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ABSTRACT 

 Learners from many corners of the earth are acquiring English as a Foreign 

Language (EFL), lending importance to issues of language learning and its effects on 

global and local identities being forged in the process. As English language users, they 

are recipients and producers of multiple discourses around the global status of English as 

a foreign language, from English as linguistic, material, and symbolic capital (Bourdieu, 

1991) to language as commodity (Heller, 1999). Such discourses are accompanied by 

representations of language and culture, or imagined communities (Anderson, 1983, 

Norton, 2001) that represent language use and cultural representations deemed as 

legitimate.  

 The purpose of this study is to triangulate three different but intersecting 

perspectives: that of the researcher, Mexican EFL teachers and Mexican teachers-in-

training, on the imagined communities and the underlying ideological discourses of 

English in a global EFL textbook, as well as those held by these same teachers and 

teachers-in-training. Critical discourse analysis, classroom observations, in-depth 

interviews and language learning autobiographies provided the data for a critical 

assessment of the language and cultural content of the textbook and the ideologies of 

English.  

 While CDA has been rightly challenged for privileging the researcher’s position, 

this study contributes to a poststructuralist view of the participants as agents of change; 

they are receptors of discourses that taint their ideologies about language, but they also 
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resist and transform them, through articulated ideas as well as through specific classroom 

actions that allow them to appropriate the English language, despite the textbook’s 

systematic exclusion of speakers like them, and cultural practices like theirs. 

 This study contributes to the growing field of critical applied linguistics, where 

learners are viewed as social beings in sites of struggle and with multiple and changing 

identities (Norton, 2000). In this vein, neutrality can no longer be accepted as a construct 

in textbooks or in the ELT practice, since the contained practices are subject to ideologies 

which must be dismantled in order to offer students and teachers more equitable 

representations of the English language and its speakers. 
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CHAPTER 1: INTRODUCTION AND REVIEW OF THE LITERATURE 

 At the beginning of every semester at the Universidad de Sonora, at very early 

hours of the morning, there is a long line of people of different ages and backgrounds 

who await their turn for a ficha. With hot coffee in their hands they can wait for several 

hours to get a number that will allow them to do a placement exam and be able to enroll 

in an English class that semester. Most of the people in line are able to get a space, but 

those who arrive later run the risk of losing their turn and they must wait until the next 

semester. 

 The scenario in Hermosillo must not be too different from other language 

institutions around the world, since English has come to represent important “linguistic 

capital” (Bourdieu, 1991) or as suggested by Heller (1999), in times of globalization, 

languages are viewed more and more as economic commodities rather than symbols of 

ethnic or national identity. In the mestizo and urban Mexican context, English is most 

likely the language that represents the economic commodity most learners seek.  

 I must admit that I took advantage of people’s needs to learn English when I 

applied for a job, some years ago, to teach English in Mexico despite the fact that I 

lacked any type of training. I knew English and that alone was the only credential I 

needed. And it is in this venture that I became aware of the conflicts in English language 

teaching, especially because many of the students I taught and the Mexicans I knew held 

strong opinions about the United States. Like Ojeda, as cited by Morris (2005), Mexicans 

have strong historical memories such as the following: “The U.S. has cost Mexico an 

open and declared war, the loss of more than half of its original territory, various military 
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interventions, constant interference in internal political matters, and economic penetration 

at all levels.” (p.2). At the level of popular discourse there is a saying that goes, “Poor 

Mexico, so far from God and so close to the United States”  

 Yet despite the “love-hate” or  “Anti-American” feelings present in many sectors 

of Mexican society, these long lines of learners waiting for their ficha still prevailed, and 

when people learned what I did for a living, they all had the same answer, “¡Qué suave 

que sabes ingles!” (How neat that you know English!). I realized then that there was no 

such thing as a direct correlation between people’s feelings toward the U.S. and their 

motivations to learn English. The matter was significantly more complicated, both in the 

views Mexicans held toward the United States as well as in their motivations to learn 

English. 

