to tell someone what the course was about, I would say that it was aimed at empowering 

teachers with useful tools to unveil the gender identities present in the educational scenarios and the 

way in which they are connected with learning opportunities, power relationships, or inequities not 

only in the classroom but in different areas of social interaction. P 4: Cuestionario final-caso 001. 

 

 

Wenger (1998) explains that a trajectory of learning can be understood when people 

reflect within a process that connects experiences in time –past, present and future-. In the 

extract 40, learning is perceived by the ST as something she can see through the time. She 

alludes to the past to exemplify events/discourses/practices she used to do or ignore 

unconsciously because she took them for granted. She explains that the consequence of not 

knowing what she knows now caused some sort of ‘blindness’, as she suggested in Extract 

40 when she refers to “the veil” that does not allow her to view things clearly. Extract 41 

portrays Martha’s perception of teachers’ learning. This is equated with a tool which helps 

teachers enhance their students’ learning opportunities and issues of equity in the classroom. 
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Empowerment here can be understood as the small transformations Martha implements to 

improve -empower- her students’ learning conditions.      

Likewise, Martha refers to the future; she thinks it is worth maintaining these 

gendered practices with future groups. The following extract illustrates her point of view:   

Extract 42 

 

Martha: Entonces la idea, sino es que no sé hasta qué punto si yo hago esto y de hecho el año entrante 

cuando me lleguen otros niños voy a tener la mirada ahí, y de pronto voy a poder hacer más porque ya 

sé cómo es la cuestión y ya he abierto los ojos, de tal manera que veo otras cosas y no solamente el 

worsheet, y el filling the blanks, y la canción, sino este otro tipo de cuestiones que se dan con relaciones 

de poder y todo este cuento; pero hasta qué medida, bueno yo hago y lo trabajo, pero entonces cuando 

lleguen a grado 4to ¿qué? y a la gente mira que esto no, no le importa, pues diría yo que muy pocos 

(interrupción telefónica) #00:09:57-2# Audio 3-caso 001 

 

This excerpt presents two issues that can be associated with Martha’s concerns as an 

English teacher; on the one hand, Martha problematizes the typical academic concerns 

English teachers have (i.e. to design good activities to learn English) suggesting that these 

are not the only concerns that teachers should have in their work agendas. On this matter, 

this teacher argues that right now there are other issues-the ones she learned of in this process- 

that occupy an important place in her reflection and practice as an English teacher. On the 

other hand, the teacher says that she intends to keep considering these insights of gender in 

forthcoming groups of students (in the future). Her learnings are not simply techniques or 

strategies that this ST draws on for the development of her current project.  It is in this sense; 

Martha’s learning broadens the horizons of her practice as an English teacher since she finds 

value in implementing her new understandings with new groups of students.  

 

Now, I would like to refer to the conditions that facilitated Martha’s learning. 

Certainly, the process of the collaborative work helped Martha to become aware of these 

gender issues.  There are two aspects of the dynamics of the collaborative work that I 
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would like to highlight here. The first one has to do with the opportunity to verbalize the 

ST’s reflections and interpretations with a ToTs. To assist and accompany STs with this 

analysis process was meaningful in developing her understanding of the issues being 

studied. Within this process, for example, I observed that the use of the interview protocols 

(See Appendix 4a, b, and c) was helpful in orienting our reflections, as this ST points out in 

the next Extract: 

Extract 43 

 
Investigadora: […]¿cómo te sientes con el análisis Martha 

Martha: Pues siento que me da luces, en el sentido de que yo la otra vez te decía, yo no sé hasta qué 

punto estos ojitos, no, no, no #00:21:09-6#  

Investigadora: No capturan #00:21:08-6#  

Martha: si, si, y de alguna manera tus preguntas, sin decir que yo no lo haya pensado antes, me dan 

un camino, me dan una ayuda. De hecho la primera vez que nos reunimos puntualizamos tantas cositas 

que de alguna manera yo ya las tenía pero no sé de pronto no de alguna manera tan sistemática; de 

pronto retacitos por aquí por allá y de alguna manera esas preguntas me ayudan a encausar la cuestión. 

Y nuevas cositas van surgiendo en el camino.  #00:21:44-8# P 2: Audio 2-caso 001. 

 

In chapter 3, I explained that the use of the questions in these protocols was to 

maximize our meetings, and I intended to use the questions as a point of departure in our 

conversations. Martha recognizes that the questions of the interview protocols contributed 

to her analysis, but she also comments that the ideas implicit in the questions were issues 

that she had, somehow, already thought about before. Nonetheless, she finds that the 

questions provided some hints to develop insights in our discussions.  

Assisting Martha with her analysis process did not necessarily make her learning 

experience an easy process. On the contrary, feelings of uncertainty and insecurity about 

the way she was doing her research analysis emerged during her learning process as the 

next extracts demonstrate:   

Extract 44 
Martha : si, algo que me pasa cuando estoy escuchando, a veces trato de centrarme no solamente en 

lo que veo, a Tom haciendo monerías todo el tiempo, sino en lo que es el discurso en sí. y me preocupa 

ver que no capto muchas cosas, así yo sé que hay características de este niño de esta niña, en qué 
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sentido los puedo comparar, en qué sentido los puedo diferenciar, pero a veces en ese análisis 

discursivo siento que estoy como pobre, que yo te decía, a mí me preocupa no ver cosas que pueden 

estar allí.  #01:01:40-2# P 1: Interview 1-caso 001. 

 

Extract 45 
My feelings throughout the development of the project: I could experience different feelings 

throughout it. I felt confused at times because, although I had already spotted gender issues in my 

workplace, I was not sure about what way to take. […] Although this was a small-scale project, it was 

time consuming and challenging. I felt also frustrated when I heard the classes and could not see 

anything related to gender, I thought my eyes were not the eyes of a researcher and got discouraged 

sometimes. […] P 4: Survey-caso 001. 

 

Extract 44 shows the feelings of uncertainty and doubt about recognizing and 

assertively interpreting issues related to gender in the hidden curriculum practices. Martha 

felt her observation exercises were not productive because she was not certain that she was 

making sense of the gendered nuances of ordinary situations in the videos saying that it was 

complex to identify significant events for the analysis. As a ToTs, I also experienced 

moments of uncertainty and insecurity in assisting Martha with her process. So, our 

learning was a co-construction process in which both Martha and I participate actively in 

dynamics of dialogue and cooperation in which we managed to make meanings and find 

our way in the process of the research analysis.  

The second process that facilitated learning here has to do with assisting Martha 

with specific resources that oriented her process of analysis and observation. Key readings, 

some were part of the course and some others I suggested, provided us with tools that 

guided our discussions in the process of understanding what was unfamiliar to us. The next 

extract highlights resources that were useful in this reflection process.  

Extract 46 
 “Through such a differential treatment, the teacher unwittingly fosters inequalities among girls and 

boys, empowering who is already empowered and silencing the powerless. As stated in the article 

entitled “Conceptos: Juegos Estratégicos Versus Juegos Expresivos”, (Edugénero, 2da Edición), boys 

have a broad repertoire of interactional mechanisms that allow them to negotiate rules and academic 

assignments such as irony, flirting, or intends of negotiation with the teacher; girls react differently, 

they do not show opposition or intention to negotiate rules, they just obey. In this sense, Littoseliti 

references Baxter to state that “by obeying the rules, girls may occupy less powerful positions, provide 
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more interactional support than they receive, and effectively serve the interests of male students […]” 

(2006: 83). P21: Trabajo final-caso 001. 

   

Extract 46 demonstrates the importance of the role of some readings in the course 

and in the process of the small-scale research process. As I have mentioned before, a way to 

become familiar with these gender issues in educational settings is by means of reading and 

understanding how other researchers have addressed a gender perspective in these 

scenarios. As the extract shows, the readings provide Martha with arguments and 

explanations that are helpful in understanding and constructing her analysis gender-wise.  

In addition to enriching one’s observations and reflections with other scholar’s 

ideas, learning is also catalyzed by observing, analyzing and interpreting the culture of the 

community to which one belongs (Wenger, 1998).  Martha manages to create new 

understanding of the community, which includes parents, colleagues, and students, and 

their reactions, attitudes, discourses, beliefs, actions, and the like. As a result of her 

reflections about the community culture, she introduces new insights, actions and 

discourses into her classroom that aim to develop and enhance the students’ learning 

conditions such as the process of gender subjectivation and transforming practices of 

inequity within the classroom.   

The analysis of this case has been oriented towards three relevant aspects of the 

practices of the hidden curriculum: Martha’s subjectivity of her school context, interaction, 

and participation. This last section has addressed a discussion of the how Martha’s learning 

was co-constructed in the dynamics of the collaborative work and the conditions that 

facilitated her ability to interpret her class with a gender view.     

 Unlike Martha, in the following case, Mario, the ST, does not do his analysis on the 

hidden curriculum practices; instead, he focuses on practices related to the formal English 
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class curriculum. He intentionally organizes activities, materials and class themes on 

gender relations and imaginaries about women and men.  His intention is to reflect 

critically upon these themes with his adult students.     
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4.2 Mario’s Case 
 

The context of this case: 

Mario (assigned pseudonym) was the second teacher-student in the Identities and 

Language Learning course in the Masters’ Program. He accepted to participate in the 

collaborative work process with the ToTs while he developed his mini research project. He 

works as an English teacher in a public university language center in Bogotá that offers 

English courses to children, teenagers, and adults at the basic, intermediate, advanced 

levels. This 30-year-old teacher chose to develop his small-scale research project with 

adults who were enrolled in a conversation class. This class was taught every day from 8 to 

10 p.m. and had a total of 9 students (3 men and 6 women). Students’ ages ranged from 18 

to 40; most of them have a professional degree or were students at a university level. Mario 

roughly estimates that this group could be placed at the B1 level of the Common European 

Framework (CEF); he chose this group because they had good communication skills to 

participate in controversial debates.  

Mario obtained consent to video record some classes, collect data, and make his 

teaching practice part of his Master’s work. Institutional permissions were also granted to 

carry out the research with a Masters’ Program ToTs.   

The research angle in Mario’s small-scale project  

Unlike Martha, who used her class observations to initiate her project, Mario 

addressed one of the contents in the program of Identities and Language Learning course: 

Critical Feminist Pedagogy (CFP). During an interview, Mario explains that his interest in 

CFP was sparked by a reading assignment -Cohen, 2004- focused on the development of 
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critical thought with a feminist agenda. Mario believed that, perhaps, by introducing and 

implementing gender topics in class debates, he could innovate and strengthen his students’ 

communicative abilities in the English conversation class.        

A better understanding of Mario’s work in class can be gained by first 

understanding the reading assignment –Cohen, 2004- that inspired his project. Roughly 

speaking, Cohen’s article describes a teaching experience in an English undergraduate 

course at a private Japanese university in which the teacher, Cohen himself, explains the 

way she designs and implements her classes drawing on a feminist agenda. Cohen explains 

that she explicitly opted for a gender inclusion in her English courses based on the 

following notion:  

“curricula should include and value the range of experiences of women [and men], while at the same 

time recognizing that the definitions of femininity and masculinity which are formed and promoted 

in school curricula should encompass a wide range of possibilities which make women [and men] not 

only “equally human” but equally free in the public and the private sphere.” (Blackburm, 1982 In 

Cohen, 2004, p. 157) 

Inspired by the article, but not aiming to replicate Cohen’s proposal, Mario planned 

and implemented class debates to raise students’ awareness on aspects related to gender and 

language, gender bias texts or with naturalized ideas about women and men. To do this, he 

introduced class debates that drew on the class textbook topics/contents. Anecdotally, 

Mario explains that the university allows teachers to use the textbook to their discretion. In 

any case, he wanted to use some of textbook’s contents to generate controversy in debates 

aimed at promoting students’ critical thinking about gender relations, sexist ideas or 

practices, and ideological premises expressed or implied in the texts.   

Mario's decision to use class material informed by CFP can be deemed as a reaction 

to teaching practices in formal curricula (Gimeno, 1990). He intentionally organized and 
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modified activities to help students improve their speaking abilities through gendered 

debates. From this point of view, Mario noted that the inclusion of CFP not only suited the 

conversation class expectation of increased oral participation but also promoted spaces for 

the development of critical reflections through dialogues that made students’ ideas and 

voices gain importance in the construction of knowledge in class (Beckett, 2013).  

During collaborative work development, Mario and I always met to plan class 

objectives and debate-oriented tasks.  After the debates, we analyzed and reflected upon his 

decisions in class, students’ reactions and responses, and objectives achievement with 

special emphasis on gender perspective. As can be observed, collaborative work is key in 

the teacher’s CFP-based innovation.  

Four CFP-based class sections were planned and implemented, three of which are 

reported here. In the analyses of these three sections, no more new data emerged; data 

saturation was achieved (Stake, 2005).  For this report, I organized this discussion in three 

sections entitled how to win someone’s heart, women and technology, and travelling. Each 

section includes the process and interpretations gained in the collaborative work; the last 

section called learning trajectory describes the conditions that facilitated learning based on 

the understanding of ‘Participate and Learn’ (Wenger, 1998).  

Before proceeding to the analysis of the three classes, I consider necessary to 

describe Mario’s initial understandings and perceptions of CFP based on data from the 

interviews prior to the first class. Mario manifested what he expected to achieve, how he 

imagined he could effectively include CFP, what he was afraid of, and what he expected of 

me during this process. 
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4.2.1 Objectives and expectations 
 

Since it was the first-time Mario explicitly designed classes using this pedagogy, he 

was not sure about how exactly he could promote critical thinking geared toward a feminist 

agenda, and what this agenda implied for the development of his innovation. The only 

palpable resource he had was Cohen’s article. Thus, the objective during the first interviews 

was to help Mario better understand CFP before starting this innovation. As a result, Mario 

and I decided that we needed to read more about this to be able to plan and implement his 

class debates.  

In relation to the innovation, one of his objectives was to carefully plan the language 

for the debates without imposing his own views. Mario pointed out that he wanted his 

students to engage in gender-based conversations by using key questions- Socratic 

questions-. According to Mario, these questions would help students to start to think about 

the social issues critically, but they needed to be carefully planned. Also, he thought that 

due to the controversial nature of CFP themes, it was important not to end up imposing his 

opinions during the class debates. He knew that his students’ opinions, and his own, would 

eventually emerge during debates. His concerns are evident in the following extract:  

Extract 185 
Mario: Pues yo creo que me centraría es en qué tipo de preguntas les voy a hacer, eso es lo más 

importante, porque pues … ¿Cómo voy a guiar la…la charla, la discusión que tengamos? ¿y qué 

preguntas exactas tengo que hacer? Yo creo que tengo que escribirlas y coger las listas para ese 

momento, porque no puede ser así simplemente que las diga…o sea, porque no quiero caer en lo del 

“Bias”, en eso si quería que…que me ayudaras para ver si las preguntas si son adecuadas (Risas). 

[SIC]: Interview 1-Caso002.rtf  
| 

                                                           
85 All the Extracts I drew on in this analysis are verbatim. Some of them are in English, and others in Spanish. 
I have decided to leave them in their original language considering the fact that readers can understand 
both Spanish and English. 
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Mario was aware of the central role that preparing debates without imposing his 

own opinions had in the development of CFP pedagogy. Consequently, he asked me for 

help to fine tune questions in order to diminish bias imposition. 

Mario also concurred with my view that this class innovation should not aim at 

assessing whether Mario could change the students’ beliefs toward the issues discussed. In 

other words, Mario would not intend to account for how CFP debates transformed the 

students’ ideological positions as can be observed in the extract 2:  

Extract 2 

Mario: Yo te tenía otra pregunta en cuanto a eso, […] ¿qué tan lejos pueden ellos a separar…o 

digamos, en cambiar ciertas perspectivas a nivel más […] menos discriminatorias?; porque esa sería 

otra forma de hacerlo, o sea, digamos ver que si yo aplico esto, y trato de…de eliminar mi…mi…esta 

idea que yo tengo, que…yo considere que…es la correcta, entonces…eh…que tanto pueden ellos 

llegar a cambiar sus percepciones […] 

Investigadora: No, y ponerte a hacer ese tipo de ¿Qué tanto puedes…? ¿Cómo…cómo mides tú eso? 

Mario: Si, no se puede medir. [SIC] Interview 1-Caso002.  

More than attempting to transform his students’ discourses into less discriminatory 

ones, Mario and I agreed that the objective was to design debate activities that would lead 

students to finding out, for example, the naturalized ways of women invisibility, or to 

denaturalize or discover assumptions about gender relations, or reveal judgements that 

organize people’s contemporary life -discourses and actions- (Weiler, 2003; Nelson, 2004; 

Saft & Ohara, 2004). This summarizes Mario’s challenge in the design, planning and 

implementation of his English classes with a CFP perspective; I refer to this as a challenge 

thinking about the process retrospectively.  

Mario intended to discover students’ assumptions; he thought that the best way to 

do this was by means of key and subtle questions. We anticipated that if the questions were 

too gender-evident, students would try to appear politically correct, as they would not want 
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to be perceived as sexist or chauvinist. We thought that the key was in the creation of 

questions that encouraged students to talk freely, not making it explicit that the debates 

would have a feminist agenda.  

Another way to understand this approach is as follows: if a teacher aims to make 

students aware of, for example, pseudo-generics as mechanisms in the language to create 

ambiguity and female invisibility, then, the teacher should not start the class by telling 

students directly what pseudo-generics do. Instead, she should engage learners in an 

analysis that would enable them to discover pseudo-generics. This way, students could 

predictably adopt a more critical position toward this language mechanism (Cohen, 2004). 

This is the approach Mario used in class.  

Mario’s knowledge of CFP increased through some initial readings we used in the 

collaborative work. The following excerpt summarizes some of his insights once he started 

to read more about critical feminist pedagogy:  

Extract 3 

Mario:  […]Entonces pues si tú me preguntaras que que es eso de “critical feminist pedagogy” pues 

te explicaría que…primero que es “critical pedagogy” y desde […] Freire que dice 

que…que…tenemos que hacer pedagogía que transforme […]uno tiene que darles esas herramientas 

a los estudiantes para que ellos piensen…eh…críticamente frente a temas, o frente a cualquier tipo de 

manifestación que cree…eh…desigualdad, y que…para quitar esa concepción de que hay una 

verdad…eh…entera, ¿sí? Y esas desigualdades pues…que son…digamos, están a nivel social, se 

manifiestan en…en…en nuestras clases por medio de las ideas que hacemos con los estudiantes. [SIC] 

P24: Interview 2-Caso002 
 

Mario makes some key academic connections in his attempt to understand CFP. The 

ST starts off making a connection between CFP and Critical Pedagogy (CP); he shows his 

understanding of CFP as related to critical pedagogy naming Freire and stating that his 

pedagogy entails certain ways of perceiving the teaching practice. Additionally, Mario talks 
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about what teachers should aim for through their pedagogies; in this extract, and in other 

interviews, Mario highlights that teachers have social responsibilities and are to provide 

tools for students to think critically and engage in social transformation in themes related to 

inequity, one of the features of CFP (Kyrilo, 2013). From his discovering connections 

between similar discourses in the interviews, I also infer that Mario thinks that teachers are 

important people for society, for they can make reflection and transformation possible in 

class. I discuss this issue more in depth later.  

I have highlighted, in Extract 3, Mario’s suggestion that teachers should embrace 

different points of view instead of imposing truths, which is congruent with his objective of 

not imposing his views in class and constructing knowledge by recognizing multiple 

perspectives and voices. The analysis shows that Mario thinks it is a good strategy to 

develop his innovation through subtle Socratic questions that help students to discover 

CFP-related issues in discourses, making their opinions and views emerge in class, without 

imposing his opinions. He remains hopeful that this approach could be useful in social 

transformation.   

With this in mind, I will now turn to the analysis of the three classes with a focus on 

the design and implementation stages, and a subsequent analysis of what occurred in the 

classroom using this CFP-informed approach. 

4.2.2 Class 1: How to win someone’s heart 

 

Mario designed a lesson plan including the objectives, topic, and activities for this 

class which he sent me so I gave him my feedback before class. The plan describes a BBC 
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video activity called how to win someone’s heart included in the textbook86. According to 

the lesson plan, the video shows the story of a college freshman who meets a girl he feels 

attracted to. Mario expects to draw his students’ attention to a discussion about the situation 

of dating, as implied in the video.  The lesson plan objective is to introduce dating as a 

topic to explore chauvinism and sexist ideas and practices common in the local culture. He 

proposes to prepare students for the debate by using comprehension questions, and then 

formulating eight questions that lead students to provide their opinions about gender-wise 

behavioral expectations; for instance, who should take initiative when dating?, who should 

call first?, what type of things are correct to do when dating?, and so on (See Appendix 

5a). 

Based on this planning, I told Mario that it was not evident for me the way in which 

he intended to make his students think critically about the issue of dating since questions 

were not connected with each other and his planning did not explain exactly the way Mario 

planned to carry out the debate. Mario explained that he thought that the best way to 

approach dating was by asking students’ opinions about it since they were expected to be 

familiar with this. He also manifested that these questions were helpful in discovering 

whether his students had sexist discourses or not.  

On the analysis of this first lesson plan, it seemed to me that Mario had created eight 

opinion questions that comprised different issues of the dating topic; additionally, his 

planning felt short in explaining the way he intended to carry out the debate. Neither was 

clear which gender assumption(s) he aimed at focusing on in the debate or the manner he 

                                                           
86 Speak Up- Upper intermediate-. 
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was to approach possible sexist discourses if his students produced them in class. Mario 

manifested he felt he could do this by using the arguments that spontaneously emerged in 

the debate. In other words, he was certain that he would achieve his goals easily through the 

dynamics of the debate.    

To help Mario improve his lesson plan, we did the exercise ourselves: we talked 

about the situations that dating implied in the set of questions he planned. This discussion 

allowed us to discover specific matters not explored in Mario’s plan. Extracts 4 and 5 

present some parts of this conversation: 

Extract 4 

Mario: Pues yo veo la desigualdad, digamos […] el concepto de dating como el “powering” de los 

hombres, cuando digamos un tipo sale con muchas mujeres, ¿sí? Y entonces cuando una mujer sale 

con muchos hombres ya la ven …así 
Investigadora: O sea, es hasta ahí el doble estándar, ¿no? 

Mario: Si, entonces el tipo es el duro porque sale con cinco, diez mujeres al tiempo, y la mujer 

entonces…eh…ese podría ser otro. [SIC] P24: Interview 2-Caso002.rtf -  

Extract 5 

Mario: No, pero…también existe la otra, ¿o no?[…] yo una vez conocí por lo menos una china, […] 

que no me daba cosas, y a mí me gustaba y ella no… “no, es que tú eres el que me tiene que conquistar” 

(Risas)…O sea, no… 
Investigadora: […] o sea, tú te sentiste ahí como en desventaja. 
Mario: Claro, porque yo decía “¿pero por qué yo tengo que darle si se supone que es mutuo?” Ahí 

había una situación de…injusticia, desigualdad. [SIC] P28: Interview 2-Caso002.rtf - 
 

The conjoined analysis, of a still prevalent sexist view in our local culture shown in 

extract 4, allowed us to discover that it is in the exercise of the conversation that Mario and 

I managed to point out some of the particular discourses and practices that work for/against 

woman/man’s image when speaking about dating. We realized that teachers’ knowledge 

about these themes can be co-constructed in conversations with others. We concluded that 

talking about these issues prior to the class helps the teacher explore the theme for class 

debate more in depth. Within this view, it has been argued that teachers’ knowledge is not 
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“individually constructed. It is the product of the interaction between all agents involved in 

the activities of teaching and learning. The more these agents interact, the more their 

knowledge evolves […]. Hence we can say that teacher knowledge is a dialogic 

construction” (Maggioli, 2012, p. 18). As a result of our dialogic construction, we agreed 

that Mario needed to incorporate these ideas (extracts 4 and 5) into his planning design; and 

that the eight questions proposed by Mario were not enough.   

Extract 5 presents two key CFP features. One, our conversations were grounded on 

our life experience (anecdotes) from which Mario and I made sense of the social injustices 

and inequalities. Mario says that he felt he was in disadvantage once when he met a woman 

whose expectation for dating with him was based on the fact that “men are the ones who 

had to do everything in their power -i.e., to give presents to women and not vice-versa- to 

win a woman’s heart. Thus, Mario discovers that there are certain gender expectations in 

dating situations that produce, from his point of view, gender inequity particularly for men. 

Two, we also learned that CFP should not necessarily take women as the center of the 

analysis for inequity; it is equally important to take both women and men, in order to reveal 

gender inequity in discourses and practices (Modra, 1992 in Cohen, 2004; Baxter 

2003).              

As a result, it was agreed that his planning needed to incorporate the dialogic 

engagement- with regard to sexism in the situation of dating someone and that the 

questions needed to be reformulated. Mario and I did not meet again to check on his lesson 

plan changes, we met in his class to carry out the stage of the class implementation. 
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The reflection about what takes place in Mario’s class offers new aspects to 

understand his learning process in the implementation of CFP debates. As agreed, he 

presented some changes in the planning of this class; these changes involved an analysis of 

a fictional character that Mario invented in previous classes. Despite the fact that I was not 

familiar with the story, I managed to understand Mario’s intention with the changes. After 

class, Mario and I concluded that the CFP objectives had not been reached as expected. 

Nevertheless, the analysis of the difficulties shed some light on those aspects that did not 

facilitate a critical reflection with students.  

These difficulties can be understood from what Mario did in class and the sort of 

questions that guided the class debate. The focus of analysis in the first class debate was 

based on the differential cultural perceptions between men and women who dated more 

than one person at the same time. In this sense, and an as stated in extract 4, this social 

practice of dating more than one person at the same time is perceived socially as something 

natural and frequent for men; whereas, the same practice may be interpreted as an 

inappropriate behavior for ‘decent’ women. That is to say, while this practice may represent 

a positive image for men’s masculinity, it may also represent a social judgement that 

condemn women.  In order to bring this issue to the class debate, Mario started off the 

debate by portraying his fictional character, Juanes, as a womanizer who enjoys going out 

with different women- Afterwards, Mario centered the discussion on students’ opinions and 

perceptions in relation to whether they considered this behavior was good, bad or fair.  

During our joint reflection and the analysis on what had occurred in this first debate, Mario 

and I managed to identify some practices that did not allow students to unveil naturalized 

ideas, and of course, did not let them to think critically. First, although Mario aimed to 
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problematize that dating a lot of women was natural and good for men’s masculinity and 

that it was not the same thing for women; the questions formulated in his new planning did 

not promote a critical analysis through which students managed to unveil the sexist 

assumptions that underlie the situation of dating. Second, although this pedagogy invites 

teachers to construct knowledge with students in a process of dialogue (Beckett, 2013) and 

Mario attempted to make all students participate, this seemed to be insufficient to discover 

naturalized ideas and lead them to a critical reflection. In this case, the difficulty is in the 

type of questions Mario formulated in the debate as they do not lead students to consider 

new information that let them identify social injustices that work against women. Instead of 

promoting a critical reflection with the questions, these made students fall into essentialist 

judgments that determined whether something was right/wrong. The following extract 

illustrates the way Mario and I analyzed his class debate and questions:  

Extract 6 

Investigadora: No es simplemente como botar la pregunta y "esto está bien, esto está mal", porque 

¿qué estamos generando ahí?. Eso tiene unas implicaciones pedagógicas. 

Mario: Inclusive se podría poner como un ejemplo de lo que no debes hacer (risas). No sé, pues, lo 

puedo decir (inaudible) "yo hice esto, pero después me di cuenta que estaba aplicando mal la 

metodología... [SIC]P26: Interview 4-Caso002 

We noted that these types of questions did not allow students to say much, they only 

manifested whether they thought the matter of dating many people at the same time was 

right or not, but the questions did not provide students with other elements for the class 

discussion. In the analysis of the class video and the class observation, we identified that 

there was a student who said that she had found that this practice should not be accepted 

because it was wrong. This student, as we analyzed in these instruments, had not managed 

to say why she thought this was wrong or provide good arguments to justify her answer. 
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Retrospectively, the difficulty arose from the way in which the debate had been structured 

since it did not provide students with tools to prepare and argument their answers.   

Within this view, we came to the conclusion that Mario should avoid, for the second 

class, to formulate judgmental questions, since these did not promote a critical exercise in 

which students attempted to find arguments to support their views of the situations that 

were being discussed. We believed it was better to structure more the debate activities and 

formulate questions that took students to argumentation instead of having them centering 

their attention on saying whether something is right or wrong. 

Another difficulty that was evident was the level of understanding and knowledge 

around the themes and the issues that characterize the gender assumptions that the teacher 

intended to address in class. The following example illustrates this point: 

Extract 7 

Investigadora: […] lo que no puedo ver claramente son esos…esos dos aspectos de…de cómo 

empezar a ver cosas nuevas, empezar a…a…a descubrir las assumptions o cosas acerca de las prácticas 

sociales…eh…y cómo tener ese intento de transformar esas ideologías y cuáles son esas ideologías.  
Mario: Si. 
Investigadora: Esas ideologías no las tenías claras, entonces tú dices “bueno, yo no puedo dar cuenta 

de cómo ellos van a transformar esas ideologías”, ¿pero cómo vas a hacer ese intento de retomarlas … 
Mario: …Si no sé cuáles son. 
Investigadora: Exacto!  P25: Interview 3-Caso002. 

 

 Our analysis points out that there was not any new input/information in the debate 

that demonstrated the issue of injustice in relation to dating. Since there were no new 

elements in the discussion for the analysis, but just a conversation about a womanizer, it 

was not possible to discover/demonstrate the naturalized discourses that work around this 

topic and the way(s) in which women’s image is affected in these social practices.  
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Second, when I mentioned the issue of “the transformation of the ideologies” Mario 

admitted that he did not know what those assumptions were. Consequently, we both agreed 

that it was necessary to talk more about these matters (in our meetings) or find more 

resources that informed the arguments for the debate.   

At this point, I would like to make emphasis on the way these natural ideas work in 

our discourses and why it is complex to make students identify these naturalized 

discourses. Here, it is useful to remember the way in which hegemonic assumptions prevail 

in society. In this respect, Fairclough (1989) claims that the hegemonic discourses work as 

common sense ideas sustaining unequal relations of power that result in naturalization and 

legitimation of these discourses. Hence, assumptions that inform these common-sense 

notions for this life situation come from particular definitions of what is natural, 

appropriate, moral, or good (Weedon, 1997). Identifying assumptions with students during 

debates presupposed that the teacher needed to know them prior to the class in order to 

guide the discussion effectively. Certainly, and thinking retrospectively, this represented a 

challenge for Mario’s learning. Likewise, at the end of this class, it was notorious, and 

eventually confirmed that he felt frustrated as he was not able to introduce any of the 

principles of CFP. He explains it in this excerpt:  

Extract 8 

Mario: No, eso no lo usé mucho. Porque la verdad esa clase fue bastante frustrante [risas], o sea, no 

sé. Cuando yo fui a hacer la primera clase pensé que era más sencillo hacerlo. Eso fue una cosa tenaz, 

[…] cuando vi el trabajo de Cohen, pues dije "no, pues eso es fácil, o sea, es sólo coger las preguntas 

y hacerles las preguntas", y cuando llego a la primera clase, pues, me choqué […].[SIC] 
P30: Interview 8-Caso002 
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Besides confirming Mario’s feelings in this first class, Extract 8 is also useful for 

illustrating his initial perception of CFP principles as easy to apply in his English class; 

however, the first class proved him wrong.  

Given our observation regarding the difficulties caused by the formulation of 

questions in this first class, Mario asked me to help him with the design of the questions for 

his second class. During our meeting, we set up some of the ideas that Mario wanted to 

develop based on a draft of a lesson plan. The next section describes the way in which the 

ST intended to improve his planning, and some new understandings Mario and I had gained, 

from our previous experience. 

4.2.3 Class 2: Women and Technology 

 

The lesson plan (See Appendix 5b) indicates that the topic for the class is based on 

some cultural imaginaries that are constructed in relation to the theme women and 

technology. Mario proposed two activities to address this topic. The first one was a find 

someone who… activity, a questionnaire through which students asked their classmates 

whether they could do certain activities related to technology. The objective of this task, 

according to Mario, was to have students identify themselves with the statements of the 

questionnaire. Based on students’ answers, Mario thought he would be able to establish 

some connections with the sexist ideas that we thought still prevailed in our local culture.  

For the second activity, Mario planned an activity with a YouTube video 

commercial, intended to be funny, to make explicit the gender assumption that women lack 

ability to handle technology. Once students watched the video, Mario proposed to begin the 

class debate with questions intended to make students talk about gender stereotypes aimed 

at making students bring up their gender imaginaries, discourses, and hidden assumptions. 
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Mario expected the questions to make students express ideas that did not favor women’s 

image, and to create an opportunity for them to reflect upon and des-legitimize such ideas.  

 

Our analysis of this second lesson plan was based on women and technology 

implicit assumptions still prevalent in our society; the objective was to identify different 

gendered discourses. Extract 9 shows a part of our conversation when I recalled a moment 

in which I paraphrased some discourses that Mario had regarding this issue:   

 

Extract 9 

Investigadora: Yo estaba pensando en esto, o sea, ¿qué es lo que piensa en realidad Mario acerca de 

estas ideas sexistas? La vez pasada estábamos hablando, y tú me decías "pues la verdad, la verdad, yo 

sí creo que las mujeres sí son más malas para la tecnología (ríe Mario)". De hecho, me decías "yo tengo 

muchas personas, o sea, la mayoría de mis amigos manejan su cell-phone, su yo no sé qué, tatata… 

pero las mujeres no" ¿cierto? Entonces no es como que tú vayas a cambiar tus ideas, sino que las 

pienses y las reflexiones si uno puede seguir trabajando a partir de esas generalizaciones. No estoy 

juzgando ¿no? [SIC] P26: Interview 4-Caso002. 

As I reported here, Mario had said that he actually thought women were not good at 

technology, and he even provided examples from people he knows. Here, Mario’s 

subjectivities seemed to differ from the objectives of the feminist agenda, and could 

therefore be incongruent with a CFP approach. Extract 10 provides another example in 

which Mario makes evident his own gendered discourses.    

Extract 10 
Investigadora: Y "usually uses Facebook tarara [Reading item 11 from the activity ‘Find Someone 

Who…]", bueno, yo después decía "pero ¿por qué más de tres horas?". 
Mario: Ah, esa fue una idea que tuve cuando la estaba diseñando, sobre la relación del tiempo y para 

qué se usa la tecnología. Es que yo he visto esa ideología construida, que dicen que pasan más tiempo 

las mujeres chateando. 
Investigadora: Ah, ok. Pero fíjate que tú tienes... Bueno, esto me... digamos que hay unas ideas que 

tú ya tienes fijas en cuanto, cuando haces este tipo de preguntas. 
Mario: Claro, pues lógico, porque yo también tengo mis construcciones. [SIC] P26: Interview 4-Caso002. 

 

The Extract 10 describes a moment in which I attempted to know the way in which 

Mario constructed one of the sentences of the first activity of the debate. The sentence of 

the questionnaire was find someone who…usually uses Facebook, WhatsApp or any texting 
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medium today for more than three hours? I wanted to know where the assumption came 

from and why Mario was making an emphasis on the time (3 hours). Mario explained that 

he designed the statement based on general assumption: unlike men, women spend long 

hours chatting with others. Mario says this was a discourse he had heard from others, and 

then, I interpreted (or misinterpreted) that Mario was saying that this assumption was true, 

from his personal opinion. Mario admits that he agrees with this idea.  