 Therefore, in looking for answers about what was happening in the EFL venture 

in Sonora, Mexico, a bordering state with Arizona, I realized that issues of identity and 

ideology were intrinsic to a fuller understanding of the language learning process in 

general, and I set out to discover what was happening in this part of the world. 

Specifically, I was interested in not only what the actual learners and teachers had to say 

about their English language learning and teaching experiences but also in how the 

underlying dominating discourses of English as a global language affected them.  

 For many years now, the EFL learners and students at the Universidad de Sonora 

have undertaken a learning and teaching experience based on a widely used textbook 

called Interchange by Jack C. Richards (2005). The program is based on the textbook’s 

curriculum; in fact, completion of the seven-level program implies completion of the 
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textbook series. I consider the examination of the textbook important because it offers all 

the students glimpses into an “American way of life”. Both the language as well as the 

cultural topics reflect mostly American perspectives, which I will argue are based on 

Imagined Communities
1
 (Anderson, 1989; Norton, 2001) the textbook writers create to 

present EFL learners and non-native teachers with model language and cultural practices 

in English. 

 Of course, the textbook is not the only source of information students and non-

native teachers may have about U.S. linguistic and cultural practices. Upon arriving in 

Mexico it takes little to realize the extent of American influence there: television, movies, 

attire, large chain stores and restaurants are just samples of things “American”. But, the 

textbook for these particular students and teachers is a source which they come to trust as 

a language and cultural model given the very nature of textbooks as authoritative, factual, 

truth-based and obligatory (van Dijk, 2004). The textbook not only prescribes how 

English should be spoken, but also what cultural practices are appropriate. Students and 

non-native teachers, indeed, view the linguistic and cultural practices in the textbook as a 

point of reference against other linguistic and cultural practices in English. The question 

that will be discussed at length in this research is what reality does the textbook reflect? 

Mainly, what English-speaking communities does the textbook construct and to what 

                                                 
1
 Anderson (1983) first coined the term imagined community to refer to the concrete ideas of limitedness, 

sovereignty and community as social constructs that were facilitated through the imaginings of a network 

of powerful literate individuals. He illustrates how the power of imagination actually creates tangible ideas 

such as the nation, and makes the individual a part of a community. Norton (2001) later adapts this concept 

for the purposes of foreign language learning, which refers to language-use communities, with whom 

language learners connect through the power of imagination and which serve as potential models of 

language communities to which language learners may seek membership.  
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ideologies do such choices respond? The most viable tool for answering such questions 

was found through Critical Discourse Analysis (CDA), since it allows for an examination 

of how imagined communities are constructed in the EFL textbook. As will be discussed 

with greater detail in this chapter, CDA research focuses on issues of power and change 

in discursive practice. CDA makes visible the mutual relationship between discourses and 

ideologies. 

 Yet research in CDA has been rightfully questioned because it is the researchers’ 

voice which is privileged, rarely lending voice to the recipients of the discourses - the 

very people I was interested in hearing from due to their day-to-day interaction with the 

textbook and the discourses contained within it. Thus, both teachers and students 

participated in extensive interviews, students wrote literacy autobiographies and 

observations took place to analyze how the users interact with the textbook and with the 

English language itself. Poststructuralism offers the framework needed to describe the 

learners’ and teachers’ positions towards the textbook as well as towards the learning of 

English as a Foreign Language. It allows for an acknowledgment of the teachers’ and 

learners’ ambivalence towards language learning. Most importantly, it recognizes that 

language learners are not only learning grammar, they are learning social and cultural 

practices which form part of wider relations of power, and in doing so, are transforming 

their identities. Yet, language learners and teachers are also agents of change; they are 

receptors of discourses that taint their ideologies about language, but they also resist and 

transform them as will be seen in the course of this research.  
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 This study contributes to the growing field of critical applied linguistics, where 

learners and non-native teachers are no longer viewed as individuals that passively 

respond to scientifically-tested techniques for learning more efficiently.  Rather, they are 

viewed as social beings in sites of struggle and with multiple and changing identities 