The excerpts reveal some key aspects in Mario’s CFP learning process. First, 

Mario’s own gendered subjectivities appeared in our conversation probably indicating that 

the best place to identify gender assumptions is in the expression of our own beliefs. 

Second, in our conversations, I was concerned about Mario’s feeling somehow judged. 

However, the development of good communication and synergy allowed us to be honest to 

each other, probably diminishing the risk of judging and feeling judged.  

I think it was through the time and the experience lived with Mario – rather than the 

use of the sentence “I do not intend to judge you”- that confidence was built to truly 

understand that we both had gender biases, and that it was normal, given the nature of the 

themes in the debates, that our own bias appeared. In this sense, our biases, rather than 

being counterproductive, seemed to be the place to find common sexist discourses, which 

were eventually useful to structure subsequent class debates.  

Experts with feminist views highlight that in doing feminist research or 

interventions “one must remain vigilant about falling into the trap of positioning myself as 

‘innocent’ or ‘good’, as one who fights for social justice, thereby negating the need to 

acknowledge the ways in which I may participate in oppressing others” (Wanger, 2014, p. 

554. In Jeffery, 2007 & Phillips, 2010). Mario and I understood that these personal 

standpoints should be seen as part of the learning process of CFP in his English classes. It 
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also became evident that Mario transformed some of his gendered discourses as evidenced 

in the following extract:     

 

Extract 11 

 
Mario: Pero mira que es un proceso de construcción, entonces, mutuo, porque, así como yo hago el 

engagement para que ellos lo hagan, yo también puedo hacer mis cambios de perspectiva. 
Investigadora: Exactamente. Y tener otros discursos, o tener ese espacio para pensarlo, o para pensar 

en otras cosas que... [SIC]: P26: Interview 4-Caso002. 
 

Extract 12 

 
Mario : Y cómo esas ideas también pueden cambiar con este ejercicio, no? Y ahí está la cosa de 

empowering. O sea que me estaría haciendo un propio empowering (ríe). No más con el diseño de las 

clases. [SIC] P26: Interview 4-Caso002. 
 

Mario concludes that just like he could change his gender discourses through our 

conversation, his students could do the same through his debates. Mario’s take on his 

learning clearly illustrates the ‘Participate and Learn’ approach “because learning 

transforms who we are and what we can do, it is an experience of identity. It is not just an 

accumulation of skills and information, but a process of becoming” (Wenger, 1998, p. 215). 

Teachers need to become aware of their own gender bias or sexist discourses, and within a 

process of dialogue, it is likely that transformation in discourses starts with teachers before 

doing the process with the students in the classrooms. Hence, the importance of working 

with STs, not only as teachers but as persons”, in a respectful dialogue, free of judgments, 

that allows them to realize and discover perceptions that had not been evident to them. This 

last point of view supports the idea of teacher’s knowledge occurs in a process of dialogic 

construction with ToTs (Maggioli, 2012). 

Finally, support and feedback on lesson plans and autonomy regarding the changes 

in the class were key aspects in Mario´s CFP learning process. Mario and I had extensive 
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discussions about the suggestions I made to his lesson plans; however, he incorporated only 

those aspects that he deemed meaningful and left aside the suggestions he deemed 

irrelevant; it was up to him to decide whether something was going to be changed, added or 

omitted. This was evident in his second lesson plan; it did not have questions related to 

essentialist judgments. He also avoided several gendered discourses and focused activities 

on a few specific assumptions about women’s lack of ability to handle technology. There 

were other suggestions to improve Mario’s class debates that had to do with omitting 

sentences or making emphasis on certain things; however, these were not included into his 

planning as he believed, in his teacher’s autonomy, that these were not important for the 

development of the debate.  

In the next Extract, the reader can have a general view of the type of feedback I 

gave to Mario in his lesson plans. Extract 14 shows that Mario added a new section to his 

class planning, this is what Mario calls the stand, which refers to a moment of the class 

debate in which the teacher would explicitly present his stand toward the gender injustices 

or the cultural imaginaries that cause gender inequity.         

Extract 14 

[Taken from Mario’ lesson plan] After listening to different students’ opinions (which probably will 

show me what I intend to unveil) I will take a stand saying the following: I think that the reaction 

from the woman is too unreal, I mean who would throw away another person’s cellphone to 

break a window.  
Researcher’s feedback: What about taking a stand toward the image of women? Most of the times 

discourses that surround our lives makes us behave and believe in certain ideas that can be taken as 

natural, normal or just as the way women are. I was thinking about your perspective as a father, you 

have a daughter, what if your daughter grows up thinking that women are not good at technology, in 

what way this will limit her options in life? Thinking we keep perpetuating these ideas… What is 

interesting here, Mario is to see your real idea of this… P45: lesson plan 2-draft-Caso002. 
 

 Based on this feedback, we thought it would be a good strategy to let students know 

Mario’s position toward the themes discussed in class, that is why he added this part of the 
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stand to his second planning. However, the stand (what is highlighted in the excerpt) did 

not explicitly show, in my view, a clear position and a relationship with the gender 

assumptions Mario intended to work on. Therefore, I suggested that he should bring more 

elements to his stand to make more evident what happens when gender assumptions 

permeate social practices. To do this, I thought it was going to be useful for the ST’s 

reflection, and for the transformation of his gender assumptions to make connections with 

his personal life, thereby, I brought up the example of Mario’s daughter in order to create a 

deeper reflection about maintaining this gender assumption in the local culture. Thus, this 

part of the feedback was introduced in Mario’s class implementation. I supposed the ST 

took into account this as he truly felt it was going to help him improve the class debate.    

The implementation of this second class was successful in certain aspects, but the ST 

experienced some difficulties to carry out the debates as expected. Nonetheless, both the 

difficulties and the positive aspects that took place in the second class contributed 

meaningfully to Mario’s learning with respect to how to address gendered discourses in his 

class. During our reflection about the class observation, I agreed with Mario that there was a 

nice and controversial atmosphere that promoted students’ participation in the debate. We 

observed that during the class discussion students drew on irony, made jokes, and strongly 

disagreed with others’ perceptions. We found this as a rather positive aspect that boosted 

students’ willingness to participate actively during the class discussion. However, these 

language mechanisms led us to interpret his students’ responses as not aligned with the CFP 

objectives. 

Regarding this issue, we observed that the nice atmosphere that emerged during the 

debate also presented some moments of tension and disagreement among students due to 
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the chauvinistic discourses which emerged in class. During this analysis, Mario and I came 

to the conclusion that students’ responses toward the theme, their reactions, and the course 

of the debate are important elements that need to be analyzed more in depth in the 

framework of a successful experience of CFP. With this in mind, I will start by analyzing 

some of the students’ responses to recognize the way in which these helped the teacher 

improve his understanding of how to do gendered debates.  

Extract 15 shows students’ discussion around one of the statements of the 

questionnaire: who asks for help when using a new device? The objective with these 

questions was to help students relate the issue of gender to the topic of technology. Mario 

expected to find discourses expressing that women were the ones who always asked for 

help. Mario asked students to report on the person they had first thought of when they first 

read the statement. A female student replied that she thought of her mother because she 

always had problems with technology. Then one of her classmates interrupted her saying 

that it was likely that “she did not have the chip for technology”. Extract 15 shows the 

continuation of students’ debate regarding this statement:   

Extract 15 

Ricardo: gender and generation, jobs and abilities. Because your mother your father, if you want to 

talk about technology they use black and White tv.  
Magda: but my mum, the last month, she finished a course about computers.   
Ricardo: my mum has a lot of problems with the remote control and with the cell phone…  
Mario (the Teacher): and who is most skillful between the father and the mother? 
Ricardo: it depends on the kind of device. Like a… for example: washing machine: mothers, many 

fathers do not use it.  
Mariela: it’s a chauvinist position. Why washing machine for woman? 
Ricardo: I agree with you! [todos ríen] [SIC] P41: Class Observation class 2-Case002. 

 

This extract points to some critical discursive movements that are helpful in 

analyzing the dynamics of the class debate. Firstly, a male student tries to provide 

arguments that prove that, particularly, elderly women have problems with technology and 



 
 

166 
 

he uses the example of his mother. Conversely, a female student tries to debate his 

classmates’ point by providing a counter-discourse (Hruska, 2004) with an example in 

which elderly women are positioned as interested in technology, attempting to bring an 

egalitarian discourse to the class debate. In this discussion, students problematized the issue 

of gender along with other social category: the age.  

Secondly, as one may perceive, this extract shows power relations discursively 

constructed in which female students resisted and contested through language his male’s 

positions (Baxter, 2003). In this line of thought, female students interpreted Ricardo’s 

comment as an explicit chauvinist one -when he refers to washing machines and women’s 

ability to use them-. It is likely, from our understanding of this situation, that the female 

students attempted to bring an egalitarian discourse as they felt Ricardo’s answer reinforced 

the sexist discourse that household tasks, for instance doing the washing up, have been 

performed historical and culturally by women (Connell, 2002; Perez, 2012). Therefore, 

female students questioned the allegedly inherent relationship between women and washing 

machines.  

Third, In the Extract 15, Mario posed a question that caused a point of comparison 

between women and men, implying a hierarchical order of superior/inferior. Perhaps, with 

the objective of drawing students’ attention to the issue of women and technology, then 

Mario generated a question that intended to increase the tone of the controversy, probably 

to promote his students’ participation, and the reflection on gender (women and men) and 

technology. From my view of the implementation of this class, this question boosted 

students’ participation but it orientated the debate toward a differential perspective from 

which one gender was better at technology than the other. Last, the irony and laughter were 
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used as discursive mechanisms to smooth the controversial tone and some ideas in the 

debate through which women’s ability with technology is reduced to household 

devices.        

 Through the reflection about these critical moments within the class debate, Mario 

and I identified that it was positive that the questions led students to making connections 

between technology and gender. Nevertheless, students’ arguments were not what we had 

expected them to be (see Extract 16), since they did not correspond to what we had talked 

about when we were planning the debates, and these students’ responses or arguments were 

not based only on the category of gender, as we expected them to be; they were connected 

to other categories such as the age- gender and age-.  

Thus, we learned that a class debate was not something that one could easily predict 

and control by planning the class debates. Of course, Mario identified that the debate was 

taking opposite directions to the CFP goal, one direction in which women’s image with 

respect to their ability to handle technology was not being identified as something that 

causes social inequities in our society. The feminist agenda in this class was to denaturalize 

sexist discourses in relation to women and technology and identify the ways these 

discourses harm women’s image and opportunities. In other words, the course of the debate 

did not allow students to explore, for example, women’s historical role in the field of 

technology or the ways in which cultural imaginaries, discourses and practices have 

permeated this field, keeping women underrepresented in careers related to technology 

(Morganson, et al., 2010). The next extract illustrates this difficulty of handling unexpected 

arguments that emerged in the debates.         
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Extract 16 

Mario: Pues que... es que es difícil esperar, o sea, cuando planeo... cuando estamos planeando a veces 

se tenían expectativas de lo que posiblemente iban a responder [los estudiantes] con los estímulos, por 

ejemplo, con el video, y no. O sea, ellos responden, como responden precisamente desde su punto de 

vista, entonces, pues no necesariamente, digamos, acuden a lo que yo esperaba. Sino salían con otras 

cosas extra que yo no esperaba. [SIC] P27: Interview 5-Caso002. 

This Extract is useful for reflecting upon the teachers’ difficulty. Teacher’s role and 

his main objective during the debates was to orient the discussion toward more egalitarian 

discourses in the classroom; however, Mario asserts that this was a rather difficult task to 

do during the debate. He knew he would have to be good during the debates at drawing on 

his students’ discourses and orienting them toward the engagement stage to reach the CFP 

objective. Nonetheless, as it appears in Extract 16, Mario acknowledges that to react 

counter-hegemonically (Hruska, 2004) to these discourses was not easy for him. It is likely 

that our lack of experience with these gender themes had not allowed us to foresee or 

anticipate to aspects such as understanding that gender interacts with other categories such 

as age, class, and ethnicity (Connell, 1995; Norton & Pavlenko, 2004, Talbot, 2010).  

Based on Extract 16, one could arrive at the conclusion that Mario realizes what he 

can and cannot do during the class debates with respect to CFP objectives: first, he says that 

it is difficult for him to draw on his students’ responses to generate critical reflection as they 

are not what he expected them to be, according to his planning. Second, Mario thinks this 

skill is not something that he can predict and plan in the lesson plans; instead, as Mario 

comments in other interviews, it is in the exercise of class debates that he would be able to 

learn how to do this better.    

The next extract illustrates another critical moment of this class in which students’ 

gendered discourses revealed some other insights about Mario’s role in class. In this situation, 

the students were reporting on the person they first thought of when they read the statement 



 
 

169 
 

of “usually uses Facebook, WhatsApp or any other texting medium for more than three 

hours”.   

Extract 17 
Hernando: the ladies… [tono burlesco y riendo]. 
Carlina: no.  
Hernando. Yes. You tell me (señalándola a ella) 
Ricardo: [interrumpiendo] yes, I think in Mariela, Carlina, Magda… [risas]  
Mario (the teacher): why? [dirigiendo la pregunta a Hernando] 
Hernando: because the ladies eh… 
Magda: [interrumpe para completer la idea] speak more. 
Hernando: yes, that’s it. [riendo]  
Magda: I listen to the phrase that the women have to speak   24 000 words for a day for example, 

and  the men only speak 200, and the woman have to speak a lot . and when the man arrive at home, 

the woman: what happened? How was today? And the men: “I am so tired” (tono y expression corporal 

de “no quiero hablar más”), and the woman want to speak more. It’s the true! 
Mario (the teacher): waw! Katherine you agree?  
Karen: Yes. [todos rien] [SIC] P41: Class observation clase 2-Case002. 

 

As expected by the teacher, the students’ discourses demonstrated their belief that 

women are rather more talkative than men, and therefore they extensively use technology to 

communicate with others. This naturalized discourse does not promote the argument of 

women’s ability to use technology, conversely, it turned students’ attention toward 

reinforcing this gender bias against women that has been maintained since the nineteen 

century in the Western culture (Connell, 2002). As one reads this Extract, male and female 

students produced, reinforced, and validated these ideas that go against women’s image. In 

one of the interviews, Mario manifested he was surprised that Magda, his female student, 

constructed arguments to validate these ideas about women’s image. On this matter, 

Litosseliti (2006) pointed out that “women are as likely to produce sexist or anti-women 

discourses as men are to produce anti-sexist or feminist ones” (p. 58).  

In our reflection, Mario said that he felt disempowered in this moment of the debate 

as he did not know how to handle the students’ discourses to create the right interventions 

or questions that helped students to analyze these matters from a different perspective. 
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Madga presented her arguments using quantitative data about the number of words that 

women/men use in a day. In this regard Connell (2002) notices that “Sociobiological ideas 

about innate difference are often presented as scientific ‘truth’ about gender” (p. 31). This 

reference to allegedly true facts probably caused Mario to feel it was difficult to react or 

contest counter-hegemonically to these discourses given his little knowledgeable about the 

topic. Hence, I suggested Mario that it was important to be more prepared with respect to 

the subject and also with the type of arguments that people use in order to naturalize the 

gender difference (see examples of this in Connell, 2002). 

According to the ST’s lesson plan, the stage of engagement, in which the teacher 

should make his students reflect critically had been postponed until the end of the debate, 

once students had watched and reflected on the short YouTube video87. To do this part, 

Mario had planned to tell his students his personal stand towards the video. Nevertheless, 

as seen in Extract 18, when the teacher was trying to present his stand, a student interrupted 

him to contradict Mario’s opinion when he had just started to develop the first idea of his 

argument.    

 

Extract 18 

Mario : ok. In my opinion, I think that the reaction of the woman is unreal; I mean… I think that… 
Ricardo: unreal …? 
Mario: unreal… I mean a woman is not going to take a cell phone and throw it against the window…   
Karen: I think that yes… because I think that women are more… more histerical, you know? Yes, yes. 

A men never… Or I don´t know… but they don’t react like a woman. And the situation, that situation 

specific… I think that, I do not know. 
                                                           
87 The video shows a woman in front of a house throwing pebbles and impatiently calling a man who is 
inside the house; another man who is walking by the house tries to help the woman by suggesting that she 
should use her cell phone to fix the problem faster. Since the woman does not have a cell phone, the man 
offers her his so that she can call the person. When the woman receives the cell phone, instead of calling the 
person in the house, she throws the man’s cell phone against the window and thanked the man for helping 
her with the cell phone. The man is amazed by the woman’ stupidity of throwing the cell phone like a 
pebble, instead of using it to call. 
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Mario: [hace caras de aterrado frente a lo que dice su estudiante] who agrees or who is against for 

Comments?. Do you agree that women are more … histerical…Is the word? 
Varios estudiantes : yes!! [varios estudiantes dijeron]  
Mario: why? 
Varios estudiantes: [riendo] just because …it’s the natural essence, it’s hormonal…[Sic] 
P41: Class Observation clase 2-Case002.  

 

Unexpectedly, it was a female student who indicated that the woman’s reaction in 

the video was actually real. This student backed up this idea, saying that it is a typical 

women’s reaction, to react hysterically. Other students agreed by making it appear as a 

natural fact inherent to women’s nature. As Connell (2002) indicates, people commonly 

explain the gender differences through this type of “objective” biological arguments, 

showing women, as them more emotional and hysterical- causing segregation and 

justifying, women’s inferiority.  

Just as in the previous example, Mario did not expect the students to construct this 

type of arguments, he expressed in the interview that he was actually surprised by their 

students’ “chauvinist” positions. Likewise, the fact that various students supported, and 

somehow legitimated, the naturalized ideas that portrayed women as emotional and with 

hysterical reactions seems to have prevented Mario from reacting or generating a counter-

hegemonic argument. This could have caused Mario to feel that he had not managed to 

reach the CFP objectives in this second class. Obviously, the feelings of disempowerment 

derived from the power relations created in the discursive positioning in the debate. This 

unveils a sometimes ignored truth in language classes; although teachers have authority in 

the class, they cannot just simply impose ideas.   

In this regard, Connell (2002) discusses different ways and arguments that people 

normally use to explain the gender difference –commonsense thinking about gender-. It is 

likely to think that if Mario had known these arguments, he could have probably responded 
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differently. Although this claim can be questioned on several grounds, it would be a good 

idea to provide Mario with some chapters of Connells’ book, as we both agreed that his 

being better prepared for debates would most probably yield positive results.  

Finally, Mario indeed managed to express his stand about the video during the 

debate of this class by arguing that the video showed a mistaken view about women and 

their capacity with technology. He explained that the video promoted the idea that 

technology was second nature to men. Students ‘reactions were not as Mario had predicted 

in the planning either. The majority argued that the video was not related to gender, and 

that nowadays, both women and men are seen as equally capable with technology. To sum 

up, this video debate reveals two important aspects: students’ gender lack of awareness and 

the presence of contradictory discourses: on the one hand, discourses about men enjoying 

technology more than women; on the other, discourses about women and men having the 

same capacity to handle technology. Mario attempted to use these discursive contradictions 

among his students but he was not successful, as students seemed to disagree with him. 

Extract 19 presents Mario’s general view about this second attempt to make students think 

critically.    

Extract 19 

Mario: Es que es difícil porque hicimos como los stages, ¿si me entiendes? O sea, lo que yo quiero es 

que de verdad se dé la parte de engagement. Yo quiero que lleguen ahí, que haya una reflexión, ¿si me 

entiendes? Entonces cuando se van por otro lado, es difícil, porque siento que se me está yendo por 

otro lado, y no estoy logrando que ellos de verdad reflexionen críticamente. Entonces como que "a 

ver". [Sic] P27: Interview 5-Caso002. 
 

One can perceive that Mario feels that he really wants “to make students think 

critically”. He admits that it has been difficult to generate alternative discourses from which 

gender inequities are recognized. Furthermore, the difficulty within this pedagogy, 
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according to Mario, has to do with the management of the conversations or dialogues with 

the students, as they seem to bring other matters, apparently not related to gender in the 

class debate. This misguided view led us to perceive this issue as a difficulty, instead of 

seeing it as a feature of the analysis of the themes related with gender. I think it is important 

to highlight this in the understanding of the development of the gendered debates since this 

category interacts with other identity categories.  

I will now present the process and the main insights that emerged in the third class 

4.2.4 Class 3: Travelling 
 

The topic of this class was centered on three texts about travelling. The texts were 

created by Mario and later modified by Mario and I during our lesson plan’s feedback 

session. The objective of these short texts was to tell students that they had been written by 

different anonymous characters who had lived those travelling experiences (see Table 3) so 

that students could infer who the authors could have been. The first text describes climbing 

the Everest, the second one tells the story of a person who travels to San Andrés and meets 

a man there, the last one is about the experience of travelling to Peru with a person that 

complains about everything. Each of these paragraphs encompassed implicit gender 

assumptions, which we believed prevail in our local culture, and that allegedly cause 

gender judgments and stereotypical discourses.  

Although the travelling was a topic that came from the textbook, Mario decided to 

create texts in which gender stereotypes were implicit to generate debate in class. To do 

this, Mario used the profile of the characters of a story he had created and told in previous 

classes. One of the first activities aimed at having students read each paragraph to relate 
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each of them to one of the characters of the story. The first character in the story is a man 

named Marcus who is a lawyer and happens to be gay. The second character is Pamela, a 

woman who works as a pole dancer in a bar in Chapinero. The third is Juanes, previously 

introduced as a womanizer and a young man who studies in a private university. The last 

character is an elder woman called Carmen who practices witchcraft. Table 3 describes the 

paragraphs, the gender assumptions included, and Mario’s CFP-based expectations in 

relation to the texts, along with the objective of each of the paragraphs during the debate.  

Table 3. Third class assumptions and objectives 

Paragraphs Prevailing assumptions 

in our local culture 

Mario’s expectations and 

their class objective 
Text 1: I am now 60 years old. I 

remember when I was in the middle 

of the mountain. As everybody says 

climbing the Everest is just for the 

tough ones. It was cold and I was 

alone. I thought I was not going to 

make it, but I proved myself that I 

was better than I thought. 
 

Climbing the Everest is 

mainly a masculine 

experience since it entails 

mental and physical strength. 

These are characteristics 

inherent to the nature of men 

(Connell 2002). The text 

presents some particular 

vocabulary traditionally 

related to men, for example: 

tough   

Mario expected his students to 

choose one of the male 

characters. However, Mario 

intends to surprise his students by 

telling them that Carmen was the 

one who wrote the text. Mario 

expects to demonstrate that these 

mental and physical abilities are 

not inherent to men but to both 

women and men.   

Text 2: Last year I was in San 

Andres. It was such an amazing 

experience. I got to know lots of 

new people and I went to lots of 

parties. I met a guy who was very 

nice and now we are friends. I think 

I will invite him to visit Bogota at 

the end of the year because we got 

really close. Well, I think that I will 

definitely advice people to go to San 

Andres, it is not only a trip, you can 

meet amazing people. 
 

This text presents an allegedly 

feminine narrative that 

suggests that only women 

would speak about the 

experience of travelling 

making emphasis on having 

met a man. This is not an 

appropriated style for men.   

Mario expects his students to say 

that the text was written by a 

woman However, Mario hopes to 

surprise students by telling them 

that the text was written by a 

man. Mario expects to 

demonstrate that language use is 

situational and that there are not 

fixed differences between 

women’s and men’s language 

use. (Connell, 2002) 

Text 3: It was great. We went to a 

restaurant in Peru. The food was a 

little spicy but it was the best I have 

ever tasted. I had a lot of fun with 

my partner but I didn’t like some 

things from the moment. My partner 

was complaining about everything at 

all times… The restaurant looks 

awful! The waitress is taking too 

long! We should go to another 

The assumption in this text 

indicates that the attitude of 

complaining a lot in a trip is 

common or typically assigned 

to women’s behavior.  

Mario expects students to say that 

the paragraph was written by a 

man who describes his couple, a 

woman who complains about 

everything. Mario hopes to 

demonstrate that both women and 

men can have this type of 

attitudes- to complain.   
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place! Well, anyway although my 

partner was not the best ever to be 

with, I still can say that I tasted the 

best food in the world! 

 

Source: information taken from Lesson plan 3 and the ST’s interview. 

During the lesson plan feedback session, Mario explained he had constructed the 

paragraphs using the first person singular with the purpose of degenderizing the authorship 

of the texts. This strategy would prevent students from easily choosing a possible person 

from the story based on grammatical gender. In this sense, students would turn their 

attention not only to the vocabulary and the narrative style of the texts but also to their 

schemas, which would enable them to construct arguments as for why they thought the text 

had been written by a particular character. As illustrated in Extract 20, Mario explored the 

language use from a differential perspective, choosing carefully the words and sentences in 

each of the paragraphs. According to Mario, these words had been chosen because they 

seemed to carry some connotations about femininity and masculinity.        

Extract 20 

Mario: […] o sea, yo creo que esas palabras están conectadas a una ideología. Porque la palabra 

‘tough’, por ejemplo, es men-like en la ideología general. Entonces, ¿cuál es mi intención con esto, 

precisamente? Que ellos cuando vean la palabra ‘tough’, de una vez digan que es un hombre ¿sí? Pero 

entonces cuando haga la reflexión más adelante y les diga que es Carmen, pues entonces van a quedar 

"¿cómo así?" Y esa es la situación contradictoria que quiero crear con las palabras de Cohen (ríe). Y 

de ahí saco una reflexión. [Sic] P26: Interview 4-Caso002. 
 

This extract shows that Mario thinks that the meaning of the word ‘tough’, for 

example, would be related to the imaginary of masculinity, in this case, hegemonic 

masculinity (Connell, 2005). He intends to discover the type of ideas which are commonly 

taken-for-granted by people reflecting upon them while analyzing these paragraphs in class. 

Mario thinks that by exploring students’ perceptions he will be able to demonstrate that 

these ideas still prevail in our culture; therefore, they need to be revised critically. Why 

does Mario think this way would be effective to explore students’ constructions? Based on 
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the analysis of Class 2, it could be hypothesized that Mario feels that when one discovers 

one’s own assumptions, it is likely that one manages to identify other points of view that 

had not been considered before, eventually re-signifying those meanings. 

Extract 21 shows Mario’s perception about the use of language and masculinity. 

This extract makes it evident that it is through gender-based conversations that Mario 

makes his own gender beliefs and subjectivities explicit.  

Extract 21 

Mario: Generalmente no sé, desde mi perspectiva un hombre no diría "I met a guy who was very nice" 

(ríe) Yo no diría eso. 
Investigadora: ¿Por qué? ¿Cómo así? […] Pero fíjate que ahí hay una idea que tú tienes y es que "yo 

no diría eso" ¿por qué? 
Mario: (inaudible) It would be like women -talk […] O sea, el estílo de narrativa, de hecho. 
Investigadora: (inaudible) Eso quiere decir que... 
Mario: I am gay- [Sic]P26: Interview4-Caso002.  

 

This extract displays Mario’s reflection that reveals his assumptions behind the 

construction of the second text (see Table 3). Mario explains that he identifies the sentence 

“I met a guy” in the context of that text, as a feminine way of speaking. Furthermore, he 

says he would not use this sentence, as it is used in the paragraph, since this may be 

interpreted by others as if he was homosexual. Consequently, he adopts a “feminine” style, 

according to his gender subjectivity, in the second text so as to make his students believe 

that the paragraph was written by a woman. I would like to highlight that Mario’s gender 

subjectivity is not an isolated or individual meaning, this is part of an arguably collective 

meaning of the Western culture that comes from a patriarchal view in which “gay men lack 

masculinity “[…] if someone is attracted to the masculine, then that person must be 

feminine, if not in the body, then somehow in the mind” (Connell, 1995, p. 143). 

Interpreting García Suárez & Muñoz (2009), one may assert that people could make 

mistaken associations between gender constructions and sexual orientation. In other words, 
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if someone perceives feminine behaviors in a man, then people could tend to take for 

granted that this man is homosexual.  

In regards to this assumption, we discussed the relationship between gender 

constructions and sexual orientations; the conclusions arrived at in this conversation could 

have been useful to transform Mario’s subjectivities. The next extract seems to be 

indicative of this change of perspective.  

Extract 22 
Investigadora: Es raro. Pero es raro que al final tú pongas ideas como la que pones aquí. "I think 

women are capable to climb the Everest, I don't think there is anything wrong going out with a guy to 

have dinner. Sabes lo que me estás diciendo ahora es contradictorio con "creo que no hay nada malo 

con que un tipo salga con otro tipo a cenar" 
Mario: si, pero digamos que esta conclusión la hice más porque estaba pensando en cómo hacer el 

engagement, porque sé que tiene ser crítico, o sea, esa conclusión la estoy sacando ya aparte de mi 

propia ideología. Esto es lo que yo debo concluir, ¿si me entiendes? Pero entonces ahí hay una cosa 

rara... 
Investigadora: Eso es lo que tú debes concluir, ¿pero en realidad tú crees que no hay problema? 
Mario: Es difícil, es difícil, porque no creo que cambie esa perspectiva, pero estoy haciendo un intento 

de hacerlo. (Ríe) Sí, tienes razón. [Sic] P26: Interview4-Caso002. 
 

The apparent contradiction is related to Mario’s stand in relation to the constructed 

paragraphs. According to his lesson plan, Mario had planned to tell his students in the 

debate that he did not agree with the fact that the second paragraph was necessarily written 

by a woman, as men could also express themselves about other men in such way. His stand 

shows a dilemma between what Mario actually believes about the relationship of language 

use and masculinity and what Mario “should” believe according to the CFP agenda. Despite 

Mario’s gender subjectivity, he tried to demonstrate that these ideas or perceptions lack 

coherence and even validity; based on this, Mario expected to help students to think 

critically. Hence, it may be interpreted that the meaning of critical, in extract 22, is related 

to what should be “correct” (the discourses that a teacher with a feminist agenda should 

foster), in this case, this refers to promoting gender diversity by bringing up 
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alternative/progressive discourses instead of reinforcing the hegemonic meanings related to 

sexism and gender oppression (Weiler, 2003).  Within this pedagogy, Mario seems to have 

learned that that his role as a teacher is to combat these hegemonic meanings (Weiler, 

2003). So, he planned to promote this idea in the debate, despite his feelings that this does 

not necessarily relate to his personal perceptions.  

In the extract, it is evident that I attempted to problematize this issue by directly 

pointing out Mario’s contradiction between what he thinks as a man (person) and what he 

wants to do as a critical feminist teacher. It is also implied that he is trying to make the 

changes in spite of the contradictions and tensions that emerged. This demonstrates the 

importance of recognizing teachers’ subjectivities in this process. 

As in the other feedback meetings, I suggested changes in terms of different aspects 

related to the style in which the texts were written and the ideas Mario was interested in 

introducing in class. Some of these changes were incorporated but others were not. Likewise, 

we analyzed his role during the debates and the ways in which Mario could enhance his 

actions during the class debate. Extract 23 displays some ideas about the implementation of 

CFP.  

Extract 23 

Investigadora: […] sería como ser más ecuánime con esos momentos en los cuales tú te sientes des 

empoderado porque el flujo de la conversación en clase se está yendo fuera del foco de la expectativa 

que tú tenías. Entonces dices "miércoles, no puedo hacer más acá" 
Mario: Sí, pues ya teniendo en cuenta que eso ocurre cuando aplico la metodología, pues, o sea, 

estoy listo y no puedo tener algo tan... Tengo que tener un esquema de cómo voy a aplicar mi 

metodología. 
Investigadora: Y tenerla clara en cuanto... 
Mario: a qué es lo que quiero decir. Pero ya de ahí para allá es cuando comienza mi trabajo 

realmente. ¿Qué pregunta saco en el momento? y ¿Cómo reacciono? 
Investigadora: Y aprender a reaccionar.  [Sic]P28: Interview 6-Caso002. 
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Based on the first two class experiences, Mario and I understood that he could 

improve how he reacts and handles students’ answers/reactions during the debates. As I 

pointed out (Extract 23) his apparent lack of knowledge in the debates could have caused 

Mario to feel disempowered and frustrated. Mario knew that he had not been able to discuss 

his students’ answers to make them reflect critically, as he felt that many of these responses 

were not related to gender, and that students brought other issues that he had not expected. 

The extract shows that Mario thinks that his planning is not something fixed but it just 

gives him a general picture, or as he says, a scheme, to structure and organize the class 

activities of the debate. Moreover, he suggests, in this conversation, that he feels more 

prepared at this point of his process to deal with the dynamics of the debates as he now 

knows the type of responses that may emerge in the process. This can only be proven by 

examining what happens in the implementation of this third class. 

During the implementation of the debates, there were interesting and critical 

moments that we analyzed during our sessions of collaborative work. Some of the events 

have to do with how the conversation flow was shaped by the power relationships in which 

some gendered discourses were better positioned than others.  

Since Mario decided to start the class by requesting students to read the text and say 

the first person that matched the description that came to their minds, students were giving 

answers that did not lead the debate to gender and language use issues. As a result, the 

students did not focus on the text vocabulary or the narrative style (Everest text), as we had 

been planned, instead, students googled the information in their cell phones and gave 

names of famous people who were known for having climbed the mount.  
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As the teacher noticed that students were not into reading and analyzing the texts, 

and that the answers given did not allow him to create a debate, he asked students to relate 

the texts to the characters of the story, as he had planned initially. Immediately, a student 

came up with the right name for the text of Climbing the Everest – ‘Carmen’-. This student 

justified the answer saying that he thought it was Carmen as she was the only character in 

the story who was 60 years old. This was also problematic because despite this was the 

right answer, Mario expected the students arrived at the conclusion through a process that 

implied the problematization of the fact that there were certain words in the texts that are 

inherent to men or to masculinity. Unexpectedly, this answer did not promote the 

discussion about gender and language use either.  

In light of these events, Mario attempted to re-focus students’ attention toward the 

issue of gender by asking one of her female students whether she would like to climb the 

Everest. Extract 24 shows this students’ answer:  

Extract 24 

 
Magda: No. [Magda Contesta de una manera enfática a la pregunta de si subiría el Everest.] 
Mario (the teacher): why not? Why not?  
Magda: nooo … I think that I will be die. […]  I think I can’t climb the ¿cómo se dice? Nevado del 

Ruiz. The Everest uhm!!! I couldn´t. [todos rien] [Sic]P42: Class Observation class 3-Caso002.  
  

As it is evident in this extract, asking a female student whether she would climb The 

Everest did not produce the answer that Mario needed to start the critical reflection about the 

use of the text’s vocabulary and the relationship with masculinities. From my observation of 

this class, it seemed that Mario had not structured this activity to analyze the vocabulary of 

the text and gender. The same happened when Mario asked the students whether they had 

heard of cases of women that had climbed the Everest; although the answer was affirmative, 
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a yes/no question did not lead the students to an analysis of the text either. Therefore, in our 

reflection on the difficulties produced in the framework of this innovation, Mario pointed out 

that it was difficult for him to react more assertively to reach CFP’s objectives.   

Despite these unexpected outcomes, this class presented some advances in regards to 

the teacher’s role in the debate. In the analysis of students’ responses in text 2 (a man who 

meets another man in San Andres) students debated about language use and gender. As Mario 

expected, students displayed discourses in which they manifested that it was “logical” to 

think that that text had been written by a woman. They pointed out that there were some 

words in the text that helped them figure out who the author was. This was exactly what 

Mario expected from them, as can be evidenced in the following extract taken from the class 

observation data: 

Extract 25 
Cuando Mario le pregunta a los estudiantes si encontraron palabras o frases dentro del texto que les 

hicieron pensar que era una mujer joven, una estudiante dice “to know lots of new people, went to lots 

of parties. Otro estudiante, Ricardo, dice ‘I met a guy’, ‘was very nice’, ‘now we are friends’, ‘I think 

I will invite him to visit Bogotá’[enfatizando en palabras resaltadas] y poniendo un tono burlesco e 

imita las palabras del texto en un tono de ‘enamoramiento’[Sic]P42:Class Observation class 3-

Caso002.   