(Norton & Toohey, 2002). In this vein, neutrality can no longer be accepted as a construct 

since all discourses, including those in EFL textbooks, are subject to ideologies which 

must be dismantled in order to offer students and their teachers more equitable 

representations of the English language and its speakers. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 

   

 

  17 

 

LITERATURE REVIEW 

AN OVERVIEW OF THE THEORETICAL FRAMEWORK 

 As seen in the introduction, the research uses several theories about language, 

mainly: Critical Discourse Analysis as a method of analysis; Poststructuralism as an 

overarching name for theories of language, which allows for an examination of the 

political, ideological and social aspects in L2 learning; and the closely tied idea that 

language learning is an effort of belonging to new communities. In the case of EFL 

learners, the role of imagination is significant because their potential speech communities 

are constructed in large part by their imagination (Norton, 2001); thus, the concept of 

Imagined Communities is extensively discussed.    

 I will start by briefly contextualizing English language use in the world and the 

various theoretical views held about the place of English as a world language. Such a 

contextualization provides a broader idea of where EFL learners and teachers are on a 

global level. In other words, this “fever” for English in Mexico is not a response to 

isolated events, but is part of a wider enterprise that has placed English on a global level. 

I then discuss the learner’s space in the world of English that is the construction of new 

sites of identity, despite ambivalent positions learner’s may have towards the language 

and its cultural baggage.This discussion leads to an extensive explanation of theories of 

language grouped under the framework of Poststructuralism, which allows for an 

understanding of the relationship between language learning and identity. From thatpoint 

on, I discuss theories of learning which view learners not as individual language 

producers, but as potential members of social communities. Learning is viewed in Lave 
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and Wenger’s (1991) terms as “an integral and inseparable part of social practice” (p.31). 

But as Wenger (1998) later adds, imagination is as much part of the learning process as it 

serves as a connection between current actions and future projects. This concept leads to 

a discussion of Imagined Communities - an important notion in this research because it is 

not only a reflection of the learners’ present endeavors and future projections, it is also 

constructed in the textbook itself. The textbook authors contribute to the construction of 

imagined communities available to the learners and teachers, thus potentially limiting 

their visions as to what may constitute an English-speaking world in their minds. In this 

section I also include examples of previous research on language learning and Imagined 

Communities, and as will be seen, CDA has also served as a useful tool in examining the 

communities constructed in texts. From there I discuss CDA more closely, as it is the 

methodology I employ to analyze the textbook, but it also encompasses critical views 

towards language use in general.  

ENGLISH LANGUAGE USE IN THE WORLD 

 The English language has reached undisputedly high levels of use in the world. 

Until now, numbers vary widely on the use of English in the world but there is consensus 

that the majority of its speakers are non-native who most likely use the language with 

other non-native speakers. According to the British Council as cited by Braine (2005), 

English is spoken as the first language by approximately 375 million people, as the 

second language by an equal amount, as a foreign language by about 750 million people 

and has some sort of official status in at least 75 countries with a population of over 2 

billion speakers. Such numbers reflect that its use is being perpetuated by its non-native 
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speakers who may very likely be the ones to determine its future, as Graddol (1997) 

contends.  