On account of students’ emphasis on the words and the way they used the intonation 

and tones of irony and joke, one understands that students implied a “romantic” tone that 

indicated that there was some sort of attraction between the author of the text and the male’s 

character of the text, “the guy”. This led students to say that the author of text 2 was a woman, 

and not a man. The next extract reflects a students’ group conversation in which they are 

speculating about the character of the story that matches the text. They refer to a man named 

Camilo who is a secondary character in the story.  

 Extract 26 
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Ricardo: Camilo.  
Magda: who is Camilo? 
Mariela: the boyfriend of Marcus.  
Hernando: ah…  
Mariela: why a man?  because he is gay. [Respondiendo la pregunta de Magda]  
Hernando: yes!. [Dándole razón a la explicación de Mariela] 
Magda: Why a woman and not man? 
Mariela: why woman? 
Magda: I think it is a woman…[inaudible] 
Mariela: in a normal situation it is a woman because found a man… 
Hernando: but could be Camilo because he is gay. [Sic]P42: Class Observation class 3-Caso002. 

 

According to this conversation, one can infer that students came to the conclusion 

that if the text had been written by a man, then, this one must be gay; this idea can be 

explained by drawing on one of the folk theories that explains masculinity: gay men lack 

masculinity or they are feminine in their body or mind, as stated earlier; this is a common 

assumption that is found in current discourses (Connell, 1995).  

During our reflection and analysis of this class, Mario and I identified the following 

aspects: first, students’ gender constructions, and their imaginaries matched Mario’s 

expectation in his lesson plan. Second, since students’ answers matched Mario’s 

expectation, now Mario would be able to create opportunities to make students discover 

sexist discourses and demonstrate that these gender imaginaries can be seen differently as 

masculinities (and femininities) are not fixed (Castañeda-Peña 2010), and that language use 

is situational rather than sex differentiated. Third, the debate could also lead them to discuss 

the common mistaken assumptions about men’s lack of masculinity and the allegedly 

relationship this has with men’s homosexuality.  

The analysis of this class debate shows several interesting moments, that I will not 

be able to bring here due to the space limitations. However, what is most relevant to report  

is that, from our interpretation of this class, Mario’s ability to draw on student’s answers 

and to bring alternative/progressive discourses is materialized through the debate of this 
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second text. We believed that Mario managed to do this in the class because the arguments 

we explored during the planning stage coincided with the students’ discourses in the class 

debate. Based on this, one may say that to plan these classes with a CF approach is 

important, but it does not guarantee total success in the implementation since a CF teacher 

needs to learn during the practice of the debate how to re-orient the discussion when 

students’ responses are not aligned with what was expected in the planning. I concur with 

Mario that this ability is learned in light of the experience of the class debates (Wenger, 

1998).  

When one analyses power relations in discursive practices (Bakhtin, 1986), in the 

context of a classroom, teachers often occupy a privileged position of authority in their 

classes, therefore it is likely that their discourses are more authorized and accepted than 

other discourses (for example, in comparison with the students’ discourses). However, the 

dynamic of a class debate from a CFP perspective attempts to break these unbalanced 

power relations so as to construct a democratic dialogue with the students where knowledge 

can be co-constructed between teacher and students (Beckett, 2013).  

Following on this, Mario knew that the debate would involve a dispute about how to 

position his discourse, without imposing it. As stated in the description of Mario’s 

objectives of using this CFP, he did not attempt to impose meanings on students or direct, 

judge or prescribe the way they should think or live, “but rather to expose students to the 

diversity they are likely to encounter […] thereby helping them make informed choices 

about what is appropriated for their own lives” (O’Loughlin, 2001 cited in Nelson, 2004, 

p.17). 
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So, what happened in this third class? There were students who brought up 

gendered sexist discourses to the debate and presented them as natural and not natural ways 

of being a man/woman (as it happened in class 2). By drawing on these discourses, students 

naturalized their ideas presenting them as common sense (Fairclough, 1989, Connell, 

2002). When Mario told his students that this second text had been written by Juanes, the 

womanizer, they were surprised and somehow skeptical about Juanes being the author of 

the text. Therefore, they questioned the author’s heterosexuality, and ridiculed the allegedly 

masculinity of the author of the text by using jokes, and ironic tones.   

Unlike Classes 1 and 2, it was evident that some students embraced Mario’s 

counter-hegemonic discourses and helped the ST to position his discourses by critiquing 

the role of society and culture in the reproduction of gender meanings that people usually 

take for granted and that cause social prejudices. The next extract, taken from class 

observation, describes what occurred in this part of the debate in this regard. 

Extract 27 

Magda interviene en la discusión para explicar que esto se debe a “prejuicios sociales” que las 

personas aprenden en sociedad y que, a partir de ellos, usualmente, se juzgan a las personas. Otros 

compañeros están de acuerdo con lo que está diciendo Magda. 
 

Mariela: we think that it is a problem to the society. because for example if a man have a friend , a 

good friend, “ah it’s gay”… but not necessary.  it is a … it’s a problem with the culture and in some 

places is more than others.  
Mario: yes, I agree. I agree with that. [Sic] P42: Class Observation class 3-Caso002 

 

Despite the fact that there were students such as Magda and Mariela who helped to 

position Mario’s ideas in the class debate, this does not guarantee that they had transformed 

their gender subjectivities due to this debate. As concluded in one of our meetings, this was 

not the purpose of the class and we both believed that doing so was a rather complex task in 

which we were not interested. Instead, the objective was to insert these discourses into the 
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class, hoping that just as hegemonic discourses worked and cause social inequity, the 

introduction of these progressive discourses could reproduce, a similar impact on students’ 

and teacher’s subjectivities. In relation to this, one of the small transformations that 

emerged within the process of developing these classes has to do with Mario’s gender 

subjectivity regarding the assumptions of Class 3, masculinity and differential uses of the 

language. Extract 28 presents part of Mario’s reflection about his class’ implementation.  

Extract 28 

Mario: […] Entonces, también yo creo construcciones de la identidad de ellos dependiendo de lo 

que dicen, es decir, Ricardo me dice "uy, qué rico", entonces yo digo "uy, este man tiene una 

perspectiva bien machista", ¿si? 
Investigadora: Pero, te sorprende, pero al igual “yo también la tuve” ... 
Mario: Yo también la tuve, si Pero también es chévere darse cuenta de eso. Y eso también hace que 

yo piense críticamente porque al mismo tiempo que creo los ejercicios y esto, pues yo mismo pienso 

y digo “bueno, venga, ¿y cómo es la visión crítica de esto?"  Y eso me ha hecho a mí pensar 

críticamente. Entonces, por ejemplo, cuando acabamos esa clase, que fue la que más me gustó, la 

tercera, yo decía "claro, es que uno tiene que mirar... uno no puede juzgar un texto…". Esa fue como 

la conclusión que yo saqué. [Sic] P30: Interview 8-Caso002. 
 

Mario points out that when he heard Ricardo he was surprised to see this student’s 

chauvinistic position. The reflection developed with Mario allows me to conclude that 

planning and implementing the debate activities allowed Mario to evaluate and question his 

own gender bias.  

Mario points out that by questioning his ideas, he needed found good arguments to 

demonstrate his students that masculinity is not fixed, and that language is not gender 

differentiated but situational. Thus, Extract 28 accounts for a small transformation in 

Mario’s gender subjectivity. In this sense, for example, unlike traditional pedagogy in 

which the teacher is expected to illuminate students with her knowledge, Critical Pedagogy 

situates the teacher as someone who, through dialogue with students, can also construct and 

discover knowledge about the world (Freire, 1970). Based on this understanding, and 

taking into account Mario’s reflection, one can say that the learning process suggests 
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participants’ personal transformations, which can be observed in discourse. I would say that 

transformations in this case are a common and natural consequence that comes from the 

process of learning in the exercise of research (Kemmis & McTaggart, 2000; Wenger, 

1998). 

I would like to finish this analysis by briefly examining Mario’s learning trajectory 

in regards to the innovation of incorporating CFP into his English classes.     

4.2.5 Trajectory of learning 

 

So far, this analysis has probably suggested a trajectory in which class by class the 

ST was able to increase his understanding of this pedagogy, gain abilities, and even 

recognize the limitation he has had through this personal teaching experience. The 

following extract represents a relevant point of analysis with regard to the trajectory of 

learning that is posed by Mario.  

 

Extract 29 

However, in the middle of the process something emerged. I experienced a great interest of using the 

engagement to go beyond what was the initial idea of my project which was focused on unveiling 

discourses and started worrying about the effectiveness of the methodology to have students think 

critically. So, I experienced some stages of frustration and satisfaction. I knew that I could go beyond 

identifying the students’ discourses and really empower my students to have a critical thinking change. 

P50: Final Research Report -Caso002. 

This extract reveals two aspects that describe Mario’s learning trajectory. First, the 

ST points out that initially his research aimed at discovering students’ gendered discourses; 

however, through the course of his processes, the experience lived in his research, he 

became truly interested in learning how to put into practice this pedagogy successfully. 

Second, he states that, through the process of having planned and implemented each class, 

some moments of frustration and satisfaction were produced; these moments were key to 

look at the lived experience retrospectively and understand that this approach implies a 



 
 

187 
 

series of complexities, challenges and abilities. I think both Mario and I thought he gained 

some abilities in this experience, but this is not a finished process. As Mario pointed out 

before, it is through the experience in the practice (the practice of planning and 

implementing debates) that he can have the opportunity to learn how to improve his role 

during the debates, as it is suggested by Johnson (2009) and Wenger (1998).    

In this sense, Extract 30, taken from the last interview, illustrates the way in which 

Mario sees his learning trajectory and the difficulties he faced.  

Extract 30 

Mario: […] entonces eso es una dificultad para, o sea, no lo veo tanto como una dificultad, sino es una 

cosa de otro aspecto para tener en cuenta. Entonces qué me doy cuenta. Cada vez que hago una 

aplicación encuentro variables que me indican cómo hacer la siguiente. Eso fue lo que sucedió en el 

proceso. Entonces cuando hicimos la primera, la verdad estaba bien perdido, o sea, no sentía... [Sic] 

P30: Interview 8-Caso002. 
 

Here, Mario understands the difficulties as part of his learning process, and 

identifies them as the means to learn what he needs to do/know as a teacher who wants to 

promote the spirit of the CFP.  

This extract is helpful in situating the ST’s learning trajectory as a progressive 

process from class 1 -when he did not know much- to class 4- when Mario describes a 

sequence of aspects learned in each class-. This experience is seen as a progressive process 

that allowed him to understand his role and discover what was important in the planning 

and implementation of his class debates. Thus, that feeling of not knowing what the CFP 

entailed -in class 1- fades in class 4.    

Another important aspect in the analysis of Mario’s trajectory is related to the 

process of the collaborative work. As it was explained at the beginning of this case, I had 

an active participation in the process of planning, reflection and analysis of the 

implementation of the debates. Mario perceived my participation as a contribution to his 
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learning process in which I made suggestions that had an impact on the way he designed 

and implemented his classes. The following extracts account for Mario’s perception of this: 

Extract 31 

Mario: Y ya cuando salimos de la primera y tú me comenzaste a dar feedback sobre, de pronto, lo 

que... de la forma que podría hacerse. Entonces ya comencé a mejorar en la planeación porque tomé 

en cuenta más las variables. Y después de la segunda y la tercera ya tenía más en cuenta las variables, 

entonces eso me ayudó bastante. [Sic]  P30:Interivew 8-Caso002.  
 

Extract 32 

Mario: Creo que lo he hecho de la manera que es, porque no lo he hecho bias, o sea, gracias a ti 

también que me diste pautas de cómo hacerlo, porque por ejemplo, eso de la estrategia de no utilizar 

las palabras hombre y mujer, sino algo más en medio como someone, eso me ayudó […][Sic] P30: 

Interview 8-Caso002. 
 

Both Extracts describe the role of feedback in assisting this ST with his learning 

process. In these Extracts, Mario says he found the feedback useful as a guide for each 

class; it also aided him to improve the decisions, changes and the necessary aspects for the 

design and class implementation. I perceived that Mario truly valued our dialogues and my 

contribution in the collaborative process; in this sense, I think it was important he could 

count on someone that responded coherently to what he was trying to do. Although I gave 

Mario written feedback, I perceived that it was through the conversations that feedback 

became significant for this ST; this contributed to a greater extent, to teachers’ knowledge 

development (Maggioli, 2012).    

Since I have been an English teacher for more than 10 years, I was familiar with the 

context, concerns, and demands of English teachers. I think that my teaching background 

allowed me to participate more meaningfully. In this sense, I think Mario and I felt we 

spoke the same language as we both belong to English teachers’ communities of practice. 

The last example, and point of analysis in this case study, shows aspects related to the 

feedback, and my role within this process:         

Extract 33 
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Mario: […] Y en ese sentido sí necesitas la otra persona. O sea, es más difícil hacerlo solo. Es decir, 

hacer este proceso no es fácil. 
Investigadora: Pero te podrías defender. 
Mario: Sí, sí, podría hacerlo, pero me tomaría más tiempo 
Investigadora: Sería diferente. ¿Quién sabe, ¿no? 
Mario: Yo creo que me tomaría más tiempo, mientras encuentro la forma, porque, digamos, tú tienes 

más experiencia, o sea, tú conoces el tema más. 
Investigadora: Mira es la primera vez que yo trabajo este approach... 
Mario: ¿Sí? [Sic]  P30: Interview 8-Caso002. 
 

As one may interpret from this last extract, Mario recognizes that my role in this 

process contributed to his understanding and improvement of the CFP in his English class. 

Mario positions me, discursively, as a person with a great deal of experience and knowledge 

on this theme. This suggests that the ST recognizes the importance of working with another 

person with more experience and knowledge. This can be indicative of the assumption that 

teachers interested in CFP informed methodologies would feel more supported and oriented 

within this process if they had expert support. Consequently, if the ToTs who work in 

Teachers’ Professional Development -TPD- programs decided to prepare teachers to be 

aware of gender as a category of analysis in their practices, then it would be logical to propose 

courses in which teachers had the opportunity to do research and be assisted by a ToTs with 

learning gender in their teaching practices. 

As the reader observes, Mario’s case is different from Martha’s in that they both 

focused their research view on practices of the formal and hidden, respectively. Mario 

worked with explicit teaching practices of the formal curriculum; these practices had to do 

with planning and organizing the teaching experience through gendered debates. In the next 

case, the ST also addressed teaching practices in the formal curriculum. However, Mario had 

a complete different objective in the design of his research project, which deals mainly with 
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the construction of materials for teaching English, stories, that show non-hegemonic 

gendered constructions. 
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4.3 Milena’s Case 
 

The context of this case: 

Milena (assigned pseudonym) of the third ST who agreed to participate in the 

process of the collaborative work with the ToTs while she developed her research project. 

She works as a full time Spanish and English teacher in a public school located in Kennedy. 

She chose to work her 6th grade class because she was their homeroom teacher and she felt 

she knew these students very well. Milena reports that this group is well behaved and 

responsible. She also explains that these 6th graders have been in the same class since they 

started primary school. The group had 14 boys and 20 girls with ages ranging from 12 to 

14. 

Milena’s concerns as an English teacher involved aspects related to students’ 

motivation to learn English and their communicative skills, particularly reading 

comprehension and oral communication abilities at a basic level (A1 and A2 according to 

the Common European Framework of Reference-CEFR). Additionally, Milena reported she 

had applied a survey whose objective was to obtain information about students’ interests, 

needs and opinions about activities in English class in order to help her improve her classes 

by considering these aspects. As an English teacher, the ST had the autonomy to manage 

the curriculum and make changes she considered pertinent. This meant she could decide 

upon the materials, the teaching approach, the learning objectives and about other matters 

related to the formal curriculum.   

Before this research project started, Milena organized a meeting with parents to 

obtain their permission to implement some innovative material she had designed for her 
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class. She explained the innovation to them and parents were informed that their children 

would be engaged in reading some stories written in English whose messages dealt with 

respecting difference and gender equity. All parents signed the formal consent form.   

Milena’s class innovation. 

One task in the course Identities and Language Learning asked STs to observe their 

classes to identify possible issues related to gender in their teaching contexts. When Milena 

did this, there was an activity that allowed her to understand the way her students 

established gender differences. Students were to dress a human silhouette drawing by using 

different pieces of fabric. Milena realized that children decided the silhouette’s sex by 

choosing specific fabric colors and the attires culturally assigned to girls or boys. 

In one of the tutoring sessions, Milena reported that this observation was important 

as it allowed her to notice two situations that would help her choose her focus in her small-

scale research task for the course. Firstly, she concluded that if her students had completed 

the human silhouette activity, they had done so drawing on their knowledge of traditional 

ways to perform and enact gender in everyday contexts. Secondly, Milena noticed that her 

students seemed to be more motivated when participating in activities that required them to 

draw on this everyday knowledge of the local culture. Besides these observations, Milena 

commented that due the survey she had applied, she realized her students were interested in 

reading stories in English.  

Based on the class observations and the survey results, Milena decided to design 

and use short stories with a gender orientation to motivate her students to participate more 

in class and engage them in a reflection on themes related to gender stereotypes, gender 
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roles, and non-traditional gendered constructions in her English classes. Her decision-

making process is summarized in the next extract taken from Milena’s final report:  

Extract 188. 
[…] taking into account the information collected from the observations, the surveys and the students’ 

context, I considered it was necessary to do some changes in the methodology of the class. […] short 

stories could be the best means through which students could learn about one of the most important 

topics that had been present during the development of their activities (gender stereotypes) at the same 

time they could become more proficient users of the target language [SIC] P96: Final research report89-

Caso003. 
  

This extract describes Milena’s needs and interests in her teaching context and what she 

considered important to initiate her small-scale research work. She explains that her 

teaching proposal needed to incorporate some methodological changes to encourage her 

students to study English; hence, the idea of designing material for her classes emerges. She 

also talks about including everyday life themes, such as gender roles, and stereotypes, in 

this new material, as she thinks it is important for her students to learn about these themes. 

Consequently, this case consists of describing Milena’s learning experience in the frame of 

the Identities and Language Learning course and the dynamics of the collaborative work in 

which these gendered stories were designed and implemented.  

As I explained in Chapter 3, Milena’s participation in the MA course with gender 

orientation gave her tools to carry out her research work for her Master’s theses. During the 

collaborative work between the ST and ToTs in 2015, we developed a reciprocal 

relationship in which we both participated actively in this innovation and analysis. During 

the first semester of 2015, we designed three stories. For the analysis of this case, I will 

                                                           
88 All the Extracts I drew on in this analysis are verbatim. Some of them are in English, and others in Spanish. 
I have decided to leave them in their original language considering the fact that readers can understand 
both Spanish and English.  
89 This is one of the ST’s artifacts written in the frame of the Identity and Language Learning course. 
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only refer to two stories: the first story is the one that Milena constructed during the 

Identities and Language Learning course, and the second one was designed and 

implemented in the next semester. Although I assisted Milena in the design of other two 

stories, and I collected information about this, I observed that the issues of the data analysis 

in these two stories became redundant and no more data emerged (Stake, 2005). Therefore, 

I only address Milena’s learning when using these two stories.   

This case is organized into three sections: the first one describes what happened during 

the design and implementation of story 1; in the frame of the course Identities and 

Language Learning. The second depicts the process of designing and implementing the 

second story; and the third part addresses the learning process. As in the previous cases, 

this last section will address the factors that affected Milena’s learning process.   

     4.3.1 Story 1: ‘A terrible Monday’     
 

Before analyzing the implementation of story 1, I will summarize what this story 

was about90. Since Milena initially intended to address the issue of gender stereotypes in 

society through the stories, she thought that professions would be a suitable theme for 

dealing with ideas of gender roles and assumptions about this topic. This story is about a 

man named Peter who looks for a job as a house keeper. From a patriarchal point of view, 

the activities associated with this job, and the job itself, have historically and culturally 

been assigned to women (Connell, 2002; Perez, 2012). The story does not only represent an 

unusual situation for a man looking for a job that is usually assigned to women, but it also 

portrays events in which Peter is bullied and treated disrespectfully by male relatives and 

                                                           
90 The reader can read the story directly in the Appendix 6a 
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acquaintances who have more prestigious, gender-normative professions. The story reaches 

its climax when Peter arrives at a job interview in which the owner of the house, a woman, 

considers that Peter is mistakenly applying for this job. Despite him explaining that he is 

actually good at doing the household tasks, the woman does not hire Peter for the job. This 

story has a cover image (see Appendix 6a) in which Peter is represented in a drawing of a 

young man who is sitting next to a vacuum cleaner, holding a mop and wearing some 

rubber gloves as he seems to be doing household tasks.  

Milena’s reflections about the creation and use of her story are present in the next 

extract taken from here journal:  

Extract 2. 
Although “we ESL teachers are not well prepared to treat this kind of topics in the classroom, neither 

are we trained to design materials that address the issue properly” (Nelson, 2004:17). This also 

shows the necesity for ESL teachers to create new material and look for the correct way to treat these 

topics without leaving our students away from them. [SIC]P96: Final research report Caso003. 

 

The extract describes a quote that Milena uses, to manifest that she agrees with the 

perception that ESL teachers lack knowledge or ability to create material and implement 

classes with a gender orientation. So, the ST perceives that by means of the practice in the 

exercise of teaching, she could learn to address this sort of materials properly. This leads to 

her setting a goal for her small-scale research task:  to gain experience with regard to this 

gendered material. 

To understand how Milena saw the relation between gender and her teaching 

practice, I analyzed some of Milena’s written artifacts in the Identities and Language 

Learning course, I observed that whenever this ST explained the concept of gender in her 

practice she drew on words such as: the respect, difference, discrimination, and equality. 
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Extract 3 presents one example91 that represents the way Milena used to relate gender to her 

practice as a teacher. In the interviews, Milena says that she thinks that it is important that 

her students learn, explicitly, about these themes in the school. Therefore, Milena addressed 

non-traditional gender representations and themes in the stories in her class allowing her to 

bring themes related to traditional and non-traditional gender constructions, discrimination, 

and other issues associated with gender and the respect for the differences. The next extract 

illustrates the way Milena understood gender in her teaching practice:  

Extract 3. 
 

[…] as gender is a matter that concerns everyone in terms of recognizing and respecting each other’s 

ways of life or thinking and what we see today is that not all students or even teachers are able to do 

it, they just discriminate gays or women, for instance, just because they think of them as “weaker” 

people. When teaching a lesson, in this case in English class, we should try to develop different 

activities related to the topic of gender, not just to make students debate about it by using the target 

language but also to show them that we should not discriminate others for being or thinking different 

from us [SIC]P96: Final research report -Caso003. 

 

In this extract, Milena says that beyond using these stories to have students improve 

their English abilities, her role as an English teacher implies some social and political 

responsibilities in her students’ education with respect to reflecting upon social injustices of 

society. This idea leads one to conclude that Milena sees the gendered practice as a social 

responsibility teachers have in educating students as citizens, not only in their language 

learning process. A teachers’ role must include reflection on the teaching practice and how 

this relates to the larger purposes for the education of active citizens in the development of 

a society (Giroux, 1997; 2010). The following extract describes Milena’s view on her role 

as an English teacher after having designed and implemented the first story with her 

students:   

                                                           
91 There are other artifacts that show this same pattern. 



 
 

197 
 

Extract 4 
[…] the mini-scale project helped me understand that the teaching practice goes beyond explaining 

different grammatical topics, it is also showing students that they can learn a language through 

numerous discussions based on common issues that could affect their lives directly in their everyday 

activities at home, in the street or at school. Finally, those topics can be presented to students through 

different ways […] That is why it is necessary to create and implement some authentic materials that 

can be related to students’ context. [SIC] P96: Final paper-Caso003   

This extract portrays and important lesson about Milena’s teaching practice.  She 

says that her practice does not only involve teaching students about the formal aspects of 

English but it also encompasses discussion and reflection on everyday life matters such as 

the gender imaginaries that prevail in the local culture. This view is congruent with the 

notion that curriculum practices needs to reflect real world problems that affect students, 

teachers, and the society in general in the schools so as to contribute to the understanding of 

the phenomena of education (Gimeno, 1990).  

At the end of the Extract 4, the ST refers to including the students’ contexts in the 

materials for teaching her class. Namely, she is talking about including aspects or situations 

that are familiar to students’ lives. Thus, when one reads ‘A terrible Monday’ Milena 

intentionally introduces a bullying situation that takes place in ‘Transmilenio’92. Milena 

could have chosen the subway, another means of transportation, but her intention is to 

engage students in understanding her story by presenting contexts that are close to their 

lives. In further interviews, this ST underscores that familiar situations or contexts facilitate 

her students’ reading comprehension. Additionally, Milena argues that this is a feature that 

facilitates students’ reflection about the gender issues as they might feel directly identified 

with the contexts and situations portrayed in the stories. 

                                                           
92 This is the name of the transportation system in Bogotá. That is why it is a familiar context by students as 
they live in this city.  
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What sort of conclusions does Milena arrive at when she interprets what happened 

during the implementation of the first story? Since the ST audio recorded her class, she was 

able to identify some meaningful moments in which certain students’ discourses, behaviors 

and attitudes emerged as a result of the implementation of this story. These meaningful 

moments allowed her to problematize matters related to the class participation, and the 

possibilities of promoting the discussion and reflection with her students around meanings 

associated with gender (constructions, roles, stereotypes).  

Milena transcribes and centers her analysis on a meaningful piece of dialogue 

produced in class. In this dialogue, the ST identifies her students’ imaginaries of women 

and men as they relate to the idea of each being a housekeeper. As she had expected, these 

students’ discourses are consistent with those that are dominant in our culture (Garcìa-

Muñoz, 2014). The next extract belongs to one part of the class discussion where students 

discuss whether they thought the story would be different if the main character had been a 

woman.   

Extract 5      
 

Milena: Uds creen que, si, por ejemplo, la historia hubiera sido acerca de mmm María, ¿uds creen 

que hubiera pasado exactamente lo mismo? 

STUDENTS INTERVENTIONS: Nooo 

Milena: ¿Por qué no? 
93ST 5: Porque es una mujer y es raro que los hombres hagan eso […] 

ST 6: Si, las mujeres son las que limpian las cosas. 

Milena: Las mujeres son las que limpian las cosas? 

STUDENTS INTERVENTIONS: Uishhhh 

Milena: ok pues es que es la opinión de él. 

STUDENTS LAUGHING AT HIM 

ST 2: Porque uno ya está acostumbrado a ver a mujeres haciendo los oficios. 

ST 1: Digamos si un hombre va a ir a hacer aseo o algo así pues uno tiende más a pensar [mal] de los 

hombres, que de las mujeres […] 

Milena: […] uds creen que Peter era un buen housekeeper? 

STUDENTS INTERVENTIONS: Siiii 

Milena: Y entonces ¿por qué no lo contrataron? 

                                                           
93 Milena uses the acronym ‘ST’ to refer to the word students. 
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ST 4: Pues porque no le tenían confianza por ser hombre. [SIC] P96: Final research report -

Caso003 

 

This extract shows students’ gendered discourses from a traditional gender 

perspective. As Milena expected, her students’ answers revealed that what students say is 

connected to what they have learned or are used to seeing in their everyday life situations. 

In the last part of Extract 5, when the Milena asks her students why they think Peter was 

not hired, the ST4’s response leads Milena to say in her final research report that her 

students distrust men’s abilities to do a good job as housekeepers. In this report, Milena 

addressed this type of students’ responses as something that she could improve, in a future 

teaching practice, by means of implementing new activities or stories in which students 

were engaged in reflecting upon the legitimacy of these gender stereotypes or imaginaries. 

Although Milena could have reflected upon these gender imaginaries, she did not do it94. 

Therefore, she thinks that her questioning these gender imaginaries could have led to an 

important discussion with her students.  

Another finding in Milena’s analysis deals with a breaking point of this class 

discussion generated by ST6’s intervention in Extract 5, which is interpreted by the rest of 

the students as a chauvinist discourse that it is normal that women are the ones in charge of 

cleaning or doing the household tasks whereas this is not normal for men (Connell, 2002; 

Perez, 2012).  

Milena observes that the majority of her students rejected this discourse.  Thus, 

Milena concludes that ST6 is silenced in the process of class participation. She also notes 

                                                           
94 This is something that Milena mentions in her finally report, in fact, she problematized it (in the final 
report) and suggested, in a further interview, that it would have been interesting to do a reflection with her 
students around these gender beliefs.  
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that ST6 does not request more turns to participate in the class discussion after this 

intervention. This is one of Milena’s concerns in her final research report, and it leads her 

to wonder about ways in which she could guarantee a safe space in class where all students 

can speak freely without being judged by others. Milena discovers that it is important to 

learn to create the class conditions that promote the respect to other’s opinions, as is 

illustrated in the next extract:     

 

Extract 6 
[…] when this student saw their classmates’ reactions he just kept in silence […] As teachers, we 

should control this kind of situations by teaching them how to respect each other’s’ opinions in order 

to make students feel free of participating in class and expressing their ideas, which also reflect their 

ideologies. [SIC] P96: Final research report -Caso003. 

 

The following semester, when the course of Identities and Language Learning had 

finished, Milena and I continued working on this project as she had decided to focus her 

Master’s thesis research on the design and implementation of stories with a gender 

orientation. In doing this, we began to examine the aspects that had been relevant for 

Milena in the analysis of the design and implementation of the story 1.  

Firstly, Milena pointed out she felt she had not been able to generate reflection with 

her students. Moreover, she perceived she did not know exactly how to handle the class 

discussion to further the reflection on gender issues (constructions, roles, stereotypes). 

Milena’s perception of this difficulty is presented in the next Extract: 

 

Extract 7  
Milena: eh, para la historia de Peter, pues yo estuve revisando y más que todo el problema que yo vi 

[…] es que por ejemplo, por lo que yo no tenía muy claro en ese momento el objetivo principal de la 

historia, yo hice como diferentes preguntas, entonces no supe cómo abordar o no supe cómo seguir 

las respuestas de los estudiantes […] que de pronto él [uno de sus estudiantes] me respondió una 

cosa, pero yo no sabía cómo… seguir como indagando acerca del mismo tema […][SIC]P121: 

Interview1- story 1-Caso003. 
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Based on this extract, one could infer that the problem lies in the implementation of 

the story, and not on the design of it. Although the objective was to create a story that 

reflected gender stereotypes about professions to generate reflection with her students, 

Milena problematizes her teaching practice with regard to not knowing how to orient the 

discussion and reflection of these matters, and she wonders about the sort of questions that 

would be suitable to generate a good reflection and discussion with her students. Thus, we 

concluded that although during the Identities and Language Learning course her main 

interest was on designing the story, the importance of orienting the class discussion 

emerged as a new concern to be pursued later on.   

In Extract 8, Milena reflected upon the fact that some students had criticized and 

judged ST6’s intervention:  

Extract 8 

Milena: Si. Pero es…pues sí, sí, yo creo que sí, porque de todas maneras lo que tú dices, o sea, no es 

validar, no es decir “si está bien lo que piensas” o “está mal”, sino sencillamente ellos tienen la 

capacidad de dar a conocer su punto de vista, que sabiendo que puede ser diferente al de los demás, 

que puede ir en contra de lo que los demás digan, pero pues también para que los otros aprendan 

que…que sencillamente es…piensa diferente, y no por eso tenemos que atacarlo o algo así. [SIC] 

P94: Interview 01-Caso003. 

 

In this extract, Milena states that her role is not to tell students whether their 

opinions are good or bad, but rather to be able to recognize the different points of view to 

promote the class’ reflection. Certainly, the last part of the extract may indicate that the ST 

is interested in generating class discussions where students do not refrain from expressing 

their views and learn to hear others’ points of view in a respectful discussion dynamic.   

In light of this discovery, and to prepare the terrain for the design and 

implementation of the second story, we discussed two strategies that could possibly help 

Milena plan the class discussion. The first involved group activities to promote students’ 
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tolerance and negotiation of different points of view within the group. The second one had 

to do with creating activities associated with the stories to relate them to students’ everyday 

contexts so that they could draw on more information of their daily realities within the 

discussion of questions or group activities. The next two extracts explain each strategy:      

 

Extract 9 
Milena : Entonces de ahí vendría lo de las actividades a parte de la historia, que era lo que estábamos 

hablando la vez pasada que yo te decía que es necesario incluir más cosas del contexto de ellos para 

que se les dé más oportunidades de hablar, entonces si, como presentar de pronto casos diferentes de 

personas que ellos conozcan o cosas que les pueda pasar a ellos mismos [inaudible][SIC] P121: 

Interview1- story 1-Caso003. 
  

Extract 10 

Milena: los objetivos de las actividades… por eso pensé lo del trabajo en grupo, entonces si están 

trabajando en grupo, entonces sí como entre ellos van… como a estar más conscientes de la respuesta 

del compañero porque de pronto es el amigo o de pronto no, entonces si mi mejor amigo piensa 

diferente entonces yo voy a aceptarlo, o no […][SIC]P121: Interivew1-story 1-Caso003. 

 

To understand the Extract 9, I would like to refer to Milena’s explanation about 

including information in the story related to the local culture or students’ contexts. When 

Milena described the positive aspects about the implementation of story 1, she reported that 

her students seemed to better understand Peter’s story as it contained familiar situations and 

places for her students. Furthermore, in some interviews, Milena states that she thinks her 

students feel identified with the characters’ anecdotes. Therefore, in Extract 9 the ST 

highlights the relevance of integrating the stories and class activities with descriptions that 

involve common or familiar realities or contexts for her 6th grade students.  

Extract 10 deals with a new idea that Milena had about creating a class environment 

where students feel free to express their opinions. According to an interview, the ST 

speculates that students may feel more confident or comfortable to speak freely with their 

classmates in small groups rather than in front of the class. Moreover, Milena thinks it is 

likely that during small group discussions, students could both listen and respect other 
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classmates’ different points of view, and even negotiate their ideas with other friends or 

classmates in case they did not agree with each other. 

 Another issue to consider in this discussion is found in some data of the interviews 

and written reflections: Milena explains that she noticed that there were 4 or 5 students who 

usually participated a lot in her classes in comparison to the rest of the class. She 

problematized this matter in two senses: first, it was unfair that class participation belonged 

to the same 4 or 5 students in her class, and, second, she wished to involve more students in 

the process of reflection about meanings associated with gender relations and equity. 

Therefore, she sought to changing this class participation format through this innovation. 

Hence, we concluded that planning small-group activities and discussions would ameliorate 

and increase all of her students’ participation in class and engage them more in the 

reflection about the gender related meanings of the stories.    

Another finding derived from the implementation of story 1reflects that Milena 

realizes that the importance of the messages in her future stories; she stated in the 

interviews that her main objective with this material is promoting to the respect for the 

differences, that is, when subjects can respect ways of being that do not correspond to 

hegemonic masculinity/femininity (Connell, 2005). This means that the ST’s stories would 

intend to represent different types of masculinities and femininities, in particular those that 

differ from hegemonic gender practices as Milena thinks these constructions are not valued 

or are usually discriminated or rejected. She thinks it is important to awaken consciousness 

of respect and acceptance of what is different to ‘the norm’.   