 It comes as no surprise then that English has become the language that is 

associated with the process of globalization, explained by Giddens (1990, p.64) as “the 

intensification of worldwide social relations which link distant realities in such a way that 

local happenings are shaped by events occurring many miles away and viceversa.” The 

‘mutual shaping of distant realities’ because of the ‘intensification of worldwide social 

relations’ brings into mind the importance of language as it serves as the primary 

medium of social interaction.  Even though everyday interaction takes place within local 

communities, vast numbers of individuals are going beyond the local into new 

communities which are being constructed as they speak. This new order of worldwide 

relations needs a common linguistic code and it is not difficult to infer that English 

permeates the mediums of interaction, be it the internet, satellite radio and TV, academic, 

business and technological journals, pop culture such as movies, music and sitcoms. It 

has spread as an international language and learners from many corners of the earth are 

acquiring it as a means to be a participant of this concept of the “modern world”. Within 

this context, English may be portrayed as a valuable tool for inclusion into certain global 

spheres and as a result it is perceived as a desirable asset or as a highly-charged 

ideological endeavor with dangerous effects on minority languages and cultures. 

 In the first case, English Language Teaching (ELT) is viewed as beneficial, 

neutral and a natural language teaching choice in classrooms all over the world. Positions 

such as these view the acquisition of English as a matter of individual choice, “countless 
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millions of acts of choice, by students, by teachers, employers and employed…what 

drives them is a view of their job prospects, their relationship with the rest of the world, 

their excitement in youth culture, a wish to be insiders, to be in touch.” (Hanson as cited 

by Pennycook, 2001, p.57)  

 Yet concerns about this “natural, neutral” choice have been raised by previous 

scholars (Canagarajah, 1999a, Phillipson & Skuttnab-Kangas 1999, Pennycook, 2003).  

The fact that English language learning is viewed as an individual choice distracts the 

learner from the fact that the education and employment institutions promote the learning 

of English as a condition to survive in areas where traditionally only one language was 

needed. Likewise, the acquisition of English has either relegated other majority languages 

for more specialized purposes, like science and technology, or worse yet, has led to the 

extinction of minority languages. Phillipson’s (1992) central idea is that of “linguistic 

imperialism” where he argues that the promotion of English as a ‘superior language’ is 

ideological and promoted by both material and institutional structures. Language 

ideologies about the superiority of English for scientific and technological purposes 

prevail and feed into the ‘need’ to acquire English in order to survive in a global world.  

A LEARNER’S SPACE IN THE WORLD IN ENGLISH 

 Yet, it has also been my personal experience as an EFL teacher that students’ 

reactions to EFL learning are not necessarily immersed in the great individual pleasures 

of learning the language of their choice nor in viewing the English language as a 

Tyrannosaurus rex (Swales, 1997) which threatens their language and cultural identity. 

The learners are more likely in ambivalent positions, not as passive receivers of an 
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imperialist language but in doing something with the language that will bring some kind 

of change, as will be seen in the interviews with all the participants. In searching for a 

position that acknowledges both the ideological underpinnings of the spread of English in 

the world as well as a recognition of agency in the user of the language, Kramsch (2002), 

Pennycook (2003) Canagarajah (1993b) and Norton (1997) offer alternative frameworks 

for consolidating both institutional power and individual agency in language use.  

 In the context of globalization, Pennycook (2003) describes a useful framework 

for understanding the complexities of the use of English around the world, and which I 

find as especially helpful in consolidating the globalizing power of English with 

individual learner agency. Pennycook draws on the work of Walter Mignolo, who 

distinguishes between globalization and mundialización. In such terms, globalization 

alludes to the Western world’s ideas on how the world should be ordered, such as the 

widespread idea that European culture is higher civilization. Mundialización, translated 

as worldliness by Pennycook (2003) refers to “local histories in which global histories are 

enacted or where they have to be adapted, adopted, transformed and rearticulated” 

(Mignolo 2000 as cited by Pennycook, 2003, p.15) That is, sites of “resistance, change, 

adaptation and reformulation.” (Pennycook, 2003, p.15) and which converge in large part 

with Canagarajah’s (1999b) notion of ‘resistance’ in English teaching, where the idea is 

not the rejection of English, but an inclusive, ethical and democratic reconstitution of it. 

Pennycook views this framework as helpful as it allows a focus on the globalization 

process, the political and social inequalities, and the cultural effects of English.  
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 Kramsch (2002) also refers to a “third space” as a site for constructions of new 

identities which emerge because of the opposing nature of cross-cultural experiences. She 

views culture “not as given social practice but as social construction and co-construction 

in discursive encounters.” (p.4). In this sense she sees cross-cultural encounters in the 

language classroom as sites of “reinscription and relocation emerging out of cultural 

difference” (Bhabha, as cited by Kramsch 2002, p.4).  

 Canagarajah (1993b) believes that issues of politics in the teaching of English 

become a much more complex issue when observing the actual classroom. He dismantles 

the largely theoretical language ideology position (citing Phillipson’s work extensively) 

by observing what it is that Sri Lankan students actually do in the face of domination and 

resistance in the EFL context. While he finds actual resistance to the language, he also 

finds how this resistance is accompanied by a belief in the benefits of English, leading to 

a type of motivation based on approving standard language tests. He qualifies the 

behavior of these students as ambivalent, “…which contain elements of accommodation 

as well as opposition in response to the conflicting pulls of socioeconomic mobility, on 

the one hand, and cultural integrity on the other.” (Canagarajah, 1993b, p.624). 

 Studies such as these convincingly demonstrate that identity construction and 

conflict do arise in the process of second language learning, which has to some degree 

questioned traditional SLA theory that claim that it is the individual differences between 

learners that ultimately predict the learner’s success, relegating social and power issues as 

nonexistent in the language acquisition process (Pavlenko, 2000). Or as Miller (2004) 

points out: “…the language learner in much of SLA theory…has been constructed as a 
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kind of ahistorical stick figure, appearing without a past, existing outside of any social 

context” (p.292).The underlying theoretical position of identity and SLA responds to the 

emergence of a new direction in the field which views identity as discursively 

constructed, embedded in social practices andideologically charged (Miller, 2004). The 

majority of the SLA scholars who view language learning in this realm allude to 

poststructuralist theories as a framework, one that will be particularly useful for the 

conceptualization of this research. 

POSTSTRUCTURALISM AND SLA 

 In a comprehensive introduction of theoretical approaches to the study of identity 

in SLA, Pavlenko (2002) reviews how poststructuralism can shed light on theorizing 

social aspects of L2 learning and use. She views the beginning of poststructuralist inquiry 

as originating in Pennycook’s (1990) call for Critical Applied Linguistics (CALx) where 

he discusses the need to map “micro and macro relations, ways of understanding a 

relation between concepts of society, ideology, global capitalism, colonialism, education, 

gender, racism, sexuality, class, and classroom utterances, translations, conversations, 

genres, second language acquisition, media texts.”(p.5). Norton Pierce’s (1995) study of 

immigrant women in Canada and learning investment and Rampton’s (1995) research of 

code crossing in the UK answered the call. According to Pavlenko (2002) their work was 

the beginning of new questions, new approaches and new terminology that has been 

circulating in contemporary SLA research. 

 Poststructuralism, then, is a broad term and overlaps with a variety of theoretical 

positions, but for the purposes of clarity, I use Weedon’s (1987) conception of 
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poststructuralism, defined as “a range of theoretical positions which address the questions 

of how social power is exercised and how social relations of gender, class and race might 

be transformed.”(p.20). At the center of poststructualism and SLA are the view of 

language as symbolic capital (1991) and the site for identity construction (Weedon, 

1987), language acquisition as language socialization (Ochs 1988, Wenger 1998) and L2 

users with multiple, dynamic and fluid identities (McKay & Wong, 1996; Norton Pierce, 

1995; Pavlenko, 2000). In sum, L2 users’ social, ethnic, gender, cultural, and linguistic 

identities imply access to linguistic resources and interactional opportunities, yet at the 

same time, these identities are being (re)constructed in the process of L2 learning and 

use. As Mexican learners and teachers, and as non-natives, the participants in the study 

were looking for access to interactional opportunities, creating them in the hallways and 

classrooms, but also looking forward to opportunities of language use in the future. In 

that process, they were aware that changes in identity were imminent.  