Thus, to define what Milena wants to show her students through the stories is 

important as it helps to shape the type of messages in the stories. Once we identified the 

stories’ objective, Milena and I stopped referring to her material as stories with gender 
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stereotypes; we started to call them non-traditional gendered short stories. The following 

Extract portrays the ST’s view on this matter: 

Extract 11 

Milena: Si. Y pues de todas maneras como la idea es mostrar como lo diferente y pues…el respeto 

por lo…por las demás personas, sea que sean diferentes o no, porque eso si…eh…ah pues…por eso 

fue que me llamo la atención la palabra de “re-learn”, pues ellos pueden traer así…esa manera de 

pensar, pero entonces…eh…pues con las actividades en clase lo que se va a mirar o se va a 

desarrollar es eso; o sea, aceptemos a los otros y miremos que…las masculinidades y feminidades 

pueden estar en cualquier persona. [SIC]P94: Interview 1--story 1Caso003. 

Milena expresses here that the stories’ objective is to create characters with different 

femininities and masculinities, particularly characters whose gender constructions are not 

aligned to patriarchal views of women/men. Even though there are several data that show 

the issue of representing the concepts of difference and respect through these stories, I 

chose this piece of the interview as it shows that Milena wishes to present characters in her 

stories whose features (physical or personality traits) correspond to femininities and 

masculinities simultaneously. Put differently, a woman may embody masculine behaviors 

or be engaged in practices that are commonly thought of as male, and vice-versa. Milena 

was interested in representing gender constructions that differed from traditional or 

patriarchal perspectives, with the aim of promoting the respect to gender diversity since she 

strongly agreed with “what is gender-ambiguous is often an object of disgust or derision” 

(Connell, 2002, p. 5). Thus, in the last part of this extract when the ST says that masculinity 

and femininity can be found in any person, she implies that these cultural features of gender 

(femininity and masculinity) may appear simultaneously in any person regardless of the 

sex.   

In this point of the discussion, it is necessary to point out one of Milena’s 

conclusions regarding how to promote respect to non-traditional gendered constructions 

with her students. Milena explained that before she implemented story 1, she thought it was 
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possible to change her students’ mind-set with respect to gender stereotypes. Nonetheless, 

through her class experience, she realized that this is a rather difficult goal to achieve, and 

even more, to prove that because of the stories in the English class, students had changed 

their ideas or perceptions about gender stereotypes. This is one of the aspects that we 

analyzed during the development of our conversation, the next example that demonstrates 

Milena’s view:  

Extract 12 

Milena: pues es que lo que yo quería ver era de pronto como qué impacto tiene eso [las historias] en 

ellos, pero pues…es que sí, me quedé ahí. Si es como… ósea yo pienso es cómo a través de las 

diferentes historias ellos van a tratar como de cambiar los estereotipos, pero pues eso es como difícil. 

Investigadora: el cambio de discurso en ellos  

Milena: y ver si cambiaron o no cambiaron, porque eso era lo que yo quería, yo “bueno si, yo les 

paso las historias y con eso ¿qué? Y ¿cómo voy a medir yo que si cambiaron o no cambiaron la 

manera de pensar? O que fue durante las historias” […] [SIC] P120: Interview research report-

Caso003. 

Due to the difficulty reported by the ST about generating a class reflection with 

these materials, she concludes that it would be rather complex to aim at transforming 

students’ views through the implementation of her future stories.  

Therefore, after having done some reading assignments95,  and reflected on the 

implementation of story 1, we thought it was more better to expose students to these short 

stories and messages, so that they could become more familiar with these issues or realities 

that are implicit in the everyday situations of their lives. Thus, the objective of her stories 

was not aimed at transforming the students’ mindset but to attempt to engage and expose 

students with these messages of values about the respect to different gender constructions. 

                                                           
95 These readings we assigned for the collaborative work were related to themes about the role of students’ 
agency, socialization and how people learn the gender arrangements through the culture. We read a few 
chapters of Sunderland, 2004a and Connell, 2002. 
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Within this line of thought, some language teachers, for instance in Australia, who have 

dealt with this sort of contents in their classes claim that:    

“teachers should expose students to multiple gender roles and behaviors. The aim is 

not to dictate how to live in Australian society (in this case) but rather to expose 

students to the diversity they are likely to encounter […] thereby helping them make 

informed choices about what is appropriate for their own lives” (Nelson, 2004, p. 17 

cited in O’Loughlin, 2001).  

In short, the analysis generated in the collaborative work about the experience in the 

story 1 (during the course Identities and Language Learning) allowed us to recognize the 

objective of the stories, what was important about Milena’s innovation, what we should not 

attempt to do while conducting this analysis, what it was important for Milena’s students 

within their learning process.    

In the following section of this analysis, I present some of the agreements and 

understandings to develop the stories. I then examine the elements and features that we 

considered in the construction of the story 2 and the activities related to it; finally, I 

conclude by analyzing what happened during the implementation of the story 2 in Milena’s 

class.    

4.3.2 Story 2: ‘Best First Day at School’96   
 

This experience of having designed and implemented story 1 was certainly useful, 

but there was a feeling of uncertainty about how to structure the work for story 2. Hence, 

we decided that we needed to consolidate it with some theoretical tools that informed the 

process and design of the stories and activities. Thus, during the first interview, some of the 

following questions became evident: what would these stories need to contain to transmit 

                                                           
96 Original title of the story 2. The reader can see Appendix 6b to read the story 2.   
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the messages related to respect and gender diversity? What sort of narrative styles or 

discursive strategies could contribute to make the story more appealing to students? How 

should characters be presented in the stories? What sort of questions or group activities 

could be planned to foster the reflection of the stories? Which themes would be suitable to 

represent gendered situations in the stories? How could Milena choose those themes?   

To do this, I provided Milena with some reading assignments, then I designed some 

interview protocols97 that intended to connect the readings to the design of the stories and 

to many of the questions posed earlier. During this stage, we met and discussed the 

interview protocols and made important decisions as for the next story. I will address some 

of the most outstanding lessons and conclusions to which we arrived.         

For the next story’s theme, Milena draws on the school context, particularly on 

typical situations that occur in the first day of school for new students. She focused her 

attention on the first day of school due to the fact that new students do not wear the uniform 

in the first week of classes. The ST planned to take this situation to turn it into a good story 

through which she could deal with some of the gender stereotypes and imaginaries in 

relation to students’ physical appearance and ways of dressing.  The next extract presents a 

description of some ideas Milena takes from her school context that led her to create the 

story. 

Extract 13 

Milena: […] y muchas veces uno lo dice “uy, este chino se ve diferente”, y entonces uno ya empieza 

como a notar cosas de la personalidad de ellos […]entonces dije “bueno, listo, pues…en la única 

época del año en que se ve eso es en la primera semana en que ellos entran [al colegio]”. ¡Entonces 

claro, ellos se van de particular, entonces si empieza uno como a ver bien, y ellos mismos [los 

estudiantes] también empiezan como a criticar, a decir “uy, la camiseta rosada”, entonces “uy! mire 

el pantalón apretado” […] y por eso lo puse ahí […]  

                                                           
97 A total of 2 protocols were created based on two reading assignments (See Appendix 6d as an example).   
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Investigadora: Listo. ummm…chévere. Entonces, eh…hay que encontrar como más temas, así 

como el de la ropa, […] pero fíjate que el de la heroína sería como un texto de (inaudible) eh…fuera 

de la cotidianidad […] 

Milena: No… Si, de los dos; o sea, de…de lo del colegio, qué hace en la casa y lo la heroína […] 

Investigadora: O sea, una…una heroína que actúe dentro de la dinámica de la cotidianidad, porque 

ahí, dices tú, es a través de ese proceso del día a día en donde uno aprende a construir género, a cómo 

debe comportarse, cómo debe ser, a tener agencia, a decidir tales y tales cosas. [SIC]Interview 2. 

Planning Story 2. Caso 003 

 

Earlier, I mentioned that Milena wished to keep constructing stories that involved 

familiar contexts for students so that they could feel identified with them; however, this 

interview leads me to conclude that beyond creating stories to make students feel connected 

with these, it was likely that through our reading discussions of gender and learning, and 

the interview protocols, Milena actually inferred that the design of her stories should 

encompass this aspect as it is through engaging in personal life situations that people get to 

know the configurations of gender practice (Connell, 2002). This could be the reason why 

this issue of students’ daily life situations in the stories became important in our 

conversations when choosing the themes, the situations, the characters that would be part of 

each story. Besides including contexts such as the school and home, Milena talks about the 

importance of drawing on situations, behaviors, discourses and imaginaries that circulate 

around her school context, things she has heard and seen in this community. At this point of 

the discussion, I would like to acknowledge the value of our own gender subjectivity in the 

process of the construction of each of the stories. What Milena, thought about the gender 

meanings and imaginaries that circulate in and outside the school had an important role in 

the design of the stories since we thought that students could connect the stories to their 

lives and believe that the situations in the stories were real and may happen in their 

everyday lives, even if the story had fictional elements.       
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While understanding the readings assigned in the collaborative work through the 

protocols and our conversations, we managed to identify several characteristics to orient the 

design of the stories. The Extract 14 shows one of Milena’s answers in the interview 

protocols. I chose this extract as it contains at least 5 features Milena became aware of 

which I will refer to in the analysis.    

 Extract 14 

I certainly want to talk through the main character in order to make students reflect about a common 

situation which is based on the way sometimes people treat or judge others. This situation takes place 

in a school with a new student in her first day in 6th grade. What I intend to express is that sometimes 

we mistreat people just by the way they look. This young lady doesn’t look like a lady (according to 

society’s stereotypes), she wears differently because she has some masculine characteristics but at 

the end of the story people realize that she is a superhero and that she has some masculine and 

feminine aspects in her personality. The idea of showing the principal and the other lady as the 

characters who asks her to wear like a “real lady” is to show that some people nowadays think that 

there is nothing beyond the dichotomy of male/female and for that reason they judged her without 

knowing her. We have to start thinking about respect, to know that others are different and that each 

human being can have diverse characteristics. The objective is to create that conscious on students in 

order for them to become respectful about the difference and diversity in and outside the classroom. 

[SIC]P110: Interview Protocol 02-Caso003. 

 

Following on Sunderland (2004a), these stories can be seen as an epistemological 

site98 where it is possible to analyze the gendered situations that take place in school and 

that cause some social injustices, as suggested by Milena in this excerpt. In this case, this 

ST explains that the second story shows asymmetrical gender representations embodied by 

the main character of the story, who is a new girl in the school, and by other female 

characters with hegemonic femininities. These girls criticize, judge and question the 

protagonists’ femininity because she looks masculine to them.  

                                                           
98 The epistemological site is a notion that researchers use to refer to physical sites as the classroom, or to 
other sites such as a book, a song, a speech. These sites are selected by researchers as they find data that 
are “fruitful to study the gendered discourses” (Sunderland, 2004, p. 73).   
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Extract 14 accounts for 5 characteristics materialized in explicit actions in the 

construction of the texts. These actions account for what Milena and I think the stories 

should comprise; and they show a process of awareness developed through reading, 

discussing and analyzing in the collaborative work. The features are:     

1. To create characters that embody different types of femininities and 

masculinities. In this case, Milena focuses only on femininities99, as the main 

character is a 6th grade girl. Milena’s objective is to characterize this protagonist 

with feminine and masculine features100, particularly with respect to the physical 

appearance and the dress. She also took into account traditional and non-

traditional gender performances and symbolic representations. From my 

interpretation of what Milena explains in this extract, her objective is to transmit 

the idea that there is not such fragmentation between feminine and masculine101.  

2. To represent situations and contexts of students’ lives. Milena re-creates the 

story by drawing on familiar contexts - the school- and typical situations -i.e., 

what happens in the first day of the school. These contextual details allow 

students to feel identified with the situations that this character lives.    

3. To tailor discourses in the story that reflect possible judgments and situations of 

bullying endured by the main characters due to their non-traditional gender 

constructions, to show the social injustice. Milena intends to sensitize her 

students through these situations in the stories.   

                                                           
99 In the other stories she addressed masculinities and femininities.  
100 This is a prevailing characteristic inherent on all the main characters of all the stories created by Milena.  
101 This is an idea that Connell (2002) makes emphasis on.  
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4. To draw on different gendered discourses, such as ‘the difference discourse’ and 

‘the diversity discourse’ (Sunderland, 2004a). In this extract, one could find the 

sentence “to dress like a real lady” and relate it to a difference discourse since it 

gives the idea that ladies have one particular way of dressing, different from 

men. In this case, these discourses work as mechanisms of power that police the 

gendered bodies and maintain the gender order (Butler, 2011 cited in Pérez, 

2012).     

5. To speak to her students through the main character’s voice102 and make them 

conscious of the harm that judgment creates. Her objective, according to the 

extract, would be to create a scenario in the story where values such as  

tolerance and respect are exemplified and vindicated.   

Once these features are made evident in the collaborative work, Milena manages to 

sharpen all the details of the second story, she shares with me the first draft of this story. In 

assisting Milena in this stage, I gave her written and oral feedback that helped her continue 

her process of refinement in terms of clarity in the writing and the meanings or messages 

she intended to transmit. During this process of correction, we identified other key aspects 

that the story needed to incorporate, and these suggestions were considered by Milena103. 

Before I present the remaining analysis, it is necessary to roughly describe what the 

second story was about. ‘Best first day at school’ is a realistic fiction story whose 

protagonist is a girl named Alex, a young super-heroine, who starts studying in a new 

                                                           
102 In the analysis of children’s literature, it has been identified the characters have their own voices and 
reflect different points of view (Sunderland, 2004). Within this view, Milena acknowledges that she intends 
to speak to her students through the main character. Thereby, one may say that ‘the author’s voice’ in these 
stories will reflect the author’s ideological points with regard to gender.  
103 This ST corrected the story three times, we usually met to discuss each of the drafts of the story.  
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school. As she does not have the school uniform yet, she goes to school wearing what she 

usually does every day. Alex was characterized as using what is traditionally considered 

boyish dressing style, the author attempted to highlight some personality characteristics 

from her own (Milena’s) gender subjectivity, that accounted for Alex’s feminine side too 

(See Appendix 6b). Some students, who were described as pretty and popular girls teased 

Alex because of her appearance and way of dressing. Additionally, the school principal has 

an important role in the story as he also judges Alex for not dressing like a “real” lady. The 

story changes with an important event, an earthquake, and Alex, who have super powers, 

saves the principal of the school and one of the pretty girls who bullied her. Finally, all the 

characters discover that Alex is the savior and thank her for saving their lives. They change 

their negative attitude toward her and accept her in the school community.   

The changes in the story were made in a dialogue and negotiation with Milena. She 

embraced several of the suggestions and recommendations to enhance the writing style and 

make the story interesting and meaningful for her students. One of the most relevant 

suggestions that Milena incorporated dealt with the end of the story. Extract 15 shows one 

of our conversations in which I suggested an idea to strengthen the ending by vindicating 

Alex within the school community. Extract 16 displays the final version of the end of the 

story tailored by Milena.               

Extract 15 

Investigadora: ah bueno, o lo haces así explícito o tiene que haber algo ahí de cambio… y la otra 

era incluir pues como hay un daño al personaje principal, digamos que hay un daño en términos de 

cómo la están tratando a ella por tener un estilo femenino que no encaja con el estilo femenino que 

tienen los otros, entonces yo te decía como… en el final por qué no trabajar algo así como reparación 

del daño, ahora que están hablando del proceso de paz y de reparar a las víctimas, pues siempre que 

hay un daño pues repararlo ¿no? Que creo que sería algo bonito para transmitir esa parte de los 

valores que tú quieres hacer… entonces tú me dices que le pusiste otro final  

Milena : pues ahí fue donde le agregué un pedacito, pues algo así como que el rector y la niña piden 

excusas públicamente [SIC]P122: Interview 2.1 story 2 feedback1-Caso03 
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Extract 16 

“At that moment, the principal decides to introduce Alex to the community by saying that she is one 

of the new students.“Today, we can see that this student is very brave, she saves our lives and we 

thank her for that. I have to say that I feel ashamed for my attitude this morning; I understand now 

that we cannot judge diversity. We have to respect others’ differences. Respect for the difference is 

the key for a good coexistence”. The community accepts Alex and her life style and asks her to be 

their super heroine. She accepts happily. Lisa approaches her and asks her for an apology. “Alex, I 

feel sorry and I want you to forgive me, you do not wear like me but I accept it, you are very strong 

and kind to me, thank you for that”. “Do not worry, I forgive you” Alex says. They hug each other 

and people congratulate them.” [SIC] P118: Student’s artifact story 2 version 3-Caso003. 

The suggestion of creating an event related to what I called ‘the reparation’ in 

Extract 15 poses a new element that perhaps Milena would consider incorporating in other 

stories. The reparation, in this text, may be understood as an ideal mechanism that bullies 

may draw on to amend a social injustice in which they have participated. As a result of this, 

a person who has been bullied could be vindicated or redeemed within the community. This 

would cause the acceptance of the victim’s difference in that community. From my point of 

view, this would be another educational message that the author could be transmitting to 

students through the stories. 

Another meaningful change during the creation of the story was related to 

representing characters with feminine and masculine attributes. On this matter, the data 

indicates that Milena intended to demonstrate through these characters that “many gender 

processes involve bodily processes and capacities that are not sex-differentiated, that are in 

fact common capacities of women and men” (Connell, 2002, p. 50). She was concerned 

with making sure that the story reflected this issue assertively through the description of the 

main character. So, she asked me to provide feedback on this since she felt that she may 

have overemphasized such capacities or talents for girls in the story 2. The next extract 

shows the first version of Alex’s description in the story:  

Extract 17 



 
 

214 
 

“I am a kind, tender and sensitive girl; I’m also very strong and fast, I can save people from crime and 

disasters, I like to wear these clothes, this hair and these nails because it is easier for me to move, take 

off my clothes and wear my super suit to save people, I like my body and my big muscles, but I like 

writing poems to my boyfriend too, I also cry when something unfair happens in the city. It’s not a crime 

to be strong (as a man) and kind (as a woman) at the same time, we are all human beings but with 

different personalities [SIC]” P116: Student’s artifact story 2 version 1-Case003. 

During the feedback session, I agreed with Milena that instead of demonstrating not 

sex differences as she intended to, Milena described Alex highlighting masculine as 

different from feminine. From my view of this part of the story, this could have been 

interpreted by her students from a differential perspective, contrary to what the ST aimed to 

diminish with the stories104. Consequently, I advised her to avoid making those distinctions 

between what is supposed to be for men and women, as this accentuates the understanding 

of gender based on fixed differences.     

Milena’s concerns about how to create characters with body features or capacities that 

are common for women and men may indicate a particular approach that Milena drew on to 

question sexism and helped students reflect about gender stereotypes or traditional gender 

constructions (or performances) that are reproduced in the school or the local culture. This 

last idea may be seen in the fact that Milena characterized the protagonists of all four 

stories she created as children that encompass feminine and masculine attributes.   

The last relevant discovery in this process of collaborative work of the story 2 concerns 

the matter of visuals or illustrations. As described earlier, in story 1, Milena designed only 

the cover page with the illustration of Peter, the main character of the story. However, 

during the reflections on how to construct these stories, we recognized the importance of 

visuals in the reading comprehension process. Keeping that in mind, it was decided that all 

                                                           
104 What Milena intended to show was that masculine and feminine attributes can be in a person regardless 
of the sex.  
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stories needed to incorporate more illustrations that described the characters and situations 

narrated in the texts. The next extract describes this.  

Extract 18 

Milena: Si, y lo de las imágenes aquí también lo hablaban, y por eso lo pensé. Si, las imágenes… 

Investigadora: Y yo creo que de pronto si habíamos hablado de lo de las imágenes y la importancia que 

eso puede tener dentro del tipo de lectura que los estudiantes puedan estar generando y las cosas que tú 

quieras proyectar acerca de la imagen, pero no la había…es decir, lo habíamos hablado así por encima, 

pero nunca nos habíamos detenido a pensar en…el papel de las imágenes es realmente muy importante 

aquí en estas historias…o sea, dile a tu hermana que se prepare porque ella va a ser súper importante 

acá. [SIC]P90: Interview 2-Caso003. 

The extract corresponds to one of the interviews in which we discussed some readings 

in relation to children’s literature and gendered discourses in which the author claimed that 

“[…] visuals are very important in much children’s fiction. Analysis thus needs to be multi-

modal, considering different readings of the texts and visuals as a totality, and the 

relationship between the visuals and the written text” (Sunderland 2004a, p. 144). 

Accordingly, as Milena expressed in the extract, it is through this reading about children’s 

literature that we came to understand the importance of the visuals in the comprehension 

and analysis of the texts. Aspects related to colors and physical features of the body such 

complexion, hair length, the nails, the style of dress, among others, were considered as 

important details through which femininities and masculinities were symbolically and 

visually represented in the stories. All these details in each of the stories were extensively 

discussed in our meetings. Based on our own gender subjectivities, we made visible 

different meanings about the body and practices that are configured through the everyday 

interaction and our own interpretation of the local culture gender-wise.   

In the particular case of story 2, Milena asked her sister, the illustrator of her stories, to 

resort to different symbols to represent the femininities of this story. For instance, the main 
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character was represented with a boyish style as we saw it from our105 gender subjectivity. 

She had short hair, no feminine accessories such as bracelets or earrings, and she wore 

baggy pants and had defined muscles. However, the other girls were represented in the 

drawings with long hair, wearing make-up or pink or purple accessories and were 

concerned about their physical appearance106.  

Since the illustrations go beyond an aesthetic or artistic these visuals and would 

become important tools that can facilitate students’ reading comprehension, Milena 

intended to create a special link between the visual and text narration. She planned to 

introduce the story by first showing the cover and asking her students inferencing and 

opinion questions about the physical representations in the illustration. Through this 

strategy, the visuals of each of the stories is connected to pre and while reading activities 

that Milena designed in her lesson plan to facilitate reading comprehension.         

To design the activities related to this story, it was necessary to determine the goals 

that Milena sought to develop through these tasks in her class. Accordingly, it was agreed 

that the activities would involve the learning of key vocabulary of the story to help students 

improve their reading comprehension skills in English and the socialization of meanings 

associated with gender multiplicity or the notion that “there is not a particular masculinity, 

but masculinities; and there is no single femininity, but femininities” (Castañeda-Peña, 

2009, p. 25). I will describe the four 4 activities that she planned to implement once 

                                                           
105 Milena’ and my subjectivity.  
106 The cover page of the story 2, for instance, comprises all these visual details, and it contrasts these two 
femininities described in the story. See Appendix 6b  



 
 

217 
 

students had read the stories. She refers to these tasks as post- reading activities in her 

lesson plan (see Appendix 6C).  

1. Guess who: This is a game to be played in pairs. The game’s objective is to guess 

the name of the character in the students’ play board by asking the other classmate 

questions related to the physical appearance. The drawings of this game’s 

characters are particularly important since they only show some children faces that 

were designed in such a way that it was difficult to predict the character’s sex107. 

Milena’s implicit objective in this game with respect to gender multiplicity was to 

promote the idea that physical features are not that distinctive or unique to a 

particular sex; hence, through this activity, students would be exposed to meanings 

related to gender multiplicity. The linguistic objective was to have students practice 

vocabulary of physical appearance.   

 

2. Memory Game: This game is to be played in small groups. The main goal in this 

activity was to learn English vocabulary related to the story. Milena and I arrived at 

the conclusion that it was important to design the game with an implicit objective 

through which students could keep in contact with the values or the meanings of 

the story associated with the discrimination or judgment. As a result of this, she 

deliberately chose words such as apologize, forgive, judge, laugh, hug, among 

others, for the design of the game. 

                                                           
107 One could say that these drawings reflected androgynous faces (see Appendix 6a). Another key element 
in this game was the characters’ names. Some of these were unisex nicknames, as the main character of the 
story–Alex-, that people would use to refer to either boys or girls.  
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3. Creating a super hero (heroine): This activity was to be developed individually. 

Students were given vocabulary related to abilities, hobbies or practices that could 

be performed by both women or men. Nonetheless, based on the discussion of 

gender imaginaries in our local culture, Milena and I believed that generally 

speaking, this vocabulary may be understood from differential approach. For 

instance, traits such as being strong, playing soccer and liking fast cars are 

implicitly associated with the masculine, whereas being kind, dancing and cooking 

are more related to feminine tasks. Hence, the objective with this activity was to 

create a hero/heroine that could do any of these activities without any gender 

restriction. One could think that through this task Milena encourages students to 

reject fixed gender imaginaries by inviting them to create characters that can do all 

these activities without any gender restriction. This educational message may be 

interpreted as a way to empower students to do anything they want in their lives.  

 

4. Getting to know real cases of people with different gender constructions: In one of 

the interviews, Milena explained that she thought it was important to let students 

know that judgment and discrimination issues do actually occur in societies and 

that these matters are not part of a fictional story. So, Milena planned to bring some 

cases of actual people who have been judged or discriminated in their communities 

for adopting different femininities or masculinities. Each group would study one of 

these cases. The objective was to prepare a short oral presentation in which each 

group explains their case to the rest of the class including information about who 

the person was, what was different about this person, and the reason why he/she 

was judged or discriminated against. 
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The understandings achieved in the implementation of story 1 and our discussions 

about the activities were key aspects that guided the process of creating these activities. The 

description of these tasks indicates a process of reflection and analysis in the design of this 

material. However, as stated before, it is likely that the actual experience of implementing 

story 2 and the activities generate understandings about this material design and the 

possibilities to enhance it. So, the question at hand here is how Milena knows that these 

activities are suitable to develop her teaching objectives.   

Until she gets to implement these tasks in her class, Milena could not say whether they 

served to her content and linguistic objectives. Because of the difficulties during the 

development of the first story, she established some priorities in the design of the activities 

for the second story that are fodder for evaluating the success of this intervention. First, she 

took into consideration the fact that it was important to increase all the students’ 

participation, so, most of these activities are to be developed in pairs or small groups. 

Second, Milena expected to evaluate whether group activities helped her promote a class 

environment in which students could feel free to express their opinions and ideas.  

During the interviews, Milena had the opportunity to observe aspects or events that had 

been meaningful or important for her and that were connected to gender issues. This section 

discusses the interpretations of these and their relationship to Milena’s learning process 

about the material design and the messages she intended to transmit through this task.  

In the first session observed, classes were devoted to reading out loud and translating 

each of the sentences of the story. In doing this, Milena gave each student a set of 

photocopies of the text, so each of them could write the translation of each sentence in the 

material. The ST projected the story through the video beam while reading and translating 
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each of the sentences of the text. The ST planned comprehension questions, and I noted that 

these questions were used during this process. However, I came to realize that other 

questions, different from the ones planned, were posed by the teacher during the class. All 

these questions were helpful, from my interpretation of this class, in identifying or 

recognizing students’ understanding the story. The following two extracts present the 

description of one of the class observations in which the story was being read and 

translated. The first example describes the type of questions used by the ST to recall the 

story events that had been translated in the previous class, and the second one depicts 

students’ answers with respect to the questions Milena formulated in class.  

Extract 19  

A la pregunta: why do you think the principal and some teachers are staring at Alex when entering the 

school? Los estudiantes comienzan a dar las siguientes respuestas en español:  porque es diferente, las 

personas la discriminan porque se viste como un hombre, por su cabello corto, por la vestimenta. La 

profesora les pregunta frecuentemente: ¿qué piensan de eso? ¿Is it bad?  […] Creo que la profesora hace 

una pregunta para sensibilizar a los estudiantes, por ejemplo, les dice ¿cómo se sentirían ustedes si el 

primer día del colegio el rector los llama a la oficina y les dice eso? con este tipo de preguntas ella logra 

que sus estudiantes se pongan en los zapatos de Alex, y que de alguna manera reconozcan el posible 

sentimiento de rechazo y discriminación [SIC]. P108: Class observation 01 Case003   

Extract 20 

A partir de las respuestas en inglés y español de los estudiantes, uno percibe que ellos captan la idea de 

la injusticia social que se representa en la historia. Los estudiantes tienen claro que la historia de Alex es 

un ejemplo de discriminación, de no aceptación frente a su feminidad (ellos repiten la palabra 

discriminación muchas veces). […]  La mayoría de los estudiantes piensan que lo que hace el rector está 

mal, o no es correcto. Pienso que en esta clase se generan discursos del respeto a la diferencia. queda 

claro, por lo que los estudiantes expresan, que ellos ven situaciones de bullying, de burla, de irrespeto 

hacia la forma de ser de Alex, y ellos, en su mayoría dicen que esto está mal. [SIC] P108: Class 

observation 01. Case003 

All these class observations were discussed in the interviews, and Milena expressed 

concern about whether students had comprehended the reading. If they did not understand, 

then they would not be able to comprehend the messages of the gender diversity and 

respect in the story. Hence, she thought it was useful to translate the story, and formulate 

questions related to it. Extract 19 starts with a question planned in the ST’s lesson plan, the 
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other questions of this extract belong to a group of spontaneous questions Milena produced 

in situ. This last set of questions intended to go beyond recounting the story; students were 

asked to react to the situations Alex experienced. During the interview in which Milena and 

I analyzed this situation, we concluded that spontaneous questions helped students 

empathize with Alex’s situations. This is important since students became involved in the 

reflection by presenting their own views, feelings and opinions about the social situations 

represented in the story.  

Regarding students’ answers, Milena and I drew some conclusions in the analysis of 

the implementation of the story. First, we realized that if students answered the questions 

coherently, then, that meant they understood the messages and events of the story. Second, 

students’ responses in English and Spanish were welcome by Milena. She valued them as 

they were useful to confirm the students’ comprehension of the messages transmitted in the 

story. Third, the questions –the planned and unplanned ones- and the translation turned into 

strategic tools to facilitate students’ reflection on Alex’s situation. Finally, through the 

teaching practice and the analysis in our dialogue of the collaborative work, Milena became 

aware of the effectivity of planned/unplanned strategies, it was clear that students not only 

understood the story but reacted toward the situations of injustice, bullying and segregation 

portrayed in the story.  

To further this, Milena and I identified some meaningful moments of her English class 

in which the unplanned questions were helpful for the class discussion of gender issues. 

The following extract was taken from the first video recording. It shows some of the ST’s 

students’ perceptions with respect to the character of the school’s principal and his attitude 

toward Alex:    
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Extract 21 

Milena: [Paraphrasing a boy who is trying to communicate his idea in English] … makes Alex feel bad? 

… thank you. The questions is… what do you think about that? ¿Qué piensan ustedes acerca de eso? Por 

ejemplo, si les sucediera a ustedes, llega nuevo a un colegio y el principal les dice “let’s go to my office, 

you have to change your clothes, you have to dress in a different way” What do you think about that? Tú 

qué piensas acerca de lo que hizo el rector, el principal.     

Lisa: pues yo pienso que está mal porque… si digamos si ella se sentía mejor así vestida nadie tenía 

derecho a decirle que no, que ella no se podía vestir así, ósea porque pues, pues uno tiene derecho a 

vestirse como uno quiera o a peinarse o hablar…   

Milena: Listo. Todos tienen derecho a vestirse diferente o a ser diferentes.  

Peter]: la está discriminando.  

Milena: ¿Crees que la está discriminando? [SIC]Class observation (video)-class 1. Caso003. 

[00:25’23’’] 

 

This excerpt presents some aspects of the class dynamics with respect to the use of 

English and Spanish and the way Milena and I interpreted this in our analysis of the 

collaborative work. It is evident in this extract that Milena uses both English and Spanish to 

encourage her students to participate with their opinions and insights in the class 

discussion.  This class dynamic made students feel free to speak in Spanish in the English 

class. Nonetheless, one can observe that Milena promotes the use of English in her class 

through strategies as echoing students’ answers in English and translating questions to 

expose students to listening the vocabulary learned in the story. My point with this 

reflection is that this English teacher maintains a balance between the reflection of the story 

content and the use of English to help her students express their views and opinions in the 

foreign language. Milena does not leave aside her role or teaching aims as an English 

teacher when addressing these non-traditional gender stories. 

Extract 21 is also helpful in analyzing the students’ reflection about Alex’s situations 

of social injustices caused by her gender construction and performance. I want to draw the 

readers’ attention to Lisa’s intervention particularly in this extract. Lisa’s discourse may be 

interpreted as endorsing the discourse of gender multiplicity and the freedom that all 
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people, regardless of their sex, should have to act according to what they feel. Peter’s 

intervention may indicate that he classifies the Principal’s actions as discriminatory. In this 

sense, the questions produced in situ by the teacher allowed students to express their 

disagreement/opposition with respect to these discriminatory actions represented in this 

story. This extract shows that the students who participated in these class moments adopted 

discursive positions favoring values such as respect to non-traditional gender constructions 

and autonomy.   

  Lisa’s intervention caught my attention as her tone of voice and the way she 

expressed her opinion seemed to be strong, assertive, and even, from my personal 

interpretation of this observation, contesting and rejecting the school’s principal’s behavior 

in the story108. Additionally, Milena and I considered Lisa’s participation to be a highlight 

with respect to the other girls’ participation since we both observed that not many girls 

participated in this part of the class. The boys’ participation was predominant in Milena’s 

class here as it was in other cases.  

As a matter of fact, one of the most recurring themes during the interviews was about 

the issue of class participation. Extract 22 belongs to a piece of interview selected in which 

I asked the ST to report what she had learned in the process of observing and analyzing the 

class videos from a gender approach. Milena’s answer is useful to determine that learning is 

not solely about the abilities and competence a teacher may gain through this experience; 

learning can be generated when teachers become aware of their own difficulties in the 

teaching practice (Wenger, 1998). In other words, difficulties present opportunities for 

                                                           
108 Lisa’s tone of voice was quite different from other girls who had spoken in class as they spoke very softly, 
sometimes I, during my visits to Milena’s classes, could not understand what they said (either in English or 
Spanish). 



 
 

224 
 

learning. It would make sense that if one identifies a particular difficulty, then with time 

and practice, one could learn how to deal with it.  

Extract 22 

Milena : de pronto comparando con antes creo que hasta el momento en que estaba viendo los videos 

me di cuenta de que como que ya no es pues como lo venía haciendo, ahora yo me pongo a pensar ahora 

que vi pues con ustedes lo de la materia de género y demás que si yo como que tendía a darle la palabra 

siempre a niños, niños, niños, niños pero pues sin embargo ahorita viendo los videos yo digo pues hace 

falta participación de las niñas pero entonces si es como incentivar más las niñas para que participen y 

de pronto o es que yo no les esté dando la palabra sino que pues ellas no participan. [SIC] P92: 

Interview Protocol 1-Caso003.  

 

Due to the experience with the implementation of story 1, the ST thought that perhaps 

the issue of participation could be balanced or enhanced if she created small groups 

activities in which all of the students had the same opportunities to participate.  

Milena and I concurred on the observation that boys continue having a greater class 

participation in comparison to girls. However, it is important to highlight that this 

unbalanced participation is produced in certain class formats (García, 2003). It is important 

to explain the circumstances in which this unbalanced participation is produced, as one 

could falsely think that Milena’s efforts like creating the activities for story 2 to increase 

her students’ participation was not successful. In fact, these activities of story 2 engaged all 

the students to work together to complete each of these tasks. It is also important to 

understand these class dynamics with respect to students’ participation in that if boys, as it 

happens in this case, are the ones who always/frequently participate in class, this may bring 

about implications for the constitution students’ gender subjectivity –girls and boys- and 

their possibilities for their academic performance García (2003).             