The View of Language 

 In a poststructuralist framework, language is theorized as a collection of 

discourses (Foucault, 1972), as symbolic capital (Bourdieu, 1991), and as a site of 

identity construction and negotiation. Poststructuralism views language as discourses 

permeated with meaning, rather than from an ‘objective’ stance that views language as 

consisting solely of arbitrary signs. Foucault’s conception of discourses are “practices 

which form the objects of which they speak” (as cited by Pavlenko, 2002, p. 283) and 

serve to reproduce, maintain and/or challenge power and knowledge structures (Weedon, 

1987). Factors such as race, class, gender, ethnicity or linguistic competence influence 
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the development of discourses, oftentimes creating opposing versions of reality. How 

Mexican students and teachers viewed the L2 cultural practices often differed greatly 

from how textbook writers viewed these same practices.   

 In very general simplified terms, poststructuralism also breaks away from the 

Saussurean structuralist perspective that views language as synchronic, a particular 

linguistic system existing at a particular point in time. In this sense, languages are seen as 

arbitrary and equal in pure linguistic terms. Poststructuralism emphasizes the language’s 

diachronic system, a collection of linguistic elements changing over time. In other words, 

language is viewed as dynamic and intricate to social and cultural processes, hence 

differences in language use inevitably arise because of the unequal distribution of power 

among its users (Pennycook, 2001).  Bourdieu’s (1991) view of language as a form of 

cultural capital is considered central to poststructuralist thought, in which language is 

viewed as a complex set of social, historical and political conditions of formation, where 

ideal conditions of equality do not necessarily exist for the speaker because of their social 

place on the “linguistic market”. In this view, access to more prestigious forms of 

education and employment are conditioned in large part by the use and ownership of 

particular language varieties.  Pavlenko (2002) adds that the view of language as 

symbolic capital has an advantage over the notion of instrumental motivation as it 

permits a more comprehensive view of the individual and the relation to social contexts, 

highlighting the processes by which certain linguistic varieties and practices acquire or 

lose value in the linguistic marketplace. Such notions are highly important for this 
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research, given the status of English on a linguistic marketplace and the often stigmatized 

non-native status of the teachers and learners I interview.  

 Norton Pierce (1995) convincingly argues that these students are far from neutral 

beings, they are actually making investments in their own learning because they expect a 

certain outcome from the language. She expands on the notions of integrative or 

instrumental motivations to include the social and historical relationship of learners to the 

target language, often times imbued with ambivalence, by replacing motivation with 

investment. In Norton’s sense, investment responds to Bourdieu’s notion of cultural 

capital. Norton points out that when learners invest in a second language, it is with the 

understanding that they expect to acquire more symbolic and material resources, which 

then increase the value of their cultural capital. Thus, when learners use the target 

language, they are not just exchanging information for the sake of doing so, they are 

redefining who they are in the new contexts and how they relate to the social world which 

is available to them because of the language.   

Language as a Site of Identity Construction 

 In poststructuralist thought, identities are seen as constructed by discourses, which 

in turn provide the means of expression of these particular identities. Thus, individuals 

may position and be positioned in certain identities related to gender, age, social class, 

and educational level (among many other variables) because of particular ways that 

discourses are performed. Yet, at the same time, none of these subject positions are ever 

stable, since individuals are creating as well as resisting their own positioning constantly. 

Agency, then, is crucial to the framework of poststructuralism. (Pavlenko, 2002).   
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 Norton Pierce (1995) was one of the first SLA scholars to point out that learning 

outcomes are closely influenced by identity factors within a poststructuralist framework. 

L2 users’ subject positions; race, ethnicity, class, gender - wise, mediate access to 

linguistic resources available in the L2.  Agencies and investments in language learning 

and use are also shaped by the learners’ available identities in the L2. There may be times 

when the available discourses in the L2 will provide opportunities to cross boundaries 

and assimilate into the new communities, but there may be others when the L2 does not 

provide the appropriate discourses that represent who they are in the L1-leading to 

conflict with the L2 culture and oftentimes, misrepresentation of identities. In cases such 

as these, the language learners’ “desire to acquire the symbolic capital afforded by the 

language may be in conflict with their resistance to the range of identities offered by the 

language.” (Pavlenko, 2002, p.285).  

The examples I provided about the Mexican students who had anti-American feelings yet 

felt compelled to learn American English are true examples of learner in conflicting 

positions. 

 Thus, poststructuralism reconceptualizes the notion of language attitudes as 

ideologies, linking individuals’ attitudes and belief systems to a larger societal process. 

For the purposes of this research, poststructuralism allows for an analysis that connects 

learners’ and teachers’ individual attitudes and motivations to particular language 

ideologies held by society at large, many of which may be racist, discriminatory, 

excluding and harmful. Yet, at the same time, poststructuralism also allows for resistance, 

agency and change, features which will be seen in the makeup of this research.  
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LEGITIMATE PERIPHERAL PARTICIPATION 

Part of the learning process, as will be seen in this study, is the access to 

membership of a discourse community in the target language. Discourse community 

emphasizes the language and discourses associated with a specific group or community. 

McVittie (2004) finds that unlike a speech community, into which an individual is often 

born to or socialized in, membership of a discourse community is usually a matter of 

choice and typically focuses on the use and analysis of written communication; however 

speech can also be discourse. Davies (1991), as cited by McVittie (2004), defined 

members of a discourse community as those people who felt they had a right to speak and 

who believed what they had to say could affect the future of the conversation. For Davies 

a new version of ‘self’ is created in each discourse community because each one has a 

conversational topic that defines it, a history, and an inherent set of values. Similar to the 

notion of speech community, for a person to become a member of a discourse community 

that person should accept some of the community values, becoming a different self from 

what (s)he is in another discourse community. Canagarajah (2002) discusses how there is 

the question of stability and power of discourse communities and their genres. If 

discourse communities are seen as stable, with experts who perform gatekeeping roles, 

then their genres are normative and novices must conform to the expectations of the 

community in order to enter it. Canagarajah suggests that this view takes power away 

from the learners and proposes that conventions and rules should be deconstructed . 

 Johns (1997) has noted that “discourse community” is being displaced by a 

“community of practice” because it has a clearer definition that includes mutual 
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engagement and a joint enterprise which separates it from more diffuse meanings. The 

term “community of practice” was developed by Lave and Wenger (1991) who contend 

that communities are formed by “a set of relations among persons, activity and world, 

over time and in relation with other tangential and overlapping communities of practice” 

(p.98). The sets of practices that make up a community are specific, local, historically 

constructed and changing and integrated by newcomers and oldtimers. For Lave and 

Wenger, learning is accomplished as a process whereby newcomers to a community 

participate in ‘attenuated ways’ with oldtimers in the performance of community 

practices. The difference between oldtimers and newcomers is their access to 

participation and community resources, implying that this access is differentially 

powered because of their status. Oldtimers have more power to negotiate legitimate 

activities for the community; nonetheless, this advantage does not come without conflict 

and competition with one another, as well as with affiliation. These participants are 

assigned particular identities within the community and are in constant evolution. Lave 

and Wenger view learning as socially situated and constituted by relations among 

members of a community: “(the) social structure of the community of practice, its power 

relations, and its conditions for legitimacy define possibilities for learning (i.e. for 

legitimate peripheral participation)” (p.98). 