 This discussion about students’ participation relates to Milena’s learning because she 

expected that the activities she planned ameliorated or increased her students’ participation 
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in class, yet we came to understand at the end of our analysis of the participation was that 

the problem was not the activities per se109. Rather, understanding that unbalanced class 

participation is produced in class formats in which the teacher asks a general question to the 

group and any of the students can answer (García 2003). As Milena suggests in Extract 22, 

it is important to promote girls’ participation, particularly in these class formats, and 

perhaps it would help if Milena assigned girls more turns to participate in this dynamic. In 

another part of this interview, Milena acknowledges that this is one of the matters she 

should continue working on to improve her awareness of how her behavior and class 

structure impacts balance in class participation.  

The other difficulty that Milena identified during the analysis of the videos has to do 

with the extent to which the illustrations of the story were used while reading and 

understanding story 2. As I explained earlier, Milena had the opportunity to recreate each of 

the scene of the story through illustrations. To do this, we spent a lot of time talking about 

details and symbols of what this ST had in her mind, or what she saw in the school’s 

context with respect to femininities. Since I started to visit Milena’s classroom in the 

second class of the implementation of the story. I did not know if she had actually used the 

illustrations as she had planned, so I asked her if she had used the images while reading the 

story and for introducing the main character of the story, Alex. Extract 23 shows Milena’s 

answer to this question:     

Extract 23 

Milena: pues la primera y la portada, realmente creo que cumplió el objetivo que era como ponerlos a 

pensar este personaje qué es [refering to Alex’s gender construction], en cuanto a las otras [las otras 

niñas de la historia], si trabajé una que otra [ilustración de la historia], pero no lo trabajé todo y si 

considero que como que se quedaron a un lado. [SIC] P92: Interview Protocol 1-Caso003. 

                                                           
109 We noted that the activities planned had increase Milena’s students’ participation.  
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 We had expected that visuals would have a more important role in the process of 

understanding the story. However, Milena recognized that the illustration that was used the 

most was the cover page since it allowed her to introduce Alex’s physical appearance with 

respect to the other girls. This ST feels that visuals were set aside during the process of 

reading and that perhaps she could have used this asset more. This does not indicate that 

students did not understood the events and messages that Milena transmitted in the story. It 

is likely that if these visuals had had a more important role, we could have understood the 

power of this tool in the reading process. Unfortunately, we did not delve further into why 

Milena had not drawn on this as she had envisioned. She concluded that it would worth 

taking advantage of this asset in the third story to discover benefits (if any) that this may 

have in the reading process.  

So far, I have presented the important issues and lessons that we both became aware 

of in the interviews and when analyzing Milena’s implementation of story 2. Yet, there are 

some other meaningful moments that occurred when students developed the activities 

related to “Best First Day at School”. I will concentrate on some critical events that 

represented challenges and difficulties for the ST. As suggested earlier, many of the 

difficulties led Milena to learn what she needed to do to improve her teaching practice with 

this gender-centered material. These discoveries emerged in our conversations of her 

classes and opened opportunities to keep refining the view of this topic.     
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Even though the ST had planned the 4 tasks110 with the objective of strengthening her 

students’ communicative abilities in conjunction with the idea of creating moments of 

reflection on non-traditional gendered constructions, the implementation of these tasks did 

not turn out as we expected. During the implementation of these tasks, we observed that 

students seemed to have focused mainly on the English vocabulary to complete the class 

activities rather than reflecting on these gendered messages. The following extracts taken 

from two interviews show our view with regard to the activities and the way Milena thinks 

that these tasks could be enhanced in future practices.    

Extract 24 
 

Investigadora: pero ¿cómo te sientes con respecto a estar trabajando las actividades y haber leído… es 

decir no te sientes un poco como yo te estoy describiendo? De no estar trabajando como el contenido de 

la historia como tal sino la actividad, más centrada en la actividad. 

Milena: si, a veces sí, porque por ejemplo con lo de (Inaudible) pues yo si decía… si pues fue una 

actividad, fue bonita y lo que tú dices me gasté mucho tiempo sí, pero finalmente lo que yo saqué de eso 

fue más lingüístico y más vocabulario y más es así o es asá [SIC] P92: Interview Protocol 1-Caso003  

 

Extract 25 
 

Milena: pues sí, es que yo creo que te lo decía la vez pasada, yo sé que diciendo las cosas más de frente 

de pronto pudo haber surgido algo diferente, si haber sido más clara de pronto y lo que tú dices, si 

estamos trabajando el personaje del cuento es así, así y así y lo están juzgando porque no sigue los 

prototipos culturales, entonces ahora inventa un personaje igual [SIC] P123: Interview Protocol 2 

videos -Caso003.  

 As one reads Extract 24, Milena concludes that there is an emphasis on the 

“linguistic”, particularly on learning vocabulary, during the activities. We problematized 

this outcome as we perceived that the meanings and the values of the story were not being 

addressed during the development of the activities. In the attempt to understand this 

difficulty, we considered that it was likely that due to the dynamics of the class, the 

                                                           
110 These refer to the memory game, the guess who activity, and the task called creating a super hero 
(heroine).  The fourth activity could not be implemented due to time limitations with the school calendar.  
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students and the teacher disregarded the connection between the activity’s objective and the 

story’s meanings. 

  Therefore, as Extract 25 shows, Milena believes that students may have reflected 

upon these gender matters if she had made a more explicit connection between the story’s 

messages and the language activities. In this last extract, Milena explains concretely, for 

example that she could have made students realize that just as Alex, the main character in 

the story, does not follow gender stereotypes, the students could create a character that did 

not follow these fixed models of femininity. This way, Milena could have established a 

relationship between the story messages and the activities.  

Although we both observed that at the end of the activities the ST made an effort to 

recall some key parts of the story, this was not enough to make the connection which I 

referred to above. This difficulty is made evident as Milena reflects and wishes she had 

been more explicit or clear during these class moments. The connection between the 

activities and the story messages became an important issue in Milena’s learning in the 

sense that it allowed her to realize that the reflection could have been generated as she 

wished if she had managed to allude to the messages of the story and the purpose of the 

activity. 

During the next interview, this same issue emerged as the ST claims that perhaps it 

is useful to create spaces of reflection where students express what they think with respect 

to the messages of the story and the activities. Extract 26 addressed this conversation:    

Extract 26 
Investigadora: […] pero de todas maneras si la cosa fuera un poco más explícita de pronto el 

resultado sería un poco más explícito también o lograrías hacer que los estudiantes sacaran más a 

flote lo que están pensando, yo creo que esa ha sido también un poquito la parte a reflexionar […] 

pero ¿si estás de acuerdo con eso? O…  

Milena: si, lo que pasa es que había estado pensando, por ejemplo, pues yo sé que las actividades de 

cierre las he hecho yo, pero si he pensado en que la parte de cierre pueden hacerla ellos como espacio 
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de conclusión y reflexión, pues preguntarles que conclusión sacan después de haber visto todo esto, 

para que ellos también, que haya una parte en eso… 

INVESTIGADORA: exactamente, a eso es a lo que me refiero, porque entonces al final del 

concéntrese queda como una actividad suelta. [01:48:04] [SIC] P123: Interview Protocol 2 videos -

Caso003.  

Milena concludes that she should open spaces at the end of the activities to establish 

this connection. These ideas turn, potentially, into future improvements of her teaching 

practice with this material as I will discuss later in this section.  

Despite of this difficulty, there were two situations that involved students’ 

reactions/responses toward the activities in which they expressed their understanding of the 

meanings embedded in the activities. These situations have implications for the teacher’s 

role and both occurred in the guess who activity. I will explain the first situation here. 

 While students were working in pairs asking each other questions to guess the 

characters’ names, there were two boys who were laughing at one of the characters’ names 

in the game. The two boys found funny that one them coincidentally had the same name as 

one of the characters of the game, Dany. The other aspect that they were laughing about 

was that, in the game, they did not know whether the character ‘Dany’ was a girl or a boy.  

One of them started to make jokes implying that Dany was for sure a girl’s name and so his 

partner, a boy, had a girl’s name. At the end of the game, when Milena called the group to 

discuss the answers. This joke inevitably came up again, so there were students supporting 

the idea that Dany was a name for a girl (to continue with the joke), the comment seemed to 

be funny and other students, including Danny (the boy student), were laughing at the idea 

that “Danny” the boy’s name was a name for a girl.  

Although it was a coincidence that Dany was also one of Milena’s students’ names, 

we believed that this coincidence allowed us to identify some difficulties in relation to the 
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way the teacher should respond in this sort of situations. Milena and I analyzed this class 

event and came to some conclusions. We perceived that the fact that students laughed at 

Dany, the student, may be interpreted as an opposite attitude to what Milena intended to 

foster with respect to gender multiplicity and her objective of showing students that there 

are many things or activities that are for both girls and boys. In our analysis, we related this 

attitude as a way in which students legitimated and policed rigid and fixed ways for the 

genders- “what is gender-ambiguous is often an object of disgust or derision” (Connell, 

2002, p. 5). When I asked Milena if she thought she could have taken advantage of this 

situation to reflect with students around this issue, she responded affirmatively; 

nonetheless, she could not produce such a reflection as this was an unexpected situation for 

her. The following extract is helpful in understanding why Milena did not create a 

reflection with her students:  

Extract 27 
Milena: pues yo me di cuenta obviamente cuando estaba haciendo la actividad, pero pues al cierre, 

ósea no durante la actividad sino ya cuando estaba presentando los personajes y no, no sé por qué no 

dije nada… (Risas) [SIC]  P123: Interview Protocol 2 videos -Caso003. 

 

Based on this extract, one may conclude that this situation exceeds Milena’s ability 

to react instantly, and what is more, to react counter-hegemonically (Hruska, 2004). The ST 

admits that although she thinks this could have been a good opportunity to create a 

reflection with her group, she could not react as she would have wanted to. In this sense, 

Milena’s learning consists of recognizing a difficulty in her practice and of analyzing ways 

to improve the difficulty (if it is possible).  

The ST’s ability to react was also found in a second situation that occurred at the 

end of this activity. Once students had finished playing guess who, the ST decided to do a 

wrap up activity in which she revealed the characters’ sex in this game. In the attempt to 
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strengthen the view of gender multiplicities, Milena had prepared some visuals of the 

characters’ -faces and body- through which she intended to surprise her students with 

regard to their predictions about the characters’ sex. The objective with this was to let 

students know that perhaps if the face had looked feminine to them then the character could 

be a boy, not necessarily a girl. To confirm the character’s sex, Milena drew on normative 

masculine/feminine attire. Figure 1 shows the visual of 2 characters (Dany-left image- and 

Chris-right image).     

 

 Figure1: Close-up activity Guess who 

 

Source: Taken from Milena’s lesson plan of ‘Best First Day at School’ (last version)111   

 

  Since there were three characters that were unisex in the guess who activity, and 

Milena only addressed two of them during this close-up activity, two students approached 

the teacher to ask her about the other character’s sex. Milena told them that the characters 

could be either a boy or a girl, so when her students heard this, they looked at each other 

and laughed. One of them concluded: “Oh, so it is a hermaphrodite” [My translation]. 

 As we recalled this event in our interview, Milena recognized that this was another 

unexpected reply to which she did not know how to respond immediately. The next two 

extracts are pieces of the interview in which we analyzed this class event:  

Extract 28 

                                                           
111 These visuals were designed by Milena’s sister.  
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Milena: no, el problema es cómo abordarlas o cómo responder 

INVESTIGADORA: exactamente… pero ¿por qué será el miedo ahí? 

Milena: porque entonces yo dije ósea que ellos están pensando que el personaje es hermafrodita, o que 

lo que yo quería era que ellos se inventaran un personaje así, entonces yo decía no, como que se me 

fueron por otro lado. [SIC]P123: Interview Protocol videos -Caso003. 
 
 

Extract 29 
Milena: además porque yo decía tampoco es para darles la respuesta y ya ¿sí? Ósea porque yo digo 

[…]y pues yo también lo escribí ahí, yo creo que ese tipo de explicaciones merecen su tiempo, no sòlo 

para aquellos que preguntaron sino para todo el mundo ¿por qué no? Y de una despejarles la duda a 

ellos y explicarle a los demás para que también sepan, porque yo sé que son cosas que ellos no van a 

hablar con los papás ni con otros profesores, entonces de pronto si se da la oportunidad en la clase, 

pero pues hay que explicarlo como es. [SIC] P123: Interview Protocolo 2 videos -Caso003. 

 

In the first extract, Milena problematizes her ability to react, by wondering how she 

could address and respond to this type of unexpected replies. This ST manifests that her 

concern about this class event is that she does not know whether the students 

misunderstood the activity’s objective or the sort of messages that the she intended to send 

through the activity. Therefore, in Extract 29, Milena argues that it is important to try to 

address this question again in the next class. To do this, Milena thinks that perhaps if she 

has more time to prepare her answer, she would be able to feel more confident to respond to 

this in issue in class and in the context of the activity.       

What sort of learnings could Milena have incorporated after having analyzed her 

teaching practice through this material? There are three conclusions which I believe Milena 

managed to arrive to in this analysis. As shown in the two situations that involved students’ 

reactions/responses, the teacher’s ability to react in situ fell short of her expectation about 

how to overcome this difficulty. As stated before, it is likely that this ability cannot be 

enhanced given the difficulty of reacting to the unpredictable. Notwithstanding, we both 

perceive these events as meaningful for Milena’s learning since she became more aware of 

the sort of understandings, or misunderstandings, that students may have of the material. 
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Since Milena intends to address this issue again, this would guarantee a space of 

discussion, explanation, and reflection with the group. In other words, we consider it is 

valuable not only to identify which responses represent a challenge to the teacher’s ability 

to react, but also to identify those comments or responses that the ST could re-address in a 

subsequent class to create a space of dialogue, explanation and reflection.  

This analysis has some bearing on Milena’s role as a teacher in that her planning 

and practice may incorporate some of these ideas and strategies to avoid confusions, 

misinterpretations, and also to facilitate opportunities for dialogue and the reflection that 

promote the respect for gender difference, as evidenced in Extract 30. Likewise, her ability 

to guide the activities and to identify those moments, comments and situations that prevent 

students from understanding the values of tolerance and respect of gender diversity will 

improve.  

Extract 30 
Investigadora: […] ¿cuál es tu rol como profesora de acuerdo a estas clases que has observado?...  

Milena: pues también lo puse como general, pues se supone que yo estoy ahí y pues no solamente para 

resolver las dudas de gramática y de la lengua, sino también para brindar el espacio a los estudiantes 

para que hablen de diferentes temas que pueden ni siquiera tocarse en otras asignaturas, y pues no lo 

puse ahí tampoco pero si, pues se supone que si yo estoy ahí, también como para guiar el trabajo… y 

pues que no me pase como esa actividad lo que pasó con Danny y no dejar en el aire esas cosas. [SIC] 

Interview Protocol 2- Caso-003  

Another aspect that Milena and I discuss in relation to unexpected comments led us 

to reflect upon the source of her insecurity with respect to how exactly she should address 

her students´ comments in class. Milena explained to me that the class comment of 

hermaphrodite people made her realize that it was likely that other discourses, for example 

of sexual diversity, came up within the process of understanding the meanings embedded in 

the activities and story 2. Extract 30 presents one part of our dialogue about this matter:   

Extract 30 
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INVESTIGADORA: ok, ¿volviendo a la historia?, pensando que el personaje Alex tiene una 

actuación por su forma de ser masculina, entonces eso está relacionado con las preferencias sexuales? 

[…] 

PROFESORA: exacto, entonces porque yo sé que pueden aparecer discursos así y lo que yo tengo de 

idea con el cuento no es eso, es saber que hay seres humanos, que pueden vestirse de cierta manera y 

que pueden tener características tanto femeninas o masculinas 

INVESTIGADORA: y ¿cómo abordarías ese tema? Si un estudiante te da como esa respuesta, ¿es 

eso lo que te parece difícil? 

PROFESORA: exacto, además porque este niño me preguntó lo del hermafrodita y yo lo que dije fue 

lo vamos a averiguar y lo vamos a tratar la próxima clase, porque yo decía yo tampoco quiero que se 

me vayan al extremo de decir pues si esta es una niña que se viste de niño y tiene características 

masculinas y femeninas, entonces es hermafrodita, entonces yo dije no es esa la idea tampoco, entonces 

pues lo dejé como ahí. [SIC] P123: Interview Protocol 2 videos-Caso003. 

 

One may learn from this dialogue that Milena emphasizes the fact that she does not 

want to deal with other issues different from the respect and tolerance for the gender 

multiplicity when implementing this material. Furthermore, she expresses, in another part 

of this interview, that it is risky when other discourses appear as she does not know how to 

react assertively toward these in the class112 in her class as she thinks that students may take 

these comments home, comments about sexual diversity or hermaphrodite people. That is 

why it is important to make sure her students understand the values of gender difference 

and multiplicity. On this matter, one could conclude that Milena feels overwhelmed with 

the idea of addressing other discourses that are usually related to gender. If Milena were 

interested in dealing with themes of sexual diversity, then it would be pertinent to summon 

some professional guidance to provide her with the necessary tools to address the topic 

(see, García, 2007113). It is likely that Milena’s willingness to incorporate these topics in 

her class would change if she knew a little more about how to address topics of sexual 

diversity. It would also be important to have institutional support for these teaching 

practices to avoid misunderstandings with students and parents. 

                                                           
112 That is why Milena says in the Extract 30 that what she does in the spot of these moments is to tell 
students that they will discuss and figure out the answer to these unexpected questions in another class. 
Milena prefers not to answer right way to avoid saying something wrong that confuses her students.  
113 This is a source that helpful in orienting and inform teachers and schools about how to do this.  
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The last section of this analysis presents some findings which illuminate the way in 

which Milena perceives her learning process in this experience.  

 

4.3.3 Trajectory of Learning 

 

As explained at the beginning of this analysis, Milena points out that English teachers 

lack knowledge or ability to create material with a gender orientation. Thus, she sees this 

research experience as an opportunity to learn how to design this sort of materials and to 

identify the way in which her students respond toward it. The data collected shows that 

Milena’s learning derives from two sources: The Identities and Language Learning course 

and the collaborative work in which Milena and I read, discussed, and analyzed the process 

of the design and implementation of the non-traditional gendered stories.    

The first part of this analysis describes Milena’s experience of having participated in 

the course offered to the English teachers in the Master’s program. The ST recognizes that it 

is through the tasks in the course that she manages to notice some of the difficulties she had 

in the design and the implementation of the first story. The following extract, taken from the 

survey applied at the end of the course shows her view regarding how her learning helped 

her understand her practice as an English teacher interested in applying material with a 

gender orientation:       

Extract 31 
Question: Do you feel that what you learned in this class is transferable to your teaching practice? 

If so, why? 

Milena’s answer: I do think so, as through the different readings we did, we could see that there are 

some situations that happen in the classroom to which teachers are not prepared for, even when 

working with different materials. Now I know that I can deal with these and other aspects related to 

gender and the way it could affect students’ learning processes. [SIC] P95: Survey -Caso 003. 
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Here Milena highlights the role that the readings of the course program played in 

helping her to make connections between some classroom situations that teachers are not 

prepared for when they include materials with gender meanings. It is clear she is speaking 

from her experience and the difficulties she identified applying the first story. In this point 

of her learning process, this ST problematized her ability to create moments of reflection in 

the implementation of the story. Through this, she confirms the need for EFL teachers to 

enhance their practices when applying material involving gender issues114.       

As I observed in Martha’s and Mario’s cases, Milena described feelings of frustration 

grounded in her current classroom reality while she was doing her small-scale research task. 

However, this view changes as she accesses material and opportunities to reflect, discuss and 

understand her teaching practice. Extract 32, taken from the survey, presents Milena’s 

perception about her learning process:     

Extract 32 

Question: How did you feel throughout the development of your small-scale research project? 

Engaged, frustrated, motivated, other? _________. Try to explain why you felt like this. 

Milena’s answer: At the beginning of the small-scale project I felt frustrated as I did not understand 

clearly what gender view I should consider, but throughout the course I continued reading and learning 

a lot from different authors the way in which gender was seen and could contribute to my teaching 

practice. At the end, I was convinced that this small-scale project could become my master’s project 

as this topic could give even more meaningful results with my students. [SIC]P95: Survey -caso 003. 

In this extract, Milena perception about her learning experiences evolves as she 

engaged in the course activities; she goes from feeling frustrated to considering taking this 

gender perspective in her materials as the focus of her M.A. research. However, this does 

not mean that Milena had learned how to structure her teaching material by the end of the 

                                                           
114 As the reader may remember, Milena identified in one of the readings that “we ESL teachers are not well 

prepared to treat this kind of topics in the classroom, neither are we trained to design materials that address 

the issue properly” (Nelson, 2004:17). She agreed with this notion, and decided to gain experience in this 

matter.  
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course. As was discussed earlier, we decided that it was necessary to keep reading, 

discussing and gaining more knowledge about how to create stories with a gender 

perspective. Extract 33 offers Milena’s view with regard to her knowledge of how to 

structure story 2 before she engaged into the collaborative work with me:  

Extract 33 

Milena: Exacto! porque si lo pensé con esta historia; porque que es lo que tú dices... se vio y ahí quedó, 

Entonces sí... por eso también dejé este cuento hasta ahí... pues si porque yo también lo había pensado, 

y yo soy consciente de que esto yo esto no lo tengo muy claro. Entonces yo dije si pues hago la 

siguiente historia, y pues si, es con súper héroes, es estudiantes bla bla bla y ¿qué? después de eso ¿qué 

voy hacer? y tengo que saber qué voy a hacer para saber qué elementos voy a meter en el cuento P120: 

[SIC]Interview1- trabajo final curso-Caso003 

 

At the beginning of the extract, Milena refers to the implementation of the story 1 and 

what she feels about that experience, she explains that she could not start with the story 2 as 

she was aware of her lack of knowledge in relation to what should be included in the stories, 

in her own words, she did not know the necessary “elements” to construct her teaching 

material. From this point of view, the experience of the implementation of story 1 was not 

enough to understand the way in which the stories should be designed, therefore, we decided 

to extend the collaborative work to consolidate her knowledge more115. Eventually, after 

sessions of collaborative work, we were able to identify certain features and some general 

understandings as to  how to structure the stories, and the activities. Thus, one may conclude 

that Milena gains an awareness about what works and does not work in the development of 

this material through as a result of the reflection, dialogue and interpretation of her experience 

in the collaborative work 116(Maggioli, 2012). 

                                                           
115 Maggioli (2012) refers to this knowledge as Knowing about which is a declarative knowledge that can be 
verbalized and explained and what is supposed to be learned about the subject involved; in this case about 
gender and learning.  
116 Knowing how refers to “skills and behaviors that teachers need to thrive in the classroom and the 
school[…]” (Maggioli, 2012, p. 24) 
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Accordingly, one may conclude that Milena’s knowledge about this part of her 

teaching practice evolves through the interaction with her students, the dialogue with me, and 

the access and willingness to get involved with more structured knowledge coming from the 

different reading material. Consequently, following Maggioli (2012), ToTs who aspire to 

help teachers understand gender as a category for the analysis of their teaching contexts can 

pose teaching strategies or programs that include not only knowing about gender in 

educational contexts, but also encourage teachers to experiment and learn from the practice 

(knowing how). With time, combining these approaches, teachers can learn to make informed 

decisions and react more consciously toward gender equity discourses or practices in their 

classrooms.  

   

As I stated in Chapter 2, teachers’ knowledge derives from many sources: teacher 

education programs, their contexts of work, the experiences with the practices, their histories 

as students, and so on. Hence, learning in the practice is important and so it is to enroll 

teachers in courses or processes of teachers’ education from which they can learn to adopt a 

gender view in their practice. 

In this case, Milena’s trajectory of learning begins with her participation in the course 

of Identities and Language Learning; nonetheless, as Milena recognizes at the end of the 

implementation of story two, there are abilities and aspects that she needs to keep sharpening 

through practice, analysis of her class videos and her reflection of these issues.  

In the following chapter, I cross-analyze Milena’s, Martha’s and Mario’s cases   to 

examine how gender may inform their teaching practices in the formal and hidden 
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curriculum. The objective of the cross-analysis of the three cases is to understand teachers’ 

learning about gender.   
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CHAPTER FIVE: CROSS-CASE ANALYSIS 

 

5.1 Introduction 
 

The analysis of these three cases may leave the impression that each of the STs’ 

experiences portray different and unique contexts, populations, and research purposes. Yet, 

in my attempt to understand these cases with regard to what and how STs learned from 

their own practices as teachers, I came to realize that there are some meanings and 

processes common to the three cases, which help explain and characterize their teaching 

practices gender-wise. I will refer to these as pedagogical gendered practices. Although the 

purpose of the case studies is not to generalize (Stake, 2006), it is possible to find shared 

practices and insights in the three cases, that are clearly the outcome of having participated 

in pedagogical experiences of the Identities and Language Learning course and the 

collaborative work developed by STs and the ToTs. This suggests that these gendered 

practices do not emerge spontaneously; teachers need to engage in a pedagogical process 

that enables them to understand their classrooms and practices within a gender perspective. 

The analysis of these three cases proves that the pedagogical experiences provided the STs 

with new meaning-making practices as teachers.    

The cross-case analysis allows me to point out not only the way in which these STs 

learned through these experiences, but also the gendered meanings that may influence their 

pedagogical practices as English teachers. These practices have a pedagogical component 

that evidences the ST’s awareness, concern and a commitment to contribute to their 

students’ formative process. These three characteristics of the teaching practice account for 

what these STs learned through their participation in the course and the collaborative work. 

In this chapter, I will concentrate on portraying and characterizing such practices, as I 
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believe they represent the main contribution of this research experience with in-service 

teachers. Through this discussion, I hope to be able to explain the way this perspective may 

have far-reaching implications for re-signifying of the teaching practices and the role of 

teachers as educators, particularly to English language teachers and their education.  

This analysis is organized in two parts; the first entails a detailed characterization of 

four gendered practices that these three STs adopted during their participation in the small-

scale research project. This characterization aims to respond to the main research question 

of this study: What do English teachers learn about the meaning of a gendered practice in 

the framework of a gender-oriented course in their English teaching education? My interest 

is to account for what these STs became aware of about their pedagogical actions gender-

wise; thereby, this analysis portrays understandings, interpretations, decisions, changes and 

actions that were implemented in the STs’ classrooms.  

To understand the meaning of a pedagogical gendered practice, I found it useful to 

construct the characterization taking into consideration two questions: 1. What 

characteristics do pedagogical gendered practices have? and 2. How do STs bring into play 

those characteristics to their pedagogical actions? Hence, this first part of the chapter is 

divided into two parts:   

Characterization of Pedagogical Gendered Practices        

1. A subjectivized practice gender-wise  

2. An educational practice that promotes gender equity and multiplicity 

Materialization of STs’ gender awareness in the curricular practices 

3. Explicit practices in the formal curriculum 

4. Explicit practices in the hidden curriculum 
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The second part of this analysis is called Trajectories of Learning, and it describes 

the ways and the conditions in which these STs learned. To do this, I focused on the two 

pedagogical processes in which these STs involved themselves, the Identity and Language 

Learning course and the collaborative work. Although each of the cases perceives the 

learning experience differently, I identified some shared components that allow STs to 

incorporate changes into their practices and to commit to sharpening and improving their 

abilities during their teaching time. This part of this analysis addresses the second research 

question of this study: How do English teachers learn to incorporate their gender awareness 

in their teaching/pedagogical practices? 

 I will start with the characterization of the pedagogical gendered practices and the 

materialization of STs’ gender awareness in their curricular practices 

5.2 Characterization of Pedagogical Gendered Practices      

   

5.2.1 A subjectivized practice gender-wise 
 

One of the most recurring themes in the STs’ reflections, oral and written, had to do 

with the way in which they saw and interpreted gender difference, and the meanings 

associated with femininities and masculinities. Thus, in the conversations of the 

collaborative work, we usually made explicit our knowledge, beliefs, and insights of what 

feminine and masculine meant, not only in the educational contexts but also in the local 

culture. In this sense, the conversations turned into the epistemological sites (Sunderland, 

2004a)117 in which these STs’ subjectivities became visible and they were important for the 

                                                           
117 117 As stated in Milena’s case, the epistemological site is a notion that researchers use to refer to physical 
sites as the classroom, or to other sites such as a book, a song, a speech. These sites are chosen by 
researcher as they present valuable data to study the gendered discourses.  
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process of developing awareness and reflection in the collaborative work. Following García 

Suárez (2004), subjectivities are not a product of individual thought; but rather a set of 

understandings produced in the interaction with others in the world and in the processes of 

intersubjectivity that are constructed in everyday conversations.  

The fact that STs resorted to their own gendered subjectivities helped them to 

become aware of those meanings and how these permeate the social practices and 

discourses in their educational contexts. Therefore, I postulate that STs’ pedagogical 

practices become gendered. Within this view, subjectivities are seen as sources of 

knowledge for the analysis of their English classes and the implementation of new actions 

in their teaching contexts.  

The analysis of the three cases shows that STs presented two types of gendered 

subjectivities: hegemonic and resisting subjectivities (García-Muñoz, 2014). To understand 

the former group of subjectivities, it is important to remember that the concept of 

hegemony comes from Antonio Gramsci’s work on the understanding of the power 

relations and culture; thus, for instance, “one group claims and sustains a leading position 

in social life. At a given time, one form of masculinity [or femininity118] rather than others 

is culturally exalted” (Connell, 2005, p. 77). Under this view, hegemonic subjectivities 

refer to fixed and essentialist ways to interpret and see the masculinity and femininity. This 

subjectivity is sustained from a patriarchal perspective from which the gendered bodies are 

materialized in a symbolic order of the cultural practices and discourses about women and 

men (García-Muñoz, 2014). From my understanding of the resisting subjectivities, it is 

                                                           
118 “or femininities” is not part of the original quotation.  
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through language in the process of the intersubjectivity that people may contest hegemonic 

subjectivities by embracing an alternative interpretation of masculinity and femininity.   

What is interesting about these subjectivities in the frame of this analysis is that the 

three STs showed an interest in or a concern with respect to adopting alternative ways of 

understanding the femininities and masculinities; that is, “that there is not a particular 

masculinity, but masculinities; and there is no single femininity, but femininities” 

(Castañeda-Peña, 2009, p. 25). As stated in Chapter Two, this perspective favors a 

discourse of gender multiplicity.  

A key example of this can be found in Martha’s case. Through her written 

reflections, she expressed her concern for a boy who was usually with the girls, preferred 

violin lessons over soccer, and whose notebooks were as neat and organized as a girl’s 

notebook. Martha’ traditional interpretation about the way boys typically behave in the 

school led Martha to see this boy’s masculinity as a strange and not normal (different from 

most of the boys in her class). However, as explained in this case, through the reflection in 

the collaborative work, Martha managed to problematize these naturalized assumptions 

about masculinity and femininity, and her role in the re-production and legitimation of 

discourses and practices that maintain these traditional gender roles. In this process, Martha 

incorporated new gendered discourses in which her resisting subjectivities emerged, 

therefore, she adopted discourses in which she recognized non-traditional gender 

constructions, evident in her students’ ways of being, as legitimate. Within this reflection, 

Martha started changing some dynamics of interaction, and discourses, based on her 

resisting subjectivities, that aimed at breaking normative discourses of gender practices in 

her classroom.     
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In Mario’s case, his gender subjectivity, the way he understood the gender 

difference, was also evident in our conversations while we planned his English class 

contents and activities for the debates. In the collaborative work, when we attempted to 

reveal the gendered assumptions that still prevailed in the local culture with respect to some 

themes for the debates, both Mario and I, recognized the personal discursive positioning 

that Mario had in relation to these gendered assumptions. Such discursive positioning 

indicated hegemonic subjectivities. Through the process of reflection in the collaborative 

work, Mario became aware of these hegemonic positioning.  Thus, this case analysis 

reveals a relevant issue that shows what happens when the ST’s subjectivities are in conflict 

with the aim of making students reflect critically and discover social injustices in gendered 

discourses. The analysis of this situation is helpful to recognize that even though this ST 

intended to promote discourses of gender equity, for example, his subjectivities did not 

necessarily correspond. In this case, the reflection on what happened in class when Mario 

implemented he debates with a feminist agenda led him transform some of his hegemonic 

subjectivities. In relation to this, Mario believed that just as he managed to transform some 

of his gendered assumptions, it was possible for his students to shift and reflect critically on 

non-progressive gendered discourses. Despite  the fact that Mario became aware of his 

subjectivities, he always intended to promote, explicit critical reflections through his class 

debates that allowed students to discover gender inequities in society. In this case, these 

subjectivities became paramount to the construction of his class debates and the analysis 

and interpretation of the class situations.  

The role of gendered subjectivities in Milena’s case was also important as she 

resorted to imaginaries, discourses, practices that seemed to prevail in her school context. 
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These gendered subjectivities were helpful to construct the contents, the drawings and the 

situations of gender inequity in each of the stories through which Milena intended to talk to 

her students. This ST attempted to portray and manifest both hegemonic and resisting 

subjectivities in her stories, since she was interested in making students aware of gender 

multiplicity. Her intention was to present different gender performances/constructions to 

demonstrate that “many gender processes involve bodily processes and capacities that were 

not sex-differentiated, that are in fact common capacities of women and men” (Connell, 

2002, p. 50). Milena incorporated these gender topics in her stories and her activities, 

hoping to promote discourses of respect and tolerance towards gender difference, and 

multiplicity, as she believed it was important for her students should be exposed to these 

gendered discourses.   

As suggested in each of these cases, the gendered subjectivities are key to building 

an understanding of what teachers´ practices should be, and what they ought to promote in 

their classes. Both hegemonic and resisting subjectivities seem to be important to the 

analysis and the understanding of each of these ST’s teaching scenarios. On the one hand, 

hegemonic subjectivities are helpful for the three STs to identify those discursive practices 

that prevail in the local culture and in the dynamics of the classroom that do not favor 

gender equity and the values of respect for gender difference. Hence, I believe that the STs’ 

hegemonic subjectivities, and my own subjectivities as a participant in these case, turned 

into sources of knowledge that allowed the STS to reflect on and discuss with their students 

in class or simply to interpret what took place in the dynamics of the hidden curriculum in 

order to be able to change. Consequently, becoming aware of their own hegemonic 

subjectivities can be helpful in problematizing their roles as teachers, their teaching 
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contexts and discourses and in adopting alternative discursive practices that favor the 

construction of student resistance to gendered subjectivities. This is one of the key aspects I 

will refer to in the chapter of conclusions when talking about teachers’ learning of this 

perspective.   

On the other hand, the three STs recognized the importance of adopting progressive 

discourses and practices that promoted messages of gender multiplicity, and of tolerance 

and respect toward different modes of gender performance/constructions in- and outside the 

classroom. Through this learning experience, the STs discovered different gender 

enactments in their classrooms and the local culture; they were also able to identify 

discourses or practices to resist, demystify, and critique stereotypes, fixed gender roles or 

sex-differentiated capacities.  

In this sense, it could be said that when the STs interpreted their teaching contexts 

from  a gender viewpoint they did it by drawing on their own gender subjectivities. This 

experience represented an opportunity to make these subjectivities explicit, as well as to 

become aware of ways in which gender is reproduced in their classes and to problematize 

practices, discourses, values, and beliefs that reproduce inequities, and to recognize some of 

these inequities in the hidden and official curriculum. The STs’ learning experiences 

showed that their gender subjectivities are not fixed and stable (García-Muñoz, 2014), and 

the STs went through important process of self-reflection that helped them adopt alternative 

and resisting subjectivities in their teaching practices.   
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5.2.2 An educational practice that promotes gender equity and multiplicity 
 

To suggest that these STs’ practices are educational and promote gender equity and 

the respect for multiplicity means that these teachers recognize that their language 

classrooms are not separated from what is going on in the world or society to which we all 

belong to.  As Kumaravadivelu (1999, p. 472) notes,  “The L2 classroom is not a secluded, 

self-contained mini-society; it is rather a constituent of the larger society in which many 

forms of domination and inequality are produced and reproduced for the benefit of vested 

interests […]”. Recognizing that foreign language classrooms are also sites where students 

develop a sense about the world, and the ways in which they can relate to others poses an 

educational challenge for these STs. Through each of their learning experiences in the 

small-scale research projects, STs underscored the importance of the gender perspective 

with regard to viewing their roles beyond being mere English instructors. They identified 

that it was important to make these gender matters visible in their teaching contexts since 

this allowed them to perceive other responsibilities as educators that transcended the 

exercise of teaching English as a foreign language. 

How can the educational practices in the three cases be recognized? Firstly, when 

the trajectory of these three experiences are analyzed, it can be seen that at the beginning of 

the three small-scale research projects none of the STs had meant to set up an educational 

agenda through which STs planned and implemented concrete actions to “educate” students 

towards the gender equity or respect to the gender multiplicity in the English language 
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classrooms. Their initial objective was to learn what happened in the classrooms with 

respect to research interests119. 

For example, in the case of Milena and Mario, they were interested in identifying 

the types of discourses that students produced in class when gender issues were brought 

into play as central themes in their classes. Initially, they just wanted to learn their students’ 

ideological points-of-view (Sunderland, 2004a) in the English classes. Yet, through the 

course of their participation in the small-scale research projects, the STs problematized 

their contexts, their students’ responses, and the way in which the STs could convey 

messages that favored, or not, gender equity and respect for gender multiplicity in society.   

The STs’ work agendas became educational in that they discovered that their 

practices could convey important messages that favored values of gender equity and respect 

for gender difference. As stated elsewhere, these class messages and discourses are relevant 

for the ST’s students’ gendered subjectivities. Thereby, the STs raised questions about their 

own roles as teachers and how they could promote more progressive discourses about 

gender beliefs and imaginaries in the local culture. Through the participation in the small-

scale research tasks, these two STs decided to propose classes in which their students were 

exposed to processes of reflection about topics related to the gender relations, gender 

equity, and gender diversity.  

Recognizing that the STs viewed their classrooms as sites where they could produce 

and promote progressive discourses of gender equity and respect for multiplicity 

presupposes that they thought of themselves as English teacher-educators and not simply as 

                                                           
119 Each case has a section called “the angle of research”.  
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instructors., These STs recognized other types of knowledge in their classes (different from 

linguistic knowledge) related to the problems of culture and society as important issues that 

should be explicitly brought up in class. This does not mean that they attempted to change 

their students’ mind-set through their practices, as was discussed in these two cases. Rather, 

following Giroux’s (1992; 2006) ideas of the school as a place of cultural reproduction, the 

STs viewed their language classrooms as cultural re-production sites where students could 

learn different cultural practices, discourses, attitudes and ways to relate to others that cause 

inequity, discrimination, oppression or the opposite. Thus, it was important that Milena and 

Mario structured their practices with ‘non-patriarchal’, ‘equal opportunity’, and ‘the respect 

for non-traditional gender representations’ discourses (Sunderland, et al., 2002) to position 

these discourses in their language classrooms. Nonetheless, and as evidenced in these cases, 

these explicit practices have a high level of complexity and STs may not achieve these 

educational objectives easily.      

The analysis of Martha’s case also evidences an educational practice, not in the 

contents of her class per se, but in the dynamics of interaction and participation of her 

English class. Thanks to the process of reflection in which she managed to discover 

unbalanced participations, differential treatments, and her own differential discourses in 

which gender organized her classroom routines, Martha started creating some educational 

practices to send different implicit messages to her students. She thought as presented in 

her case analysis, that perhaps, through these practices, it would be possible to break with 

traditional and normative gendered discourses/practice, and empower students with low 

participation to speak more in class, as this might have an impact on the way students 

thought of themselves or their academic development in the school. In other words, she 



 
 

251 
 

thought that by means of subtle discourses in her classrooms she could teach an implicit 

agenda or transmit some implicit gendered messages important for her students’ gendered 

subjectivities.  

Nonetheless, the experience also led her to conclude that it is not possible to control 

or subvert all these gender situations in her class through these practices, due to the 

complexity of these subtle situations or practices; yet, she considered that it was her 

responsibility, as an educator, to attempt to maintain and react to these gendered situations, 

whenever she managed to notice them, to create a classroom environment   recognizing 

gender equity.  

As can be seen in this analysis, STs’ practices showed a pedagogical intention that 

may, or not be, evident to students. Thus, practices can be made explicit, as in Milena and 

Mario’s case; or they may be implicit, as when Martha organized a set of subtle actions 

(including discourses) that may subvert some gender inequities that take place in the 

dynamics of interaction or class participation. In any case, those practices were explicit for 

the STs as they became aware of certain situations in their class, and decided to implement 

explicit actions that responded to these. These educational practices are not produced out of 

nothing but rather arise when the STs problematized the language classrooms, drawing on 

gender as a category of analysis. Hence, the importance of a pedagogical process with 

English teachers to help them become aware of ways in which gender may be reproduced, 

and problematized in their teaching contexts. This is one of the key aspects I will addressed 

in Chapter six as regards the contribution of this study.  

These educational practices may comprise three key features, as evidenced in the 

three cases: firstly, to question the fixed and essentialist discursive practices that represent 
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masculinity and femininity – from a patriarchal view-; secondly, to create actions in the 

teaching practices that promote gender equity in the language classrooms, and thirdly, to 

foster values and messages related to respect for gender diversity while learning/practicing 

EFL. The analysis of the STs’ interpretations indicates that the three STs pursued either of 

these features described above. This is also an important finding that I will discuss in last 

chapter as these features bring some implications for ToTs’ practices to orientate STs 

through this complex process.   

In Martha’s case, she questioned and problematized the traditional constructions she 

had been familiar with (her hegemonic subjectivities) and recognized other non-traditional 

gender constructions in her students’ ways of being. From this understanding, she believed 

that she could generate some subtle discourses in her daily routine that did not perpetuate 

sex-differentiation or traditional gender roles. She also intended to be aware of providing 

opportunities to involve more girls in the participation process in her class. In Milena and 

Mario’s cases, their practices and class contents aimed at questioning the legitimacy of 

traditional gender roles, or exposing students to alternative gender constructions that 

represented different ways of being a man or a woman, away from a patriarchal 

perspective. This created a point of reflection and dialogue with the students from which 

discourses of multiplicities, and respect for difference could take place in their classrooms.  

As presented in each case, these gendered practices implied explicit actions aimed at 

transforming the STs’ practices to awaken these teachers’ identities as educators. The STs 

felt it was rather complex to carry out these practices. Therefore, both they and I came to 

the conclusion that it is through the teaching practice that they can solve the difficulties 
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they had or the strategies that they proposed for their students’ formative process in their 

English classes. 

  It is also important to recognize that the course Identities and Language Learning 

did not intend to provide the STs with tools to carry out these types of practices. Its main 

objective was to make the STs aware of the ways in which gender has been an important 

category for the analysis of teaching practices in ELT contexts. Nevertheless, it was 

surprising to find that these STs created actions that were intended to address some of the 

issues problematized in their contexts120; to me these actions were the result of the STs’ 

reflections and analysis as educators who had social and even political responsibilities to 

their students.  

I have described the two characteristics of the pedagogical gendered practices; I will 

refer now to how these practices were brought into play in the STs’ curricular actions.   

5.3 Materialization of the STs’ gender awareness in the curricular practices 
 

5.3.1 Explicit practices in the formal curriculum 
 

To combat and transform cultural patterns that maintain inequities in practices and 

discourses characteristic of the patriarchal system, it has been suggested that teachers 

should incorporate concrete pedagogical actions in the formal curriculum that lead students 

to discover, question and critique the values that re-produce inequity (Pennycook, 1999, 

Alcaldía de Medellín & Subsecretaría de Planeación y Transversalización, 2010; Esen, 

                                                           
120 Although I am not discussing what happened with the 18 STs who took the course on the Identities and 
language learning; I think it is important to say here that not all the STs managed to propose strategies or 
actions to address the some of the issues problematized in their contexts, only a few of them did. The rest of 
STs managed to problematize their scenarios gender-wise.    
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2010). Although matters related to social injustices show important discourses for teachers, 

this does not imply that language teachers show an interest and a commitment to engaging 

with these types of contents and pedagogies (Sunderland, 2004b). Therefore, I would like to 

highlight as something positive the fact that Milena and Mario had decided to address 

gender themes for their English classes, since this implies that they had to prepare material, 

activities, objectives and topics that were not often worked on by language teachers in their 

curricula. In other words, to include gender themes in their curricula will probably take STs 

“out of the zone of comfort” (Mario’s words), as it is implied in this quote: “ESL teachers 

are not well prepared to treat this kind of topic in the classroom, neither are we trained to 

design materials that address the issue properly” (Nelson, 2004, p.7).121 

The fact that these practices are educational made the STs focus both on how to 

teach English and how to transmit messages and discursive practices that fostered values 

from a gender perspective. Milena and Mario planned and implemented English classes 

through which the students were to learn this foreign language through material in which 

gender was performed and represented in non-traditional ways or by means of contents that 

questioned traditional gender assumptions. This represented a learning challenge for them.  

In fact, I had initially thought that perhaps the difference between the gendered 

practices in the formal curriculum and the hidden curriculum was that the latter had a much 

higher level of complexity and difficulty for the STs’ learning process. Yet, these practices 

of the formal curriculum are as complex and difficult as those ones of the hidden 

                                                           
121 This is an interesting insight that may addressed by TPD programs as language teachers may not feel 
prepare to tackle these themes in classes.  
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curriculum; the STs experienced a learning challenge with respect to the planning and the 

implementation of their classes with these gendered topics.  

This section will present the main findings in relation to what these STs thought was 

important to consider when they organized, structured and implemented their classes 

around explicit gendered practices (materials, contents, pedagogy, and strategies). I will 

refer, particularly to Milena and Mario’s cases since they were the STs who intentionally 

got engaged with these practices in the formal curriculum.  

The first issue that I identified as a common pattern in these two cases has to do 

with the objectives and expectations in the implementation of their class innovations. The 

analysis indicates that both Milena and Mario explicitly manifested that it was important 

for them as teachers to avoid imposing their views on their students while applying the 

materials or activities proposed by them. Both STs were certain that it was a priority to 

produce and maintain class discourses that contributed to values of respect to gender 

multiplicity, and to demystifying traditional gender roles and stereotypes. In other words, 

these STs thought their classes should promote multiple discourses – with different 

perspectives- and that they should aim for a respectful dialogue and reflection in which 

both: students and teachers’ discourses or ideas could be heard and valued.     

In Milena’s case, for example, there is an event that helped her discover some issues 

in the development of the design of her teaching material. Through the analysis of the 

implementation of the first story, Milena contends that she initially thought it would be 

possible, through her innovation, to change her students’ ideas and views with respect to 

stereotypes and rigid forms to think of masculinity and femininity. However, during her 

reflection on her practice, she realizes that instead of attempting to change her students’ 
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mindset, it was important to expose students to the meanings of the stories that evidence 

different views of gender multiplicity and discourses highlighting respect for gender 

diversity.  

Milena was also concerned with creating class environments where all students 

could express their views freely without being judged on their opinions. Therefore, she 

included in her class planning small group activities to help her students listen and respect 

other classmates’ different points of views, and even negotiate their ideas with other 

classmates in case they did not agree with each other in the small group. Milena thought 

that small group activities would help engage all the students in the process of reflection 

about meanings associated with gender stereotypes, gender equity and gender relations. An 

analysis of Milena’s discourse during in the interviews shows that she was consistent with 

the idea that she was not interested in criticizing or judging her students’ views or dictating 

what was right or wrong about the gender topics that were being discussed in class.  

In this line of thought, there is a key conclusion that emerged in Milena’s learning 

experience, and that helps to understand a gendered practice in the official curriculum: if it 

is true that Milena promoted educational values and discourses of ‘equal opportunities’, and 

‘respect to non-traditional gender representations’, her practice in the classroom should be 

focused on reflecting upon these matters with the students respectfully. Within this view, it 

was important to create class strategies which made students feel safe -not judged- to 

express their views and opinions, and where different points of insights and opinions could 

be respectfully brought up in her class discussions. This is one of the aspects that need to be 

taken into account by ToTs within the ST’s learning processes.  
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In Mario’s case, he started to develop this innovation, admitting that he was afraid 

of “falling into imposing his personal views” (Mario’s words) during his class debates. 

Although Mario also thought that was important to promote educational discourses of 

‘equal opportunities’ and values that help students discover or denaturalize gendered 

assumptions, he expressed that he was interested in designing class activities through a 

dialogue with his students, rather than imposed. Both, Mario and Milena said that their 

intention with their classes was not to tell students what was right or wrong or whether 

students’ views are suitable or not “but rather to expose students to the diversity they are 

likely to encounter […] thereby helping them make informed choices about what is 

appropriate for their own lives” (O’Loughlin, 2001 cited in Nelson, 2004, p.17). 

The second issue that was common to these two cases is associated with some 

processes that were meaningful for these STs’ class planning practices. These processes 

were not initially established in the dynamics of construction and planning of their classes; 

it was through the exercise of the practice and the experience that they became evident to 

the STs. These processes or understanding aided and guided them towards organizing and 

planning agendas and structuring their teaching materials and sources.   

The first process is related to the way in which the issue of gender could be 

presented to the students in the classes. At the beginning of the process of the collaborative 

work with these STs, we wondered whether there were particular themes, or more relevant 

subjects or topics that facilitated the reflection on the meanings STs wanted to address in 

their classes. In Mario’s case, he told me that he planned to use the topics in the English 

textbook, as he intended to genderize, or at least to select those units from the textbook 

where themes could be genderized in order to shape and structure his tasks following along 
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the lines of Critical Feminist Pedagogy (CFP), as this was his research interest. However, 

Milena did not have an English teaching textbook, so she needed to know, on the basis of 

concrete knowledge and not on intuition122, how to design the stories. That meant, how to 

select and portray the contexts, characters and situations in the stories to facilitate an 

educational reflection on the gender issues with her teenage students.  

Within the experience of these STs, the participation in the course and the 

collaborative work, we learned that topics related to everyday life situations could be 

analyzed from a gender perspective, since it is through engaging in personal life situations 

that people get to know the configurations of gender practice (Connell, 2002). Life 

situations comprises ways, practices and discourses, in which gender differences are 

enacted and materialized. Therefore, during the conversations about the planning of the 

STs’ classes, we always asked questions that helped us identify what was naturalized, 

expected or normative regarding gender in everyday life situations. Hence, the planning 

activities that we developed in the collaborative work involved identifying imaginaries and 

situations that presented asymmetrical gender representations, and the embodiment of 

different masculinities and femininities. 

Although Milena and Mario had different objectives in their small-scale research 

experiences, they both had common teaching actions in the official curriculum by which 

they structured their English classes. I have attempted to summarize these common actions, 

which can be perceived as principles that the STs followed, and were helpful to design and 

propose the materials, contents, tasks, and teaching strategies.  

                                                           
122 Milena and I thought that the story 1 had been constructed more on intuitions rather than on specific 
knowledge that guided the decisions of how to create the stories.  
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1. To reveal discourses or practices that produced stereotypes that worked against 

the images of women or men.  

2. To demonstrate gender inequities or social injustices caused by current gender 

assumptions, misjudgments or sexist ideas.  

3. To problematize and demonstrate that many abilities and practices are not sex-

differentiated, but they can be performed by both women and men (Connell, 

2002)  

4. To produce discourses/messages of equal opportunities, respect for the gender 

multiplicity.   

In their reflection on how to convey the meanings, values and messages gender-

wise, these two STs discovered that their materials or activities were characterized by these 

principles or actions. These were spontaneous actions produced while we, the STs and I, 

organized, evaluated and critiqued the materials, tasks, and the ideas for each of the classes. 

The relevance of these actions was validated in the process of experimenting, analyzing and 

evaluating them in the framework of the implementation of their English classes. Through 

the analysis of the class videos, the STs realized the complexity of attaining the objectives 

set up in their planning, despite their effort and good intentions.  

As discussed in the analysis of these cases, STs interpreted these practices in the 

official curriculum as a way to innovate their methodologies and contents in class, to 

engage and motivate students to learn English, and also as a way to think of themselves not 

only as English instructors but as educators.   In this view, the STs found that these new 

practices helped them promote the reflection of issues embedded in the practices of the 

local culture. In other words, teaching a language presupposes the teaching of the 
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culture(s), therefore the inclusion of gender topics in the formal curriculum may facilitate 

the practice of reflecting on the culture. Thus, English teaching is presented in a 

contextualized and meaningful way for the students who may potentially have opportunities 

to identify social inequities, imagine alternative ways of being and relating to others, and 

develop a critical gender awareness that promotes the transformation of sexual prejudices 

through the English classes.  

The planning and construction of the class materials, tasks, and strategies was 

guided by the knowledge and perceptions that we, the STs and I, held about cultural and 

social practices (our own subjectivities). This implies that for teachers to deliberately 

integrate gender themes into the formal curricula, they need to become aware of and reflect 

on their own views and understandings of gender constructions, representations, and 

assumptions so that they can identify how to promote, subvert, or endorse, progressive 

gendered discourses through their classes. In sum, when teachers recognize and reflect on 

our own subjectivities, this may facilitate the exercise of reflecting on cultural and social 

practices that have become naturalized in our everyday life contexts.   

So far, I have portrayed the actions (processes) learned by the STs in the class 

planning stage. Now, I want to center this analysis on some understandings that STs gained 

of what happens in the classroom when they taught the lessons planned with gender topics 

and materials. The analysis of these cases indicates that despite having planned and 

organized the activities, contents, strategies, and materials, STs felt they had not reacted 

assertively in class when some unexpected events took place. In the implementation of 

these classes, some of the ST’s students had replied, commented and asked questions that 

surprised and took STs out of their comfort zones; they said that it was complex to respond 
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immediately to this sort of gendered discourses produced by their students.123 Milena and 

Mario said that it was important to learn to improve their ability to react and respond 

counter-hegemonically (Hruska, 2004) to unexpected arguments or views that students 

came up with during the development of their classes. 

 For instance, during the interviews, Mario commented that he knew his role during 

the debates called for the ability to use the students´ arguments to guide the class debate 

toward more egalitarian discourses. However, when we reflected on these class events, he 

manifested that this was not an easy task and that in his attempt to address students’ 

discourses and arguments he felt disempowered, as his students’ arguments seemed to be 

stronger than his. We speculated that perhaps the lack of experience with these topics had 

contributed to the lack of ability to react and orient the debate as he had planned.  

This lack of experience also reflected on his not knowing how to handle his 

students’ responses that involved aspects related to gender and other social categories such 

as the age, class, or ability and the like. As presented in this analysis, gender usually 

interacts with other social categories and therefore, a critical debate would require that 

teachers become more familiar with ways to deal with this too. Mario explained that when 

students drew on other social categories (age, race, class,) he felt students were not making 

arguments connected to gender per se but to gender and something else. As a matter of fact, 

it is important to remember that gender is not separated from all these other angles of 

                                                           
123 Many of these questions, comments or replies were not addressed by Milena and Mario; they just either 
ignore them or told students that they were going to talk about those in the next class; they described they 
did not do much in this moment of class.  
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identity, so this situation seems fair but gaining awareness about it becomes an educational 

challenge for STs.  

    Additionally, the experience of having planned and implemented these classes 

provided Mario with a sense of understanding of the power relations that are produced in 

the dynamics of debates in which some discourses are better positioned than others. In this 

regard, Mario learned that there are discursive dynamics in a debate that involve a dispute 

about how to position his discourse, without imposing it124, over other discourses125, to help 

students think critically about the gender assumptions. In this experience, Mario became 

familiar with different discursive mechanisms by which discourses are positioned and 

repositioned constantly in the flux of classroom conversation.  

Although Mario managed, by the end of the process, to produce and position his 

egalitarian gendered discourses in one of the class debates that led students to critique the 

role of society in the reproduction of meanings that cause gender inequities, the ST thinks 

that he achieved  this because of the ability that he had gained in each of the debates (from 

class 1 to class 4). At the end of the process in the collaborative work, Mario is convinced 

that he would be able to improve   his ability to react to his students’ discourses in class, 

only if he continued doing these debates with his students in class, through the practice, and 

for a longer period. Likewise, he noted that the level of complexity of the students’ 

responses is something that cannot be predicted in a lesson plan, therefore, he thought 

“practice makes perfect”. 

                                                           
124 Let us remember that this one of Mario’s objective through the development of this class innovation.  
125 As evidenced in the analysis, some of these discourses were sexist or presented gender bias.  
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Although Milena also identified moments in her class in which she did not how to 

react towards students’ answers, this did not happen as frequently as in Mario’s classes126. 

Yet, in the exercise of understanding her ability to react in these situations, Milena 

problematizes this as she thinks she could have drawn on her students’ responses and 

attitudes to create a process of an educational reflection in class. Based on the analysis of 

this case, Milena manifests that she felt insecure as how exactly she should address these 

responses since she became aware that there might be other discourses, for instance sex 

discourses127, or discourses relating to sexual diversity, that might emerge in the class.  

Following this, it became evident in the dialogues with Milena that she thought it was risky 

if other discourses emerged in her class since students might misunderstand the intentions 

with the materials and tasks. Therefore, she suggested that it was worth paying attention to 

the students’ responses and learning from them, so she attempted to re-address some of 

these ideas in a subsequent class. Therefore, we considered it was valuable not only to 

identify which responses represented a challenge to the teacher’s ability to react, but also to 

identify those comments or responses that the ST could tackle in a subsequent class to 

create a space of dialogue, explanation or reflection128. 

Just as in Mario’s case, Milena also attempted to understand why she could not react 

counter-hegemonically to some of her students’ attitudes and responses during the class 

reflections about the stories. What we concluded regarding these class events is that when 

                                                           
126 Perhaps a reason that explains this is connected to the teaching objective in the formal curriculum; Mario 
intended to promote a climate of debate while Milena wanted to expose students to the stories to reflect, 
not in a dynamic of debate, on the meanings that were being presented in the stories.  
127 She refers to one of her students’ comments with regards to being a hermaphrodite.  
128 Milena recognizes that she may not re-address all the comments, attitudes and responses that students 
produce in class, but she thinks it is feasible to bring a few of these comments, particularly the ones in which 
students seem to misunderstand messages from her innovating material and tasks.   
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unexpected discourses related to gender identity and sexual diversity emerge then the ST 

does not want to risk herself to respond instantly to the students; perhaps because she feels 

that if she addresses them, she may not be able to do this properly and her answer may 

cause confusion or misguided conceptions about these concepts. Milena also explained that 

perhaps her lack of experience with the design and the implementation of the materials that 

included gender meanings contributed to this problem. Therefore, she thought it was 

important to gain experience in living those difficult moments in class since she would be 

able to learn to identify the type of responses or reactions that students might generate with 

her non-traditional gender stories. However, she acknowledged that it was complex to learn 

to react to these situations, as these might pass unnoticed or teachers might not how to 

answer; or teachers might not be able to change what is being said in the interaction in 

class, as happened in one of her lessons.  

For example, there was an event in which Milena’s students were making fun of a 

boy in the class because he had a name which could be used either for girls or boys 

(Danny). In the analysis during the collaborative work, Milena recognized that this class 

event could have turned into an opportunity to carry out  a reflection with students; 

unfortunately, and as Milena explained, she did not take advantage of  this opportunity 

during the class event -she came to realize t this in the dialogue with me. Even though 

Milena noted that this situation was connected to gender, she only managed to remind her 

group that there are names which are not that sex-differentiated and that they could be used 

either for girls and boys. Apparently, Milena’s response did  not have a major effect on the 

dynamics of what was being said in class, as students continued implying that ‘Dany’, 

Milena’s student (a boy), had a name that could be used for girls. Accordingly, there are 
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unexpected class situations that may be identified as gendered by the teacher but that does 

not imply that the teacher may subvert or transform what the students are saying or doing. 

This is also a perception that is underscored in a research study (Hruska, 2004) in which it 

was demonstrated that teachers may be willing to intervene in these type of class 

interactions but they do not have control of these situations “What students believe, say and 

do can have equal and sometimes greater influence on their participation than teacher 

contributions, and students’ beliefs and practices can conflict with teachers’ ideologies and 

goals. These conflicts become visible through classroom interaction when students and 

teachers work at competing agendas” (p. 481).  

Certainly, all these issues about the implementation of pedagogical gendered 

practices in the language classroom made it far more complex for ST to negotiate gender 

meanings with students in class. Within this view, these STs learned that they needed to 

accept the limitations on their ability to respond counter-hegemonically whenever they 

noticed gendered discourses. Notwithstanding, they claimed that it was likely that they 

could improve their abilities to react in class and address their students’ responses if they 

continued to explore these pedagogical gendered practices in their classes.   

I will now refer to the last set of gendered practices that were identified in the 

hidden curriculum.  

5.3.2. Explicit practices in the hidden curriculum 
 

The hidden curriculum is usually understood as the set of values, and norms that are 

transmitted to students through implicit messages by which they are socialized about issues 

related to gender, race, class, authority, academic knowledge and abilities, among others 
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(Posner, 2005). Through these unspoken messages and practices enacted by all actors in the 

school culture, students are taught lessons about a wide variety of aspects, such as gender 

roles, the academic, social and behavioral expectations, the students who are prone to be 

successful in academic environments, the sort of knowledge that is most/least important, 

and other aspects of life129(Posner, 2005). 

To define here what constitutes the hidden curriculum, it is helpful to understand the 

implicit ways in which these STs discover that they may impact or affect their students’ 

learning. The practices that I will describe here correspond to discourses of the school 

culture, and intentional, but subtle actions camouflaged inside the dynamics of everyday 

class interactions. In fact, Martha was the ST who presented more gendered practices in her 

hidden curriculum, due to her small-scale research’ objectives. Nonetheless, Milena’s case 

also revealed some issues of the hidden curriculum that were problematized; I will 

therefore focus on these two cases to characterize the forms of practices in this curriculum.  

There are four conscious actions that teachers incorporated into their practices when 

adopting a gender perspective in the hidden curriculum. These actions account for a 

reflective attitude on some specific matters of this curriculum; these are related to the 

school context, class participation, and the dynamics of interaction among classroom actors. 

In this section, I will attempt to demonstrate how these four actions:  observe, interpret, 

problematize and propose strategies are brought into play by the STs in their teaching 

scenarios. It is important to say that Martha’s case is the most important one to understand 

the ways in which this ST dealt with the issues of the hidden curriculum. Her 

                                                           
129 See Hidden curriculum (2014, August 26). In S. Abbott (Ed.), The glossary of education reform. Retrieved 
from http://edglossary.org/hidden-curriculum. 
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interpretations indicated an awareness of how gender may operate in the practices (actions 

and discourses) of this curriculum. 

 I will start with the way Martha interpreted her school context with a gender view 

through the analysis of everyday discourses and practices. During the process of analysis, 

the ST resorted to her gender subjectivities in order to interpret the way in which normal 

discourses and practices organized and validated a gender differentiation in day-to-day 

interactions and routines. Martha managed to point out concrete examples in the school 

organization and culture by which the gender difference was taken for granted and allowed 

or constrained students’ actions in the school according to their sex.  

An example of this can be explained in the process of interpretation that Martha 

carried out  in relation to her teaching context; Martha became aware of some natural ideas 

about girls/boys or women/ men that mediate the social, academic and behavioral 

expectations in the school. By making these ideas explicit, the ST problematized gendered 

practices/discourses produced by teachers by which differential gender roles are shaped and 

reinforced. Martha problematized these discourses, arguing that they perpetuated traditional 

gender roles. So, since Martha saw herself as an actor in the process of transmitting and 

validating those gender messages, she proposed making some subtle changes in her 

classroom discourses/practices. The strategy of not assigning girls/boys to the same roles 

could be translated as a subtle strategy that Martha implemented consciously in her class 

that aimed at changing these fixed gender roles.  This indicates that Martha’s interpretations 

that included a gender view may influence the teaching practices, promoting subtle actions 

that re-signify and transform the implicit messages of the hidden curriculum. Besides the 

analysis about the school structures, the STs examined the process of class participation. 
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This aspect of the hidden curriculum was considered as part of Martha and Milena’s 

analyses in the small-scale research task during the course. 

Although Milena’s analysis is not as thorough as Martha’s, because her research 

objectives are geared to the practices of the formal curriculum, her observation is enough to 

problematize the participation dynamics in that speaking turns were being monopolized by 

a few students, mostly boys. From this observation, Milena showed a concern to improving 

this through the implementation of small group activities which may increase all the 

students’ participation in class. The reflection about class formats (García Suárez, 2003) in 

the understanding of the process of the participation is useful to problematize some class 

formats that facilitate or hinder students’ participation in class. Hence, the formats that 

Milena proposed for the development of the activities of her non-traditional gendered 

stories increased students’ participation. However, those class formats in which Milena 

asked the group questions in general, kept being a concern for her teaching practice. As part 

of the reflection and the analysis that Milena and I developed regarding this aspect of the 

hidden curriculum, this ST concludes that it was important to keep thinking about these 

processes to enhance class participation, particularly enhancing girls’ opportunities to speak 

in class since we observed a tendency towards gender inequity.  

 Martha’s small-scale research objectives allowed her to develop a deeper 

understanding of the dynamics of the class participation. In doing so, she observed the way 

students participated in class, how often they spoke, who were the ones who participated 

the most or least, and through the videos of her classes, she observed herself within the 

dynamics of the participation. Her observations of the videos led her to recognize that not 

all her students had the same access to participation, as there are certain power relationships 
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mediated turns to speak in class. Martha also identified three types of participation: 

academic, disruptive, and a type of silent participation. She problematized class 

participation in that she noted that both girls and boys had low participations in class, 

nonetheless, there were some tendencies in the participation that indicated that boys 

managed to have more speaking turns than girls. This ST also problematized her own role 

within the dynamics of class participation; she noticed that even though there were students 

who respected the class rules on participation and were willing to participate, they were 

rarely granted a turn to speak. Martha critically reflected and judged herself for not being 

able to see this unbalanced participation in class. Through the analysis that we carried out 

during the interviews, Martha discovered that her students used different mechanisms 

through which they managed to obtain turns to participate in class, even when she had not 

designated them to talk in class.  

Since these observations led Martha to discover gender inequities in the process of 

participation, Martha proposed and carried out some strategies within her teaching practice 

in order to lessen this unbalanced participation. Therefore, she consciously made some 

small, subtle changes that aimed to empower students who had a ‘silent participation’ and 

regulate the speaking turns in class. Martha believed that although it was complex to react 

and correct all situations in which frequent participants130 activated their strategies to obtain 

a turn to speak in class, she should not give up regulating class participation and making 

sure that more students, particularly the ones who did not have a high participation rate, had 

more opportunities to speak in class. These challenges to classroom practice required her to 

                                                           
130 This refers to the students who participate the most.  
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continue sharpening her view on these matters   in order to improve the learning 

environment in her classroom. 

So far, I have attempted to portray the way in which the 4 actions described earlier 

operated within the teaching practice in the hidden curriculum; in this analysis, the action 

of proposing and implementing strategies has been a prominent issue in relation to  the 

transformation of the practices of the hidden curriculum. However, it is important to point 

out that the action of creating strategies and concrete actions to transform the hidden 

curriculum is limited. 

An example of this can be found in Martha’s case. Certainly, the fact that Martha 

discovered and characterized the different types of femininities and masculinities in her 

class is helpful in understanding that femininity and masculinity are not fixed and rigid 

constructions. This new understanding allowed Martha to acknowledge other possibilities 

(alternative interpretations) in recognizing multiple and legitimate ways of being a girl/boy. 

However, this understanding cannot transcend to the teaching practices of the hidden 

curriculum in that it would be highly complex to attempt to change the way students relate 

to others, for example. When Martha problematized femininities and masculinities and the 

relationship her students established with others, it was made evident there are certain 

masculinities and femininities that facilitate/hinder group activities or collaborative work 

among peers in her class. This means that Martha learned that these types of relationships 

may affect the interaction among the students in ways that support or constrain the 

possibilities of learning together in the classroom. Again, this demonstrates that although 

Martha managed to learn about the gender relations in her group, this does not mean that 

Martha proposes and implements strategies to change this issue in the class. This finding 
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does not suggest that learning about how students relate with each other in the classroom 

from a gender perspective is futile; on the contrary, teachers should learn how these gender 

interactions affect the learners, teachers within the process of learning. It is likely that 

research on gender and classroom interaction helps practitioners to recognize the 

complexity of these interactions and find ways to deal with such complexities within their 

teaching contexts. 

I will now present the last section of this chapter called the Trajectory of Learning. 

This part of the analysis aims at describing the conditions in which learning was produced 

in this experience in which English teachers engaged with research-like activities to 

discover ways in which gender can be materialized or analyzed in the teaching practices of 

the hidden or formal curriculum.    

5.4 The Trajectory of Learning 

 

The analysis of the three case studies   involved an important aspect called the 

Trajectory of Learning which attempted to account for the components and processes that, 

according to the STs, were meaningful for their learning experience. Such learning 

conditions were produced in two pedagogical processes: The Identity and Language 

Learning course and the collaborative work developed with the STs and the ToTs. The 

analysis in this section describes the STs’ perceptions of how they learned and what 

contributed to their reflection on the teaching practices with a gender view.   

On the one hand, one of the objectives of the course was to show the STs that the 

field of foreign language education has addressed gender as an important category of 

analysis to understand and improve the different areas of learning and teaching. Therefore, 
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it was important that they as language teachers-educators were aware of these matters. 

Likewise, the tasks proposed in the course, the research-like activities131, aimed at creating 

opportunities for the STs to identify ways to interpret and see gender reproduction in their 

classrooms and practices. Accordingly, the main goal with the course was to help STs raise 

their awareness of gender in their teaching contexts and practices.  

On the other hand, the collaborative work aimed at assisting STs with their small-

scale research projects; this process was intended to address the specific and individual 

STs’ needs in their projects. Then, for instance, these three STs got involved in reading 

specific materials that would possibly help them understand what they did not understand 

or were not aware of, talking with a ToTs about their interpretations, insights, doubts of 

what was going on in their classes gender-wise, and reflecting and evaluating critically their 

actions, decisions, practices, opinions, or discourses to recognize the possibilities and 

constraints of their gendered pedagogical practices. I would like to emphasize the fact that I 

did not expect to be directing the STs’ actions or decisions in their small-scale research 

experiences. The way I see it, this process was more about discovering things with the STs 

as we lived the experience of working together on their projects. 

The reason why it is important to discuss the activities and the objectives with these 

pedagogical processes is because the analysis of the cases indicates that the three STs 

acknowledge the relevance of these activities within their own learning process. Thus, it 

can be said that their learning emerged as a result of having engaged in reading, observing, 

                                                           
131 Some of the activities STs did had to do with reading and making connections to their teaching contexts, 
observing their classes with a gender view (writing a journal), researching and reflecting on their practices or 
class events gender-wise (small-scale research projects).  



 
 

273 
 

experimenting (innovating new practices), talking to a ToTs, that helped them reflect on 

what had happened in their classrooms.  

While it is true that teachers need to become aware of gender matters in teaching 

settings, teachers’ learning of this perspective calls for a specific teaching approach in 

which ToTs assist STs in discovering localized forms of understanding their own work 

contexts, needs, students, and practices from a gender perspective. In other words, the 

activities and processes described so far have some bearing on the way an individual ToTs 

could promote an English teacher’s education with a gender perspective; they could aspire 

to generate processes in which STs discover, from their own practices, situations and 

contexts, the way in which gender can be localized, problematized and the way STs could 

serve as agents of change within their practices. Having participated in research activities 

during this course with a gender orientation helped the STs raise awareness of their roles as 

language educators who recognize in the official and hidden curriculum pedagogical 

practices forms of reproduction, values, meanings and discourses that contribute to shaping 

students’ gender subjectivities. I will address some implications this has on ToTs in TPD 

programs as not anyone can simply “teach” this.  

Thus, the question about how STs learned and owned this perspective in their 

teaching practices can be addressed what happened in the experiences of these two 

pedagogical processes: the course and the collaborative work is analyzed. I would like to 

emphasize that the STs’ learning is not the necessarily the result of the formal teaching in 

the course; rather learning occurred when the STs had the opportunity to connect the course 

contents with their actual teaching contexts and practices. Then, for instance, when the STs 

video-recorded their classes, analyzed and problematized their observations about what 
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happened in their classrooms or practices with the ToTs, they realized that the contents of 

the course were not empty theories or knowledge with respect to their teaching realities. 

Consequently, knowledge and meanings were constructed based on the experiences of their 

teaching practice. This is what Lave and Wenger (1991) have termed as situated learning 

through which individuals learn in a process of ongoing participation in their own contexts 

and practices.  

There are two features which characterize the activities of these pedagogical 

processes that contribute to the understanding of these ST’s learning. I will refer to the first 

feature as a reflective action that is constructed in dialogue. The reflection is viewed in this 

study as the opportunity to understand or make sense of a critical event in their teaching 

practice with a gender view. During dialogues – between the ST and ToTs, we usually 

attempted to make sense of STs’ actions132 (reactions, discourses, practices, or what they 

could have done/said) in class, analyze their concerns or difficulties, and discuss possible 

explanations to understand their students’ discourses or responses. Through our dialogues, 

the knowledge was constructed and became evident to both STs and myself in the 

interpretation of our involvement with the teaching practice – planning classes, 

experimenting, implementing contents/ activities or making decisions/proposing strategies.  

My reflections on the ToTs’ role and contribution to the three STs’ knowledge 

construction is not meant to highlight my role in directing the teachers´ practices, rather, it 

serves to underscore the importance of assisting them with the research and learning 

process from this perspective. Elsewhere, I mentioned that pedagogical gendered practices 

                                                           
132 It was evident in our conversations that STs were not aware of their reactions or actions in certain events 
of their classes.   
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are highly complex to include in both the official and hidden curricula; consequently, 

learning to integrate a gendered perspective does not only require that teachers become 

involved with research activities but they need to be assisted in this process. I will discuss 

some implications this has on teachers’ education in Chapter six.   

From my experience of having worked with these STs, I can say that the activity of 

assisting implies an active process of collaboration and involvement with their research 

activities, findings, needs, and concerns. Some of the activities that I developed when 

assisting them had to do with giving them feedback about their reflections, lesson plans and 

activities, as well as suggesting reading materials to learn about issues they were not aware 

of, observing and identifying critical events in their classes, and reflecting with the STs on 

their classes, students, situations from a gender perspective. These activities prompted us to 

become aware of many of the experiences or situations that took place in class. The 

meanings of these experiences were localized, unique and entailed interpretations grounded 

in their specific contexts. The participation in these dynamics of collaborative work favored 

reflection and analysis of the actions carried out that allowed us to construct and 

negotiate133 new meanings with respect to the teaching of gendered practices.  

The second feature that contributed to the STs’ knowledge construction in these two 

pedagogical processes has to do with various sources that we consulted and drew upon to 

understand the gendered practice and the situations experienced during the small-scale 

research projects. There are three types of knowledge sources that can be identified within 

the dynamics in these pedagogical processes:  

                                                           
133 This construction of new meanings took place during the developments of our dialogs or conversation.  
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Content Knowledge: this refers to a more structured knowledge that is learnt, for 

example, when reading theories and more concrete application of research experiences of 

gender in educational environments. Both the optional course and the collaborative work 

included contents and reading material about gender in ELT contexts and education. This 

material provided STs with a more structured knowledge that informed their practice and 

helped guide the analysis and the interpretations of their teaching contexts/practices.  

Experiential knowledge: this includes people´s personal experiences with respect to 

the ways they have understood gender relationships, constructions, representation and 

performances. During the conversations held with the STs, we discussed the cultural 

understandings that we have constructed in our life experiences (our gender 

subjectivities134) and the views we thought others had in relation to bodily difference. 

Hence, imaginaries, beliefs, assumptions turned into a source of knowledge to reflect on the 

way in which we, and society, address bodies, representations, norms and meanings related 

to  gender. This knowledge was used by STs to construct their teaching materials, to 

analyze and problematize and to propose strategies in their teaching contexts.        

Knowledge about teaching practice: This knowledge comprises the principles and 

understandings that teachers need to function as teachers and educators in an institution. 

This includes aspects such as “context specific pedagogical knowledge, curricular 

knowledge, knowledge of students’ backgrounds, knowledge of school organization, 

principles of classroom organization and management […]” (Shulman, 1986 as cited in 

Maggioli, 2012, p. 23). The analysis, interpretations, problematization, and proposals for 

                                                           
134 I would like to highlight that not only the STs’ subjectivities, but my gender subjectivities emerged within 
our conversations in the collaborative work. Within this view, my insights had an important role in the 
process of reflection with the STs.    
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teaching consistently showed that STs relied on this knowledge to consider the pertinence, 

validity and scope of their gendered practices to transform and improve their contexts and 

practices. 

The characterization of the types of knowledge provided a useful framework not 

only to understand the ways in which these STs re-signified their practices through their 

small-scale research experiences; the professional development of English teachers with a 

gender perspective may -and should- attempt to propose pedagogical spaces that offer 

teachers to bundle and value all these types of knowledge. 

Furthermore, this research experience suggests that is important to be ready to 

address teachers not only as professionals but also as subjects and citizens. To be aware of 

gender in their teaching scenarios entails far more than becoming familiar with certain 

procedures or issues that may emerge while teaching a subject. Learning about this 

perspective involves an individual reflection made on the basis of the teachers’ 

subjectivities and an understanding of their social and political responsibilities in the scope 

of their practices as teacher-educators.            

To analyze the pedagogical processes carried out in this experience involves 

understanding the conditions under which these STs managed to draw on gender as a 

category of analysis of their contexts and practices. Notwithstanding, I think it is 

worthwhile to account for concrete ways through which these STs perceived their learning; 

put crudely, how do they know if they had learned? How can they account for this in their 

teaching practice? To do this, I will refer to the ways in which Wenger (1998) describes a 

competent learner; I will talk about STs’ perceptions of the knowledge and competence they 

gained through this experience.  
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As evidenced in each of the STs’ learning trajectories, knowledge is not static or 

acquired by the transmission of pre-existing information. These STs explained that their 

learning was progressive, and situated in their experiences. On this matter, it is interesting 

to recall the way in which Mario perceived his learning trajectory. To describe the scope of 

his learning trajectory within the collaborative work Mario reported that he went from “not 

knowing what he was doing in Class 1” to recognizing that in each of the four classes, he 

learned new elements necessary to enhance his practice in the debates. Thus, for example, 

based on the experience of Class 1, he discovered that the questions to orientate his debate 

needed to promote his students’ criticality, or lead the discussion to discovering gender 

assumptions, he also learnt that he should avoid asking whether something was right or 

wrong. Mario planned Class 2 incorporating this information learned through the 

experience of Class 1. Consequently, he believed that each class experience provided him 

with new and helpful elements to know how to teach the next class better. Mario saw that 

his knowledge progressed and evolved as he participated in experimenting, observing, 

interpreting and reflecting upon his teaching practice. 

Martha also reflected upon her learning process at the end of the experience. Instead 

of talking about knowledge, she talked about the new abilities she acquired through this 

experience. To explain this, she described those ordinary routines, practices and discourses 

in the school that usually passed unnoticed were now perceived with a gender view. 

Therefore, she sees she has a new ability, something she could not do before participating 

in this experience. Thus, this teacher explains that the consequence of not knowing what 

she knows now resulted in her not being able to problematize issues related to gender 

embedded in the school culture and the social interactions of the classroom.  
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These learning trajectories account for the knowledge “I know how to do this in my 

practice” and the abilities that the STs perceive they acquired through the course of their 

situated learning experiences “I can see things now I could not perceive before”. Following 

Wenger (1998), these STs’ perceptions of learning demonstrate that knowledge and 

competence are not fixed, but they are continuously being signified and re-signified with 

respect to the personal experience, and their involvement in the practices. Hence the 

importance of providing STs’ with an individualized process rooted in their own teaching 

practices and situations.   

Furthermore, learning can also be recognized through the products or resources that 

STs constructed in the participation of these situated experiences. According to Wenger 

(1998) and Smith (2003), these resources include routines, tools, ways of doing things, 

stories, symbols, actions, documents or any other products that derives from the history of 

the experience. In both Mario’s and Milena’s cases, it is easy to identify their learning 

through the teaching material they designed: the stories, activities and the lesson plans. In 

Milena’s case, for example, her stories comprised features that she identified and learned in 

the collaborative work that helped her to structure step-by-step her non-hegemonic gender 

short stories. This product reflects Milena’s understanding of an ideal gendered practice in 

her classroom.  

How does Milena know that she is acting coherently within what I have termed here 

as a pedagogical gendered practice? Historically, teachers have been important actors for  

changes and transformations in gender relationships,  patriarchal values (practices and 

beliefs) that still prevail in our society and reproduce gender inequity, and the lack of 

tolerance towards gender diversity (Esen, 2010; Unicef, Fuentes & Connell, 2011). Thus, to 
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promote gender equity in  educational scenarios has been a responsibility and an objective 

that has been ratified through different national and international legal frameworks and 

organizations which have been concerned about improving the conditions of the 

fundamental right to education., These historical discourses about gender and education are 

clearly meant to have an impact on teachers’ practices, and Milena evidently assumes her 

position and intention with respect to these discourses in her practices. Her main objective 

in the development of her teaching activity was to intentionally produce messages and 

discourses that endorsed and promoted values towards the respect of non-traditional gender 

enactments, among other gender equity discourses. Likewise, Martha and Mario also 

guided their teaching actions towards these gender and educational discourses and 

practices. Hence, one could say that the STs’ teaching actions show coherent performances 

aligned to what is projected with respect to gender and education practices: a pedagogical 

gendered practice.            

As I explained in the section called an educational practice that promotes gender 

equity and multiplicity, through the participation in these pedagogical process, the STs 

learned that their actions ought to promote discourses and practices for their students’ 

formative development. Thus, despite the difficulties in the STs’ learning experiences, it is 

possible to identify that three of them claimed that their roles cannot only be as English 

instructors. Their learning experience has led them to think of themselves more as language 

teachers-educators who have social responsibilities for their students’ education, in their 

formative development as subjects and citizens.       

To sum up, the STs’ trajectories show that at the end of their experience in the 

collaborative work, these teachers saw their learning as a progressive process, situated in 
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their specific teaching contexts and practices135. Learning, in this multi-case analysis, can 

be seen as a process that evolved as the STs remained involved in experimenting, analyzing 

and problematizing their actions and interpretations in the light of gender. This is also 

important for ToTs within the process of helping STs.  

This analysis of STs’ trajectories would not be complete if I did not consider what 

the STs could not do, what has seemed ambiguous to them about these gendered practices, 

and what they think they should do to sharpen their knowledge and abilities with respect to 

gendered practices in their teaching scenarios (Wenger, 1998).  As evidenced in each of 

these cases’ trajectories, the STs did not feel themselves to be inside their comfort zones; 

what is more, the analysis indicates that the three of them experienced uncertainties and 

moments of frustration while developing their small-scale research projects. Beyond 

reporting these sorts of feelings and sensations that the STs experienced in their research 

tasks, I find it productive to recognize these perceptions as something that ToTs need to 

consider in pedagogical processes that involve learning to use gender as a category of 

analysis. I think it would be important for STs to accept that they will experience moments 

of ambiguity and lack of control over the research activities.  

Assisting STs would also involve situating these uncertainties as part of a learning 

process. They need to know that they will encounter ambiguity, situations in which they 

will not know how to proceed, or class events that will be difficult to control or understand. 

In other words, it is important to recognize these complexities and difficulties as part of a 

natural process of the research activity or their teaching practice from a gender perspective. 

                                                           
135 This is the STs’ perception at the end of the collaborative work; however, the analysis of STs’ perception 
while they were participating in the collaborative work shows that students manifested feelings of 
frustration derived of a seemingly lack of progress in their learning.  
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Eventually, these ambiguities or unknown situations will translate into learning about what 

is difficult for them to do, the scope of their practices and their intentions with respect to 

discourses of gender and education, and what they will need to improve on or understand 

more in the practice. This study proposes that learning is also reflected in what was difficult 

for STs to do and understand with respect to the gender perspective in their teaching 

practices.  

My fieldwork in the process of assisting these STs taught me that they were not the 

only ones who learned, the new meanings of the experience are revealed in dialogic 

constructions with STs, in the participation of their small-scale research projects. By means 

of our conversations and active involvement in the research activities, we came to discover 

the meanings of gender in the situations and contexts. We also determined what we needed 

to understand more about, and what was difficult to achieve in the practices.     

Among the difficulties that can be identified during these three personal 

experiences, STs discovered that although they could identify discourses, practices or 

meanings that could be related to gender, they could not always control these situations or 

transform them, even when they planned strategies to be implemented in their classes.  

Additionally, they realized that it was not enough to have good intentions and produce 

gendered discourses in their classrooms. They understood the complexities of the power 

relations created in the dynamics of the classroom interactions which prevented them from 

positioning these discourses convincingly.  

Lastly, the STs´ perceptions with respect to their ability to react, respond or act 

towards certain ideas or discourses or behaviors that students adopted allowed them to 

understand the scope of their actions in class. In the case of Mario and Milena, we 
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speculated that perhaps their lack of experience or knowledge with these gender meanings 

or the fact that students produced other discourses connected to other social categories such 

as sex, gender identity, sexual orientation, age, class or any other category, made it difficult 

for the them to react or respond to students during the classes. Milena, for example, said 

that she did not know exactly how to address these discourses and did not want to risk 

saying something that confused her students.  

In Martha’s case, she recognized that although she intended to create strategies to 

empower silent students, and to control speaking turns in class, she noted in her videos that 

sometimes there were still unbalanced participations in class and that it was likely that she 

could not control these all the time. She was aware of the subtlety of these processes and 

the challenges it represented for her within the dynamics of class interaction. From my 

interpretation of these understandings, this demonstrates that STs recognized the limitations 

on their gendered practices. The three of them acknowledged that although they meant well 

for their classes and students, these practices were difficult to manage and control in the 

class. They also learned that it was meaningful to identify some of their students’ response 

discourses and attitudes, since these could inform future practices with other groups, or 

even, as evidenced in Milena’s case,  attempt to re-address some of these discourses in a 

subsequent class.  

In brief, STs found these complexities and difficulties insightful as part of their 

learning process; they thought that they might eventually gain more experience with regard 

to these responses in class. However, they recognized the level of complexity and the actual 

possibilities in responding to these unexpected discourses or subtle practices in their 

classrooms represented a challenge for their practices.    
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    To recognize the type of difficulties that teachers may encounter when they 

attempt to introduce a gendered practice can be a source of information for these teachers in 

that they can propose new strategies to attempt to transform these problems, or to learn to 

deal with the difficulties within their gendered practices. Through this experience, the STs 

gained meaningful insights they could incorporate into their future practices. However, the 

STs also realized that this small-scale research experience did not imply that they learned 

everything they need to know with respect to incorporating these meanings into their 

teaching practice. The STs considered that their learning processes were not complete or 

finished, but they valued the experience as it allowed them to understand important issues 

related to their roles as English teachers-educators and the contribution they could make 

within their daily practices. 

This chapter has addressed the two characteristics of pedagogical gendered 

practices: on one hand these English teachers’ practices turned educational as the STs 

assumed more their roles as educators in their students’ formative development and their 

responsibility with their practices and discourses in their teaching contexts. On the other 

hand, the cross-case analysis reveals that STs’ gender subjectivities (both hegemonic and 

resisting) became paramount in the process of understanding and implementing gendered 

practices in their English classes; therefore, these STs’ practices were subjectivized gender-

wise. As was discussed earlier, these practices can be materialized either in the hidden or 

the official curriculum and in both they presented a high level of complexity for the STs’ 

learning process.  

Besides presenting what teachers learned in their individual research and learning 

experiences in this research study, I also described the conditions that facilitated the STs’ 
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learning processes. I analyzed in depth the two pedagogical processes that were 

implemented with these STs: The Identities and Language Learning course and the 

collaborative work. The analysis indicated that the activities proposed in these pedagogical 

processes helped students to raise gendered awareness in their specific teaching contexts 

and practices.  

In the last chapter, the reader will find conclusions of the study and a discussion of 

the contribution of this research to the field of teacher education and the objective of 

achieving gender equity and respect for gender multiplicity in educational scenarios in 

Colombia.  
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CHAPTER SIX: CONCLUSIONS AND IMPLICATIONS 

 

The aim of this research study   was to understand the learning experiences of three 

STs as they analyzed their contexts and teaching practices within a gender perspective. 

These experiences were produced within the framework of a course focused on gender and 

ELT136 contexts offered to English teachers in a Master’s degree program. After selecting 

three STs from this course, I started to work collaboratively to assist them in the 

development of their small-scale research projects, one of the tasks assigned in the course. 

Each of the STs had a different research interest in the practices of the hidden and formal 

curriculum. However, through their small-scale research experiences, I managed to identify 

how STs learned to become aware of gender issues, which could be reproduced through 

different practices and discourses that occur in their English classes. This multi-case study 

was based on two research questions:  

1. What do English teachers learn about the meaning of a gendered practice in the 

framework of a gender-oriented course in their English teaching education? 

2. How do English teachers learn to incorporate their gender awareness into their 

teaching/pedagogical practices?  

This study proposed teachers’ learning of gender as a process of becoming aware of 

how practices and discourses in the language classroom may reproduced meanings gender-

wise. Based on the cross-case analysis, the first research question can be answered by 

identifying the characteristics of the STs’ pedagogical practices when they incorporate their 

gender awareness in their teaching contexts. As stated in Chapter 4, these pedagogical 

                                                           
136 ELT stands for English Language Teaching. 
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gendered practices can be materialized in the official or hidden curriculum. In what 

follows, I would like to discuss the findings -categories- of this multi-case study in the light 

of matters related to English teachers’ education and the role of teachers with respect to 

reaching gender equality and promoting the respect towards the gender diversity in their 

educational contexts.  

The first category in the cross- case analysis reveals that there are two 

characteristics of the STs’ pedagogical practices when they proceeded to analyze their 

classrooms and classes within a gender perspective:  a subjectivized practice gender-wise 

and an educational practice that promotes gender equity and multiplicity. In general, the 

first explains that in the learning experience the STs necessarily unveiled and made explicit 

their own gendered subjectivities. The analysis indicates that there are two types of 

subjectivities that became evident through the STs’ voices: the hegemonic and the resisting 

subjectivities (García-Muñoz, 2014). Both subjectivities, played a key role in understanding 

the sort of educational discourses that these STs think they should incorporate in their 

practices as educators wishing to promote values such as justice, equality, and respect 

towards gender difference.  

The process of analysis leads me to conclude that STs place their subjectivities in 

dialogue with their roles and objectives as educators. Thus, through the process of the 

reflection on the meanings of the culture from a gender-wise, the STs discovered new 

possibilities in which they could act more as educators, adopting transformative discourses 

and actions through their curricular practices. In this case, these three STs highlighted the 

importance of being educators, and not only English teachers.  
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The last idea allows me to address a strong criticism, discussed in Chapter 2, in 

which English teachers are sometimes seen as language instructors rather than educators in 

a wider sense (Sunderland, 2004a). It is interesting to note that in Colombia, people have an 

instrumental view of English teachers’ roles137; they are expected to teach English in the 

easiest, quickest, and cheapest possible way (Agray, 2008 cited in Fandiño Parra et al., 

2016). From this perspective, this learning experience offered these STs the possibility of 

thinking of themselves more as educators who could be concerned by other issues beyond 

just worrying about how to teach English effectively, as Martha pointed out in our last 

conversation:     

“ […] y sobre todo, diría yo, aprendizaje en cuanto a cómo me puedo quitar ese velo de mi mirada y 

ver un poquitico más allá, yo creo […] y ya he abierto los ojos, de tal manera que veo otras cosas y 

no solamente el worsheet, y el filling the blanks, y la canción, sino este otro tipo de cuestiones que se 

dan con relaciones de poder […]”   

Therefore, to understand teachers’ role from an educational perspective allows 

teachers to perceive their students not only as people who need to learn a body of 

knowledge (English, in this case), but also as subjects (persona) and citizens of society. An 

educational emphasis in the field of teachers’ preparation would provide more opportunities 

for teachers to develop an understanding of the role that subjectivities play in their 

pedagogical practices. This would help teachers to be more aware of their roles as 

educators and the possibilities or strategies they could bring to the classrooms and practices 

as mediators of the everyday knowledge of the culture to transform their educational 

scenarios. Furthermore, this perspective could help to empower teachers to address not only 

                                                           
137 Perhaps this perception is constructed due to the demands of the modern society where English, 
particularly, is understood to be a symbolic resource to achieve better working and economic conditions. 
See Gonzales, 2009 
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matters related to gender but also to other identity categories, such as class, race, sexual 

orientation, among others.  

While it is true that foreign language teachers have been perceived more from this 

instrumental view that positions them as language instructors rather than educators, this is 

by no means an issue restricted to language teachers; it is also a criticism that extends to 

teachers of all subjects in general. Following Giroux (2010) who has indicated several 

reasons that explain this problem, due to teacher’ preparation base on a technocratic 

approach, practitioners  do not have the opportunity to understand their practices other than 

from a reductionist view of how to teach:      

“Instead of learning to raise questions about the principles underlying different classroom methods, 

research techniques, and theories of education, students are often preoccupied with learning the ‘how 

to’, with what works, or with mastering the best way to teach a given body of knowledge” (Giroux 

2010, p. 37). 

Although teacher education in Colombia has evolved over the last decades, 

integrating approaches that aim to develop and enhance the teachers’ professional skills, 

this field is still criticized owing to the tendency to prescribe how to do things based on a 

technical vision (Viera & Moreira 2008 cited in Fandiño Parra et al., 2016; Zafra & 

Borbón, 2006, Calvo, Rendón & Rojas, 2004). As these authors have pointed out, teacher 

education should address, the exercise of teaching from an educational perspective that 

allows pre-service and in-service teachers to acquire the knowledge, skills and the attitudes 

to view and reflect on their contexts as democratic spaces for the education of the learners 

as citizens who belong to this society. From this educational perspective, teachers would be 

able to associate their contexts and practices with social structures or cultural processes that 

impact their students’ subjectivities, and  this will allow them to perform a responsible 
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educational practice that contributes to the improvement of our society (Santiago, Parra & 

Murillo, 2012).  

Precisely, one of the challenges I faced in the process of understanding this topic 

during the development of this doctoral thesis was due to the fact that I initially 

problematized gender and ELT from a didactic standpoint. For a long time, I struggled to 

justify, and understand the relevance of studying gender in ELT contexts, and the ways in 

which this could bring light to English teachers’ practices. Retrospectively, the difficulty 

arose from attempting to find the relationship between gender and the field of ELT from the 

mere exercise of how to improve English teaching.  

Nevertheless, at some point I became aware of  various issues  to do with this 

research study : first, that this is not a concern of English teachers per se but rather a call 

that all teachers, of all subjects, should respond to; second, that this research is not about 

English teachers’ practices, but about learning how to view classrooms as sites of social 

and cultural reproduction in which teachers are called upon to contribute meaningfully to  

learners’ human development; third, that irrespective  of  the subject that teachers teach, 

these cases of English teachers’ learning of gender in their contexts can be extrapolated to 

teachers of different areas who participate in pedagogical processes to understand gender as 

a category of analysis in their teaching scenarios. In other words, this is an educational 

research project that addresses the issue of teachers’ learning of gender in their teaching 

contexts, therefore, it is relevant to the discussion of teacher preparation as educators. 

To recognize the importance of this epistemological shift in teachers’ practices and 

their preparation leads me to attempt to address a non-rhetorical question in this discussion:  
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what type of pedagogical experiences or the learning conditions would facilitate teachers´ 

development as educators?  

To attempt to respond to this question, I think it is helpful to draw on the STs’ 

learning experiences in this multi-case study since the analysis shows that teachers adopted 

an gendered pedagogical practice. Although these teachers did not intend to have an 

educational agenda at the beginning of their research projects, their learning process -what 

they became aware of and problematized in their contexts and practices- led them to 

propose, and implement actions and discourses to transform their pedagogical practices. 

Consequently, I think it is important to discuss now the pedagogical conditions that 

facilitated these STs’ learning and allowed them to adopt a more coherent educational 

practice.     

Elsewhere, I have acknowledged the importance of the tasks proposed in The 

Identity and Language Learning course and the collaborative work developed with the 

three STs in their research projects. The purpose of the collaborative work, besides 

collecting data and documenting the cases for this research, was to assist these STs while 

they developed their small-scale research projects; these two pedagogical processes 

promoted and facilitated the STs’ learning of gender within their contexts.  

The intention behind the analysis of the pedagogical experiences carried out in this 

research study   is not meant to be seen as a pedagogical model that guarantees teachers’ 

preparation as educators. Nevertheless, these pedagogical processes help to understand 

ways in which teachers can be more reflective in their own contexts and adopt responsible 

teaching practices that help their students to become critical of dominant discourses, in this 

case of discourses associated with gender.  
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Thus, it is important to make the following observations. On the one hand, the 

activities implemented in the Identity and Language Learning course aimed at raising the 

STs’ gender awareness and helping them analyze gender as something important in their 

daily class situations and practices. Hence, the STs were asked to develop class 

observations and become involved in a small-scale research project, so that they could ask 

relevant questions and problematize their teaching institutions, practices, or discourses 

gender-wise. As teachers of the course, Professor Castañeda-Peña and I reflected on the 

STs’ learning, and we observed that many of our STs  

“managed to discover and identify some problematic issues that had usually passed unnoticed by them; 

for instance, aspects related to the identification of unfair situation, sexist discourses and behaviors, 

and asymmetry in the class participation […] not all the teachers were able to transform the issues they 

had identified as problematic in their teaching contexts” (Mojica & Castañeda-Peña, 2017, p. 149-150)  

This observation allowed us to conclude that if it is true that the STs gained some 

insights with respect to gender and their educational spaces, the course was not enough to 

help them transform their practices from a gender perspective. Consequently, it would be 

necessary to take other course(s) that aimed at assisting STs in finding ways to make 

decisions or implement actions that transform the problematizations of the issues of gender 

identified in their class.  This conclusion leads us, as ToTs, to view this optional course as 

an initial process of reflection through which STs started to develop their understanding 

and awareness of gender matters in their teaching contexts and practices.  

On the other hand, from my experience in the participation in the collaborative work 

with the Martha, Mario and Milena, I observed that these three STs, in contrast to the other 

participants in the course, managed to develop more insights and understandings that 

allowed them to implement strategies and take concrete actions in their curricula to attempt 

to transform their practices. As stated in the last quotation, this does not mean that none of 
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the STs of the course had proposed transformative actions; a few of them did. However, 

most of STs were prone to raised valuable questions and problematized situations relating 

to their teaching contexts in an educational sense. Although as teachers of the course, we 

found this positive, we also think it is important to guide them to propose ways or strategies 

indicating how to change the problematic observations identified in their teaching contexts.   

I personally believe that the collaborative work with these three STs in the course 

represents a meaningful possibility to develop teachers’ learning, not only from a  gender 

perspective, but also from the development of an educational perspective. This allows 

teachers to generate a reflection about their roles and possibilities of action as educators in 

their teaching settings.  

Regarding the dynamics of the collaborative work, I think it is worth emphasis on 

the benefits of working with another person in a small-scale research project. This joint 

work leads participants to co-construct their learning, to share the uncertainties of the 

research activity or the difficulties that the teacher faces within the process, to promote the 

dialogue and reflection on the classrooms issues, and to support and assess the 

transformative or innovative work in ways that teachers are empowered to propose changes 

to improve their teaching contexts. These features of collaborative work, in which the 

learning is co-constructed with another person, in this case a ToTs, promoted a practice of 

inquiry, reflection and dialogue in the teachers’ actual work conditions.  

There are three important observations that I would like to discuss here with respect 

to the process of assisting STs in the development of their ale research projects from a 

gender perspective. Firstly, this collaborative work requires a person that is familiar with 

educational phenomena and, in this case, a person that has an understanding of gender and 
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education. This will help to guide the teachers’ reflection and analysis in the learning 

processes.  

 Secondly, in order to empower teachers in the adopting of an educational practice 

consciously, it is important that this other person, who supports the process, avoids telling 

teachers what to do, assuming that STs do not possess the knowledge and the experience to 

make right decisions about how to improve their educational scenarios. This interaction, 

between the STs and the ToTs, requires that teachers’ voices and ideas are valued and 

respected since they are the ones who make the decisions of what is relevant within their 

teaching contexts. It is in this sense that the process of collaboration could facilitate 

teachers’ learning and empowerment in autonomous ways that lead them to discover their 

agency as educators in their practices.  

Thirdly, the dynamics of the collaborative work showed that STs need to be 

considered not only as teachers-educators but also as subjects whose perceptions, 

imaginaries and beliefs about gender have a role within the process of analysis in the 

classes. Therefore, the interaction among the people involved in this collaborative work 

should attempt to promote a relationship of respect and confidence in which participants 

have the freedom to express themselves, without feeling they are being judged on their 

perceptions or beliefs. As mentioned elsewhere, the learning of this perspective is 

understood as a process of becoming aware of one’s own subjectivities; to do this, there 

needs to be a relationship/interaction of confidence, free of judgment. Perhaps this could be 

achieved in the light of understanding that our subjectivities derive from historical 

discourses and cultural meanings which have shaped the way we perceive the world and 

relate to others (García-Muñoz, 2014). If there is an effective process of communication in 
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the collaborative work, then it is possible that STs not only become more aware of their 

own subjectivities, but also come to discover the way(s) in which they have key roles in the 

construction of their students’ subjectivities in their classrooms, while they teach. Once this 

is achieved, STs may discover the possibilities of transforming their actions, to improve 

those situations that do not favor their students’ learning, and to carry messages that impact 

positively on their students’ subjectivities. In other words, this process of dialogue and 

reflection in the collaborative work may lead STs towards having a more conscientious 

educational practice from a gender perspective.      

These ideas allow me to reflect on the benefits of having adopted research 

methodologies such as Participatory Action Research (PAR) and Case Studies.  As PAR 

promotes the production of knowledge based on the participation and collective learning of 

those engaged in the process (Small, 1995; Hall, 1993; Calderon & Cardona, 2014),. this 

methodology fostered the negotiation of the meanings, interpretations to come to shared 

conclusions about the teachers’ pedagogical practices, facilitating not only the co-

construction of knowledge but also the STs’ empowerment in the research activities and the 

decisions they made with respect to possible classroom strategies. In this study participant’s 

empowerment was translated into specific educational actions materialized in the hidden 

and/or official curricula. 

These pedagogical processes and the conditions described in this study present a 

relevant framework about how gender could be addressed in the field of teacher education. 

Nowadays, there is an imminent need to integrate this view to the all teachers’ work. An 

example of this can be found in two recent events in Colombia related to what has been 

called ‘the gender ideology’. In the first event, for example, it became evident that the lack 
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of knowledge about the meaning of gender, and what this involves caused certain sectors to 

manipulate this concept of “the gender ideology’ to disorient Colombian citizens. Since this 

concept represented an allegedly threat to the moral values and the principles of the family 

in the Colombian society, different groups of people in several cities in Colombia raised 

their voices against the so-called imposition of such ideology in the schools. The second 

event, in 2016, this misconception about the meaning of the gender perspective was also 

one of the strategies harnessed to boycott the peace agreement with the Revolutionary 

Armed Forces of Colombia, or FARC.  

This has confirmed the need to explicitly address an educational approach that 

involves social actors in educational institutions to improve their understanding of the 

meaning and the importance of the perspective of gender to educate citizens that learn to 

respect differences and value plurality and diversity in our society. Teachers play a key role 

in the transformation of implicit and explicit discourses and practices that maintain the 

status-quo, of gender inequity, as well as the discriminatory practices or beliefs that affect 

women, men, and intersexed people. 

As presented in this research study, the teachers’ learning of this issue was complex 

and required them to undertake a process of reflection situated in their everyday teaching 

contexts and practices. A progressive understanding of this allowed them, as evidenced in 

each of the cases, to discover practices and discourses that usually pass unnoticed in the 

common- sense ideas of the local culture, and to critique or reflect on what seemed to be 

normalized in the development of their classes or the organization of the educational 

institutions. In this case, the teachers’ learning of gender in their classrooms helped them to 

revitalize their social responsibilities as educators and discover possible ways in their 



 
 

297 
 

teaching practices to enhance their class contexts – i.e., their students’ learning conditions-, 

in order to help attain the fifth sustainable development goal related to the gender equity138.  

Nonetheless, it is important to bear in mind, as was suggested by the STs who 

participated in these case-studies, that although this experience aided them in learning 

issues in relation to gender in their English classes, they came across challenges and 

difficulties with respect to the research activity and classroom management from a gender 

perspective that were not overcome. Thus, for example, to include gender themes within the 

curricular contents of the English class suggests that teachers need to acquire experience 

with their students, get more information about these matters and learn to respond or 

position progressive discourses that compete with other discourses that perpetuate 

patriarchal views or practices. These STs’ practices suggest that they need to sharpen their 

understandings and skills, within the exercise of the actual teaching experience. Hence, it is 

clear for the STs’ point of view that knowing is embedded in the practical experience of the 

world (Wenger, 1998).  Despite these difficulties, the pedagogical processes proposed in 

the design of this research can be useful in discussing new ways to engage teachers to do 

research in their classrooms with a gender view, and to incorporate a more educational 

perspective within their   professional development.  

6.1 Final considerations 
 

If it is true that it is important to make room for a gender perspective in teacher 

education programs in order to revitalize the teacher’s role as educators and agents of social 

transformation, then it is worth considering the way in which Teacher’s Professional 

                                                           
138 See https://sustainabledevelopment.un.org/?menu=1300 
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Development (TPD) programs could attain this. In this respect, I think that the pedagogical 

processes carried out with these STs are a good model to achieve this, or to consider some 

of the components of these pedagogical processes in order to initiate this type of teachers 

preparation.  

 My participation in the Identities and Language Learning course and collaborative 

work leads me to wonder to what extent it would be possible for a teacher preparation 

program to re-create or develop the learning conditions and the dynamics described here in 

this experience. For example, a joint work between the ToTs and the STs requires assisting 

STs on an individual-base in their research activity, creating conditions of ongoing 

reflection and dialogue to foster an individualized learning. I believe this was the key 

process that allowed the STs to develop meaningful understandings within their small-scale 

research projects and their practices as educators. However, taking into account my 

experience in the collaborative work with the three STs, I think it is very demanding for 

one teacher to develop this sort of individualized assistance for a regular group of STs.  

Following this, I think it is important consider the real possibilities to initiate this 

challenge in the field of the teachers’ education. Thus, for instance, just as it was possible 

to open this optional course in the Master program for the English teachers with a gender 

orientation, it would be important to maintain the course in the program and to assess it, 

with the objective of enhancing this teaching proposal. As stated earlier, the Identities and 

language Learning course and its teaching proposal is a good point of departure. It may be 

advisable to open a second course in which STs are assisted in reaching their objectives, 

and developing more their individual research process carried out in the first course.  
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In order to improve opportunities to help STs in their research projects related to 

gender teacher preparation programs could consider enrolling former students, who have 

taken courses on gender and ELT and who have graduated, to help other participants in the 

course. The idea would be to strengthen a networking support in which more teachers are 

engaged in the local production of knowledge related to gendered practices in their 

classrooms and contexts. This would help to promote a culture of inquiry in our community 

to learn to incorporate the gender perspective in teaching practices.     

The TPD programs for English teachers could take this challenge to generate 

knowledge and insights to inform other teacher education programs. In Colombia, there 

have been experiences of isolated courses that have addressed gender equity in TPD 

programs, nevertheless, the main problem with these courses is that they are not permanent 

experiences in teacher preparation programs (Calvo, et al., 2006). I consider that it is 

important to start implementing these experiences in TPD programs and simultaneously, to 

carry out research in this field on a permanent basis to offer a framework that guides and 

informs ToTs’ practices with regard to incorporating gender as a category of study. 
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APPENDIX 1 

PROGRAM OF THE  

IDENTITY AND LANGUAGE LEARNING COURSE 

 

COURSE CONVENORS 

Dr Harold Castañeda-Peña 

Posgraduate Building, Office 607 

 

Claudia Patricia Mojica 

Support tutoring sessions: 

Contact by appointment 

Posgraduate Building, Office 704 

 

ROOM 

Posgraduate Building – TBA 

 

SEMINAR DESCRIPTION 

This seminar is designed to make an introduction to inquiry social identities as performed in 

foreign-language-learning contexts. It has been designed for in-service language teachers. 

This semester this optional unit focuses mainly on gendered identities in the context of 

teaching and learning English as a foreign language but participants are encouraged to 

examine other social identities in connection with gender. 

 

SEMINAR GOALS 

The main goal this optional unit offers is to help participants to become acquainted with some 

epistemological perspectives and research work (in local and in multicultural contexts) 

related to the field of gender and TEFL (Teaching English as a Foreign Language) as to 

acquire the necessary methodological and theoretical tools that aid teachers to think critically 

this category in their own teaching practice. This optional unit will enable teachers to think 

the category of gender in their teaching environments by understanding and applying 

approaches, concepts, methods, strategies and reflections in their own teaching practice. 

 

Specific Objectives  

• To identify different ways in which gender has been tackled in ELT contexts. 

• To account for the different difficulties or problems that research has pinpointed in 

the field of gender and the processes of teaching and learning a foreign language.  

• To be inspired by other research works carried by language teachers/researches that 

evidence how they have dealt or analyzed the category of gender and its associated 

themes in their teaching practice.  

• To reflect upon the readings and the particular teaching scenarios where teachers of 

this course currently work. 

• To carry out a small-scale research project in which the category of gender can take 

place in the practice of teaching English.   

 

TOPICS 
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This optional unit is structured based on a fundamental theoretical framework on gender 

(identity) studies in the arena of ELT and the current research in this field. The content 

presents key epistemological perspectives based on the transformation of the category of 

gender and how the research studies have widen and complexified the analysis and the 

understanding of it in the educational contexts, in particular the ELT ones. 

• Epistemological perspectives of gender 

• Gender and the language (Discourse) 

• Gender in the ELT context  

• Materials 

• Critical Pedagogies (activities)  

• Gendered Access to the linguistic code 

• Gendered interaction: Femininities and masculinities 

 

METHODOLOGY 

This seminar draws on participants’ presentation and development of a small scale research 

project in their own teaching contexts where gendered identities are explored from the 

perspective of language learning. Assigned readings will be the basis for course discussions 

where participants are expected to contribute actively. A couple of students will be chosen 

randomly by the course convenors to present their insights in the light of the assigned reading 

material. The rest of the students will be invited to take part in the presentations with 

comments, reflections and practical strategies drawing on their classroom experiences. Logs 

will be required for participants to demonstrate their thinking and reflection processes and 

should be handed in according to reading assignments. There will be tutoring sessions. 

 

ASSESSMENT 

 

Activity Description Percentage 

Class participation • Oral presentations of the 

Reading assignments.  

• Presentation of tasks/practical 

teaching strategies. 

20% 

Logs Written logs on one of the weekly 

reading assignments. A brief 

summary of the content of the 

chosen reading and some insights, 

comments, or opinions are handed 

out (2 pages max) 

15% 

Initial Project research  

proposal  

Oral presentation of a chart 

summarizing their proposal (10 

minutes) containing gendered topic 

of interest problematizing teaching 

and learning practices, research 

objectives, and what the teachers 

20% 
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would like to do supported by some 

theoretical views as for including a 

gender perspective in her/his 

teaching practice.  

Final oral presentation 

Of small-scale research projects 

 

Oral presentation using visual aids 

in which findings of the projects are 

displayed. 

25% 

Final report on the research 

project 

Written research report. This will 

contain an introduction, research 

questions and objectives, 

justification, data collection means, 

analysis of the data, findings and 

implications for instructional 

design, the teaching practice or the 

learning environments, and 

conclusions. 

20% 

 

SEMINAR OUTLINE 

 

WEEK TOPIC KEY READINGS AND 

ASSIGNMENTS 

1 Introduction to Optional Unit  

Diagnostic test 

Programme 

Expectations 

Assessment criteria 

No Reading assignment. 

2 Social identities and language 

learning 

Norton, B., 2000. Identity and language 

learning: Gender, ethnicity and educational 

change. Essex, UK: Longman 

Chapter 1. 

Connell, R. W. (2002). Gender. 

Cambridge, UK: Polity. 

Chapters 1: the question of gender 

Hand in Log #1 

3 Defining gender and background 

to its study in the context of 

language learning 

Chapter 2: there are 4 cases. For this class: 

Case 1: the play of gender in the school 

life 

Chapter 3: Differences & bodies 

 

Litosseliti, L. (2006). Gender and 

Language in education. In Gender and 

Language: Theory and Practice. New 

York: EE.UU:. Hodder Education 
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Hand in Log #2 

4 Research tools to analyze and do 

research on gender & ELT 

Swann, J. (2002). Yes, but is it gender?. In 

Litosseliti, L. and Sunderland, J. (eds) 

Gender Identity and Discourse Analysis. 

Amsterdam: John Benjamins, p.p 223-255. 

 

Baxter, J. (2003) Developing an FPDA 

Approach: The classroom study. In 

Positioning gender in Discourse. A 

feminist Methodology pp. 80-100. 

Hand in Log #3 

5 Interaction- participation 

ELT texts 

Discourses practices in the 

classroom  

Research Workshop 1 

S 

underland, J. (2000). New understandings 

of gender and language classroom 

research: texts, teacher talk, and student 

talk, Language Teaching Research, 4(2): 

149-173 

 

Sunderland, J.,Cowley, M., Rahim, A., 

Leontzakou, C., & Shattuck, J. (2002) 

‘From representation towards discursive 

practices: gender in the foreign language 

textbook revisited’ in Litosseliti, L. and 

Sunderland, J. (eds) Gender Identity and 

Discourse Analysis. Amsterdam: John 

Benjamins, p.p 223-255. 

Hand in Log #4 

6 Research Workshop 1 Hand in chart with small-scale research 

proposal 

Seminar participants will report on 

gendered issues identified in their teaching 

contexts. 

7 Research Workshop 2 Seminar participants will report on 

gendered issues identified in their teaching 

contexts. 

8 Gendered interaction 

Multicultural context 

Power relations 

Masculinities-femininities 

Hruska, B. (2004). Constructing gender in 

an English dominant kindergarten: 

 

Castañeda-Peña, H. A.(2008b). ‘I said it!’ 

‘I’m first!’: Gender and language-learner 

identities. Colombian Applied Linguistic 

Journal, (10), 112-125. 

Hand in Log #5 

9 Colombian Research on gender 

and ELT contexts.  

Conceptions of gender & 

Durán, N. (2006). Exploring gender 

diferences in the EFL classroom. 
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Femininities 

 

Guest Speakers: 

Adriana Castañeda and Ximena 

Rojas 

Colombian Applied Linguistics Journal, 8, 

123-136 

Rojas, M. X. (2012). Female EFL teachers: 

shifting and multiple gender and language-

learner identities. Colombian Applied 

Linguistics Journal, 14(1). 

Castañeda, A. (2012). EFL Women-

Learners Construction of the Discourse of 

Egalitarianism and Knowledge in. Onlihe-

Talk-in-Interaction. Colombian Applied 

Linguistics Journal, 14(1). 

Hand in Log #6 

10 Research Workshop 3 Seminar participants will report on their 

own methods and strategies to explore 

gendered issues identified in their teaching 

contexts. 

11 Research Workshop 4 Seminar participants will report on their 

own methods and strategies to explore 

gendered issues identified in their teaching 

contexts. 

12 Gendered discourses: 

Teachers’ discourses 

Characteristics and analysis 

Rondón Cárdenas, Francisco. (2012). 

LGBT Students' Short Range Narratives 

and Gender Performance in the EFL 

Classroom.Colombian Applied Linguistics 

Journal, 14(1), 77-91.  

 

Litosseliti, L. (2006). The shift to 

discourse: The discursive construction of 

gendered identities. In Gender and 

Language: Theory and Practice. New 

York: EE.UU:. Hodder Education. 

 

Sunderland, J. (2004). Gender discourses 

in the classroom. In: Gendered Discourses. 

Basingstoke: Palgrave  MacMillan 

Hand in Log #7 

13 Critical Pedagogies: Beliefs 

regarding gender, ethnicity and 

themes associated to sexuality 

Nelson, C. (2004). Beyond straight 

grammar: Using lesbian/gay themes to 

explore cultural meanings.  En Burton 

(Eds), Gender and English language 

learners, 15-28. 

 

Ortiz, J. Z. P. (2011). Affirming diversity 

through reading. Colombian Applied 

Linguistics Journal, (6), 92-105. 
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Cohen, T. (2004). Critical feminist 

engagement in the EFL classroom: From 

supplement to staple. En Burton (Eds), 

Gender and English language learners, 

155-169. 

Hand in Log #8 

 

II International Symposium on 

Literacies and Discourse Studies and 

XX Symposium on Research in Applied 

Linguistics - UDFJC 

14 Research socialization 1 Hand in final report on small-scale 

research project 

Participants will publicly socialize their 

final reports on their small-scale research 

process 

15 Research socialization 2 Participants will publicly socialize their 

final reports on their small-scale research 

process 

16 Research socialization 3 Participants will publicly socialize their 

final reports on their small-scale research 

process 

17 Optional-unit course ends Final marks handing in and evaluation of 

optional unit 

 

 

Castañeda-Peña & Mojica, August 2014 
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APPENDIX 2 

SURVEY 

 

We would like to ask you some questions about the course we have just finished. This is 

not part of your evaluation process; thus it is important to be as clear and honest as 

possible.  

  

1. What meanings or new discoveries were you able to make throughout the course? 

2. How can we perceive gender in our own teaching environments? Provide examples 

3. If you had to tell someone what this course was about, what would you say? 

4. Would you recommend the course? Why?  

5. What learnings, if any, did you construct by means of your research process? 

6. How did you feel throughout the development of your small-scale research project? 

Engaged, frustrated, motivated, other? _________. Try to explain why you felt like 

this. 

7. What type of difficulties will English teachers encounter if they are to have a gender 

perspective in their teachings practices or in their learning environments? 

8. Do you feel that what you learned in this class is transferable to your teaching 

practice? If so, why? 

9. Will you keep gender in mind when teaching English?  

 

 

Thanks for your answers!!! 
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Appendix 3A 

Carta Consentimiento Informado  

 

“Identities and language learning” es un curso nuevo que incorpora una perspectiva socio-

cultural importante dentro del programa de la Maestría en (Nombre de la Maestría). Por esta 

razón, se pretende reflexionar e investigar en torno a las prácticas pedagógicas, los contenidos 

y los procesos de aprendizaje que se construyen a través de este curso. En consecuencia, el 

propósito de esta indagación es obtener evidencia de diferentes aproximaciones pedagógicas 

relacionadas con la perspectiva de género en el proceso de desarrollo profesional de docentes 

de inglés y la comprensión e integración de esta perspectiva en la práctica de enseñanza de 

los participantes.    

 

Por la razón expuesta anteriormente, solicitamos muy comedidamente su colaboración en 

este proceso de indagación e investigación. Igualmente queremos informarles que Claudia 

Patricia Mojica, la profesora asistente que apoya el proceso de pedagógico del presente curso, 

es candidata del doctorado en Educación en el Centro de Investigación y Formación en 

Educación (CIFE) de la Universidad de Los Andes, y en este momento está realizando su 

proyecto de investigación en relación a la integración de la perspectiva de género en las 

prácticas de enseñanza de inglés como lengua extranjera. Ella participará activamente en todo 

el proceso del curso y también en lo que respecta a la indagación que se pretende realizar.  

 

La recolección de datos se hará por medio de observaciones, toma de notas, entrevistas y 

reflexiones escritas por parte de los participantes. Su participación en este proyecto es 

fundamental y es de carácter voluntario. A todos los participantes se les garantizará: 

1. el uso de nombres ficticios para mantener su identidad en el anonimato. 

2. estricta confidencialidad con la información que se recolecte. 

3. que el proyecto no tendrá incidencia alguna en el proceso de evaluación del curso. 

Agradecemos su autorización para contar con usted como participante en este proyecto. 

Cordialmente, Dr. Harold Castañeda- Peña y Claudia Patricia Mojica. 
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APPENDIX 3B 

Carta de consentimiento para las instituciones educativas de los 3 STs 

Para  : NOMBRE DE LA INSTITUCIÒN  

De  : Maestría en (Nombre de la Maestría) 

Asunto : Carta de consentimiento  

Fecha  : 17 Octubre, 2014 

 

El programa de la Maestría en (Nombre de la Maestría) le extiende un saludo fraterno y desea 

hacerle saber sobre el buen rendimiento académico que percibimos de estudiantes como 

(Nombres de los estudiantes) quienes se desempeñan como profesores de inglés en su 

institución. En este semestre, el programa de la Maestría incorporó un curso con una 

perspectiva socio-cultural llamado “identidades y el aprendizaje de lenguas extranjeras” en 

el cual los profesores (Nombres de los estudiantes) participan activamente. Este curso tiene 

el reto de poner a dialogar la práctica de la enseñanza/aprendizaje del inglés y los elementos 

teóricos necesarios para la comprensión de las identidades, y en particular las identidades de 

género en el contexto del aprendizaje de lengua extranjera. Con este propósito en mente, 

quisimos promover la investigación como una estrategia que le permitiera a los docentes 

comprender a profundidad los fundamentos teóricos que se abarcan en el curso, situados en 

sus contextos de enseñanza del inglés y en relación a su quehacer pedagógico. 

 

El programa de la maestría en su objetivo de evaluar el impacto de los cursos que ofrece, 

pretende comprender a profundidad como los profesores realizan dicha integración de los 

elementos que aprenden en el curso a sus contextos de enseñanza. Por esta razón quisiéramos 

solicitarles a ustedes muy comedidamente su consentimiento para permitirnos hacer un 

acompañamiento al proceso de investigación de los profesores (Nombres de los estudiantes) 

en sus clases de inglés. Este acompañamiento consiste en acceder de manera directa a las 

instalaciones de su institución educativa y recoger información que nos permita comprender 

los ejercicios de reflexión e indagación que desarrollarán los profesores de su institución. La 

profesora asistente del curso en mención, Claudia Patricia Mojica quien actualmente es 

candidata del Doctorado en Educación en el Centro de Investigación y Formación en 

Educación (CIFE) de la Universidad de Los Andes, será la persona encargada de realizar 

dicho acompañamiento. Esta profesora realiza como  proyecto de investigación “la 

integración de la perspectiva de género en las prácticas de enseñanza de inglés como lengua 

extranjera”. Por lo cual creemos que los datos que se logren recoger también informarán los 

objetivos de su propuesta doctoral.      

Vale la pena mencionar la importancia de incluir e investigar la categoría social de género en 

las prácticas de enseñanza, ya que esto ha sido un eje de interés no solamente en el campo de 

la enseñanza del inglés como lengua extranjera, sino también en la política educativa en 
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Colombia y las políticas de desarrollo de muchos países, como por ejemplo en Los Objetivos 

de Desarrollo del Milenio (ODM)139 desde los cuales se establece este eje como un tema 

prioritario que necesita ser abordado para lograr la transformación social. En consecuencia, 

es vital contar con la participación de las instituciones educativas para visibilizar formas en 

que los docentes podrían generar experiencias de desarrollo profesional que incluyan estas 

perspectivas socio-culturales que son importantes para los ejercicios de la educación en 

nuestro país. Razón por la cual esperamos que consideren y acepten participar en este trabajo 

de investigación.  

En el proceso de acompañamiento el profesora/investigadora observará y recogerá 

información, a través de notas de campo, entrevistas a la profesora, y si es posible audio o 

video grabaciones de las sesiones de clase  observadas (esto está sujeto a la posición y la 

decisión que la institución tome con respecto a grabar las sesiones), sobre el proceso que los 

docentes desarrollen en la identificación de las temáticas del curso (en relación a la categoría 

de género) durante el ejercicio de su práctica de enseñanza. Es importante mencionar que los 

datos, y los participantes que se vean involucrados en este proceso se les garantizará lo 

siguiente:    

1. el uso de nombres ficticios para mantener su identidad en el anonimato. 

2. estricta confidencialidad con la información que se recolecte. 

3. que en el proceso del acompañamiento el docente no tendrá que disponer de alguna tarea 

o tiempo extra que interrumpa su desempeño normal en su papel como profesor del centro 

de Lenguas de la universidad.   

Agradecemos su autorización para contar con esta institución como participante en este 

proyecto. 

 

Cordialmente,  

 

Harold Andrés Castañeda- Peña    Claudia Patricia Mojica 

Coordinador       Profesora Asistente e investigadora  

Maestría(Nombre de la Maestría)   Maestría (Nombre de la Maestría) 

Nombre de la Universidad     Nombre de la Universidad  

                                                           
139 Ocho objetivos internacionales que se fijaron en La Cumbre del Milenio de las Naciones Unidas (2000) 
sobre el objetivo de mejorar las vidas de millones de personas y lograr eliminar la pobreza en el mundo. Ver 
más información en: http://www.un.org/es/millenniumgoals/ 
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APPENDIX 4A 

INTERVIEW PROTOCOLS 

APPLIED WITH MARTHA 

Tutoría MARTHA: Octubre 29/2014 (after having visited and video recorded three classes)  

I think it would be important to read the two cartillas I sent the other day as for enriching 

the process of your analysis. As you watch the videos of your classes, think about the 

following and try to write a reflection (a short one but including the following aspects) of 

those observation classes: (These are some guiding questions I think might help you with 

the process of spotting gender issues in your class, if you notice something else or the 

analysis leads you in another direction then feel free to do so): 

1. Think about outstanding behavioral issues that you notice.  

2. What kind of things occur frequently in your class .  

3. There’s a great deal of information related to student’s participation, is it possible to 

find any type of imbalances in the classes? It is hard to do this because we are 

involved in this but let’s try to take some distance…  

4. Imagine you have to organize your class into 4 groups (whose participation styles are 

similar), how would you label these four groups? What type of characteristics will 

have each of these groups? 

5. Is there anything related to teacher/student interaction that you were not aware of, or 

that you had not noticed before? Is there anything about yourself that surprises you in 

relation to the interaction with your students? If so then what is it? Describe it a Little 

bit.      

6. Is there anything about your students’ interaction or participation that you find 

unusual, or new (something you had not perceived before) 
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APPENDIX 4B 

INTERVIEW PROTOCOLS 

APPLIED WITH MARTHA 

 

Tutoría 2 MARTHA, November 5th, 2014.  

The main idea for this tutoring session will be to talk about session 3 and 4 (without 

forgetting our previous observation). We can have some reflection points to discuss:  

1. Is there a difference between the first observations (before our tutoring time) and 

the video 4? If so? How do you explain this?  

2. Did MARTHA intend to moderate participation in video 4? Did she have any 

particular students in mind when doing this? What was the plan? 

3. Since we had not observed video 3, what aspects of that class are relevant to 

understand styles of participation in connections to femininities and masculinities?  

4. In our last meeting we were discussing about “certain children who can “save” the 

class in case a supervisor comes and observes your class. Josué is an example of 

this, who else can be thought as such in this group? What implications, if any, have 

this as for the participation and interaction dynamics of your class?      

5. I noticed there were some sitting arrangement changes in the last class, why? If this 

is something related to this research let us document it, if not we can just be aware 

of this and not describe it or analyze it.  

6. Let us observe the video to capture some interactions or participations that makes 

the teacher feel “dis-empowered” in her role as a moderator and authority of the 

class? if she ever feels like that.  

7. In video 4 was there an intention of “approaching” gender in terms of the content of 

the reading (dad was not helping to organize the tent and mum was in charge of 

everything)? If so, explain. (what was the intention? What happen? 

8. Is it possible to identify certain behaviors of participation and interaction as possible 

“strategies” that students use in order to have the floor, to steal a turn, to participate 

at any cost? 
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APPENDIX 4C 

INTERVIEW PROTOCOLS  

APPLIED WITH MARTHA 

 

Reflection and some key procedures that might help us transform our teaching 

practices.  

 

I was thinking about the following observation sessions in which we are to collect 

more information about the dynamics of interaction of the English classes. 

However, reviewing the ideas that have emerged during our tutoring times in which 

we have analyzed how these participation dynamics are constructed and validated, I 

was thinking that you as the teacher could try to do something in regards the results 

or the conclusions that we have drawn so far.  

As for this, I thought about questions of page 9 in Roles y formatos de 

participación, la cartilla we read about some weeks ago.  This might actually help 

you to create some strategies as for tackling these formatos that we have identified. 

Having this in mind, we may take a look at your classes and see if it is possible 

somehow for teachers to transform these dynamics (at some degree). This way, the 

observations that we have left could be informed and analyzed taking into account 

this new ideas and effort for transformation. One of the main objectives of doing 

research is to be able to change, or improve something and I guess if we continue 

through this path then we might even collect very relevant information for the 

process.  

I do not think we have to continue collecting more observations without having this 

new objective in mind. What do you think? 

I am also sending another cartilla, that I absolutely find very useful for our process. 

You can read it on the weekend and with this new ideas we might even get other 

type of transformation (this time thinking more about your role as the teacher of the 

class, I remember you did not have much information at the beginning when I asked 

you about this, remember? In our first tutoring session…) 

 

I hope we redirect and give a target to our observations and see how these turn out. I 

will call you to see what you think about this   
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APPENDIX 5A 

MARIO’S Lesson Plan number 2. 

 

Area: English/ DEBATE AFTER VIDEO WATCHING ACTIVITY “how to win 

someone’s heart? 

Teacher: MARIO 

Level:Advanced                                            Date: October from the 20th 

to 25th 

Objectives: 

 students listen attentively, understands and engages actively in various oral 

experiences for different purposes.  

 

students pronounce correctly enough to be understood using the conventions of spoken 

English. 

 

                         

Activity Generator: off the hook. 

Materials: Book speak out upper intermediate-End of unit 1 pages 16-17 

Objectives:   

1. To get express opinions about the factors that influence winning someone’s heart. 

2. To help students engage with the refection of how chauvinist might be the idea of 

winning someone’s heart and in that way provide them with emancipatory 

discussion against phallocentric conception of dating. 

3. To identify the ideology and constructions students make about winning someone’s 

heart through their own discourses while giving opinions in debates. 

The activity will be developed on first hour. Ss will watch one of the book videos from the 

book wich is taken from a BBC TV show called off the hook. 

It shows a story of a freshman who goes to university. The story centers on the facts that 

occur on the first day at college. At a point in the story the main character gets to know a 

girl who he feels attracted for. After doing basic comprehension activities from the video, 

and leading the conversation to the point of “Dating as a situation everybody faces” I will 

ask the following questions to see students perception of Dating. 

 

Debate 1. 

How to win someone’s heart 
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1. Who should be the first one to ask to date out when a couple of friends know each 

other? 

Why? 

2. What are the steps a person must take to win someone`s heart? 

3. Who should call first? 

4. Do you think that being chauvinist influences dating? 

5. What kind of responses do you expect from a person when dating? 

6. What kind of men/ women do you like to date? Which kind do you hate? 

7. What things are “correct” to do in a date? What things you don’t want the other to 

do when dating? 

8. What is your “perfect man”/”perfect woman” in a date? 

The idea with the questions is to enhace them to give their perceptions, 

ideologies(Nelson) and constructions(Norton), so I can enhance a thought of justice 

against phallocentric ideas that might arise during the discussion. 

The pace for this activity might be between 10 and 15 minutes class and students 

are to express the opinions about their topics. 
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APPENDIX 5B 

MARIO’S Lesson Plan number 2. 

FCP to unveil sexist ideologies in students. 

First stage: Input 

I will give them a find someone who activity. (See attachment) the idea is that they find 

people that have skills when using technology. The activity was designed with the aim of 

unveiling students ideologies as they need to describe that “someone”. 

Then when I ask them, however I will ask the following questions to make sure they can 

share that perspective: 

When you saw the prompt who did you think could be the person? 

Why did you think that person could do this? 

Who answered yes? 

In case nobody could do it who do you think could do this? 

 

The following activity is to be applied during the class discussion. 

Students will watch a video that shows a woman arguing with her couple outside a house. 

A man approaches and gives her his cellphone to call, she takes the cellphone and throws it 

against a window. The video shows how the woman is not clever enough to use the 

cellphone to call. 

Here is the link: 

http://www.youtube.com/watch?v=ySOKSfSc2Sw 

Women and technology funny commercial 

 

The idea is to show them this video as a way to input them in order to see what discourses 

underlie the topic of technology use. 

As we will be involved in the discussion I am going to ask the following questions: 

What did you see in the video? 

Who appears in the video? 

Second stage: Engagement 

What do you think about the situation in the video? 

http://www.youtube.com/watch?v=ySOKSfSc2Sw
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After listening to different opinions (which probably will show me what I intend to unveil) 

I will take a stand saying the following: 

I think that the reaction from the woman is too unreal, I mean who would throw away 

another person’s cellphone to break a window. 

If I were yelling to my girlfriend in front of her house, I’d probably be more relaxed. I 

wouldn’t start throwing rocks to the windows. 

Is that kind of behavior normal? 

 

I expect to get more perspectives from them at this stage, however I think that I can 

empower them to think more critically with the next question: 

Is the commercial fair with the image that it is giving to the woman? 

I expect to hear questions of reflection that are led to promotion of tolerance and justice 

towards women as a group. 

Find someone in the classroom who… 

Is able to drive a car faster than 120 km/H without being scared. 

Has changed a flat wheel with no problems.    

Can use all types of touch- screen technologies without having any problem (Mac-

Android). 

Has assembled a computer. 

Has fixed a computer after it has been affected by a virus. 

Has asked for help to other people when using a new device or machine. 

Buys things online. 

Is good at playing video games. 

Is an expert using any kind of software. 

Has installed security systems in a house. 

Usually uses facebook, whatsApp or any texting medium today for more than three hours.    

Has problems with ICT’s. 
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APPENDIX 6A 

STORY 1 

A TERRIBLE MONDAY 

 

 

It is 5:00am in a Monday morning and Peter gets up to start the day. He goes to the bathroom to 

take a shower when he notices there is only cold water but he has to take the cold shower 

anyway. After he takes the shower he brushes his teeth, and shaves his chin. Peter gets ready to 

start the week and go to find a job, today he has an interview, he leaves home without having 

breakfast; it is too late to prepare coffee 
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When Peter leaves home and walks on the street to get the bus, he meets Thomas, a successful 

engineer and his ex-best friend at school who walks his dog. When he sees him, he shouts: 

“Peter, Peter, come and clean my house, come and feed my dog”. Peter doesn’t pay attention 

to him and continues walking but Thomas releases his dog and it runs after Peter. 

Unfortunately, Thomas’ dog bites him on his left leg destroying his new pair of pants. Peter 

escapes the dog and runs very fast to get to the Transmilenio station while the dog disappears 

in the crowd. 

At the station, he waits for twenty minutes to get the bus but there are lots of people on the 

queue, at that moment, he sees Dr. Rodríguez, his neighbor, who immediately shouts: “Peter, 

Peter, come and clean my house, come and clean my clothes” Peter tries to ignore her but Dr. 

Rodríguez pushes him to enter the bus and he falls down on the floor. Now his favorite jacket 

has a whole on the right sleeve, his elbow has a terrible scrape and the bus closes the doors 

in front of his eyes to continue the trip without him. Dr. Rodríguez waves her hand by the 

window and laughs at Peter. 

Peter gets in a bus but it closes the doors, his umbrella is trapped and it breaks. He yells to 

the driver and asks him to open the doors but the driver doesn’t pay attention to him. He 

sees that the driver is Mr. Martínez, his uncle, who starts shouting “Peter, Peter, come and 

clean my house, come and fix my umbrella”. Peter ignores his uncle and waits until the 

next bus station to try to save his umbrella. When he gets off the bus he checks his umbrella 

but he realizes that is destroyed.  

Mrs. Sanabria: Who are you? 

Peter: I’m Peter, I have an interview today, I want to work for you! 

Mrs. Sanabria: For me? Do you want to work for me? Hahahaha 

Peter: Yes, I do. I know how to prepare lunch, do the laundry, sweep the floor, wash the 

dishes, clean the windows, wash the car, walk the dog, feed the baby, and go shopping.  

Mrs. Sanabria: Are you crazy? Peter, you can’t be in charge of my house, sorry but you are 

not the right person for the job. 

Mrs. Sanabria closes the door and Peter returns home with a terrible flu. He goes to sleep very 

sad and says: “Tomorrow is the perfect day for Peter, the housekeeper”. He starts crying until 

he falls asleep. 

Suddenly he wakes up in the middle of the night and he realizes that it is not still Monday. 

“It is a terrible Monday dream” he thinks, tomorrow I will get that job”. 
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APPENDIX 6B 
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APPENDIX 6C 
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APPENDIX 6D 

PROTOCOL INTERVIEW (MILENA) 

PROTOCOLO 1  VIDEOS 1 Y 2 DE CLASE 

Con el fin de lograr agudizar y profundizar sobre las clases cuyo material de enseñanza es pensado desde 

una perspectiva de género, es importante hacer un ejercicio de observación e indagación de dichas clases 

para posibilitar la reflexión sobre eventos, prácticas, ideas, entre otros que puedan surgir y que sean 

significativas para la profesora en el ejercicio de enseñanza. Por esta razón, planteo aquí algunos 

comentarios y preguntas que pueden potencialmente facilitar o ayudar a nutrir dicha observación y reflexión 

en nuestras conversaciones. Sugiero leer este protocolo de reflexión y después si hacer la observación de 

los videos para luego contestar a las preguntas.  

 Te recomiendo empezar el ejercicio de observar los videos de clase pensando en que la docente que está 

ahí no eres tú sino otra persona, un poco con la idea utópica de salirte del contexto (aunque sé que es 

difícil…) y deja por un momento la idea de tu trabajo de tesis para poder tener una mirada más amplia y 

limpia en la observación. Trata de responder lo siguiente: 

1. ¿Hay algo en estos videos que te sorprenda, te llame la atención, algo que te guste o que no te guste 

de la clase? Algo con respecto a tí misma, a tus estudiantes, a las dinámicas que ocurren durante las 

clases (video 1 y 2). 

2. Trata de describir un poco tu curso, por ejemplo quienes están en tu clase, trata de abordar un poco 

la idea que tienes con respecto a la enseñanza, ¿qué es lo que está ocurriendo, a nivel de prácticas 

de enseñanza en tu clase? ¿cómo observas en los videos las respuestas de tus estudiantes? ¿a quienes 

ves más participativos o “engachados” en comprender la historia? ¿de qué manera reaccionan o 

participan tus estudiantes en estas clases? ¿crees que hay alguna diferencia entre tus clases 

tradicionales y lo que estás viendo que ocurre en los videos clase?  

3. Pensando en la idea de “no es muy importante grabar las primeras sesiones de clase porque estamos 

traduciendo la historia” (algo que tú me dijiste en alguna ocasión) ¿por qué es importante para ti 

como profesora hacer que los estudiantes traduzcan la historia? ¿qué observas en los videos acerca 

de los estudiantes con respecto a la idea de traducir las historias?. ¿qué crees que pasa con los 

estudiantes cuando ellos traducen la historia? ¿qué “beneficios” o “pérdidas” piensas que ocurre? 

4. Pensado en las imágenes que se diseñaron para esta historia ¿crees qué se está 

aprovechando/desperdiciando o que se está explotando este recurso dentro del objetivo de la 

comprensión de la historia y de los significados o nuevos discursos que estás interesada en traer a 

la clase? Para dar respuesta a esta pregunta piensa en aquellas clases que no hemos grabado pero 

que ya has hecho.  

5. Mirando estos videos y recordando las clases que se han hecho ¿crees que se ha logrado traer nuevos 

discursos o significados relacionados a género? ¿se puede identificar alguna respuesta(s) de tus 

estudiantes que sea relevante/ diferente/significativa con respecto a los objetivos educativos que tu 

como docente tengas en mente para el desarrollo de esta historia? 

6. ¿cómo te has sentido con este material? ¿has tenido/sentido dificultad para abordar cierta parte de 

la lectura? ¿qué te hubiera gustado que fuera diferente de estas clases? ¿qué te interesa que pase 

ahora que la historia esta traducida? ¿en qué fase o en qué parte sientes tú que está el núcleo de la 

enseñanza con esta historia?   
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APPENDIX 6E 

PROTOCOL INTERVIEW WHEN DRAWING ON READING ASSIGMENTS (MILENA) 

Based on the reading of Chapter 7 ‘Gendered Discourses in Children’s Literature’ consider the 

followings aspects/elements in order to write a short reflection with respect to the design of the 

stories you are developing in your pedagogical intervention.   

1. What elements mentioned in page 143 would you take as for constructing the stories you intend 

to design? Think particularly about this story you are working on to reflect about the following 

aspects:  

*types of tones in your story : irony, satire, humor.  

 

*types of stories: Fantasy, fiction, non-fiction, fairytales, realistic. 

 

2.  Does the author intend to talk through one of the characters in the story. If so, what is the 

author trying to express through this character?. Who is this character? What is the analysis of the 

characters (not necessarily the main(s) one(s)  and  how does it reflect what the author, in this case 

you  Cathy, is trying to achieve in terms of messages and/or  “conscious ideological  points”*. 

3. In page 146, the author talks about “consumption”, how do you think this can be intersecting 

your educational objectives? How do you think your readers (your students) will consume these 

stories?  

4. Does the distinction (p.146) between non-sexist, anti sexist and feminist books help you in the 

design of your stories? If so, how, if not, explain. 

5. What type of teaching strategies can you identify as for implementing your stories? 

6. As the author suggests in the text  “readers, (in this case your students Catherine) are in 

principle able to ‘negotiate’ their own positions in relation to a text […]” how does this idea 

matter for the pedagogical intervention that you want to do?  Do you think it is possible or that 

you’d be interested in finding out what your students’ gendered discourses are and how is this 

important for the teaching practice? (Think this question carefully ☺) 

7. What type of gender discourses (take into account the 4 types identified by Sunderland) would 

you use in your stories (identify the one you used in this first and second story) and what would be 

the purpose of using them.  