 Kanno and Norton (2003) remind us that while Lave and Wenger talk about 

immediate accessible communities where the involvement of the learner is direct and 

concrete, that is not necessarily the case with language learners since they are not 

necessarily involved or even considered as a potential peripheral member of the 
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community of practice. Seen in this light, a language learner’s socialization into a 

community is far more complex than appropriating established grammar, rules of use, 

and social knowledge of language functions and norms, as the traditional definition of the 

speech community contends; or the appropriation of “values” and the “individual choice” 

as the traditional notion of discourse community contemplates. As foreign language 

learners, they cannot place their finger on a particular community because they do not yet 

possess the language, the conventions nor the values of the communities. 

 The ideas of discourse and speech communities as well as communities of 

practices have proven essential in the study of language phenomena and social sphere, 

especially when the members of the communities are quite aware that they belong to 

these particular communities because of their concrete tangible presence and their ability 

to communicate with the other members. However, they can be problematic because they 

tend to delimit the communities- a description that defies the global communities in 

which foreign language learners may seek membership. .  

IMAGINED COMMUNITIES 

 

 In her work on identity and language learning, Norton (2000) applies Wenger’s 

(1998) theory of imagination and learning, where imagination serves as a link with 

current practice and broader projects. Imagination, then, is a process of self-expansion by 

transcending our time and space and envisioning new images of ourselves and the world 

(Wenger, 1998).Direct involvement with community requires both tangible and concrete 

relations (referred to as engagement) as well as imagination. For the language learner, 

who is new or who may not be part of a community, but is working towards learning the 
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community’s language, the imagination plays an important role because s(he) envisions 

him/her self eventually as a recognized member.  

 Wenger’s (1998) model of imagination explains how people “reinvent [themselves], 

[their] enterprises, [their] practices, and [their] communities” (p. 185) and the important 

role this has in actual engagement with the learning process. Wenger (1998) exemplifies 

by telling the story of two stonecutters who were asked what they were doing. One 

answered, “I am cutting this stone in a perfectly square shape,” and the other responded, 

“I am building a cathedral” (p. 176). Even though both stonecutters were doing exactly 

the same thing, their responses indicated that their sense of self and the connection with 

the activity were very different. Wenger states how this difference in perceptions and 

engagement with their current work greatly impacts their current and future learning, but 

also creates new images of ourselves and of the world.  

 Wenger’s example can easily translate for the foreign language learner. In countries 

such as Mexico where students may not use English beyond the classroom, two situations 

may generally arise. The first is that students are in the course because it is a requirement 

and filling in the textbook exercises is enough, like the first stone cutter. Or like the 

second stone cutter, students are learning a language because they have future projections 

about what they will be doing with the language - perhaps they will travel the world or 

further their studies in an English speaking country, or find a job that will allow them and 

their families to live in a dignified manner. The possibilities are endless but it is easy to 

see how the learning outcome is greatly determined by the learners’ sense of future 

selves. 
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 Such a projection can be interpreted within the notion of imagined communities, 

which according to Kanno and Norton (2003), “…refer to groups of people, not 

immediately tangible and accessible, with whom we connect through the power of the 

imagination”. (p.241). They explain how in the course of our everyday lives we interact 

with direct communities, such as the school, the workplace, or the neighborhood. 

However, when we are learning, as Wenger (1998) finds, we are also expanding who we 

are both spatially and temporally, and we are creating new perspectives of the world and 

our place in it. In this sense, we are also creating another kind of community: the 

imagined community. 

 The concept of imagined community enhances an understanding of language 

learning and identity by taking into account future relationships with communities of 

practice
2
 (Lave & Wenger, 1991). Unlike communities of practice, where the relationship 

is direct and tangible, they argue that learners may not have a direct involvement or a 

concrete relationship with these communities of practice but are preparing themselves for 

future affiliation. Such communities may include future relationships present only in the 

learners’ imagination as well as affiliations that expand local concrete communities to 

national or even transnational communities. The power of such a concept is that these 

imagined communities play an important role in the learners’ current practices and 

investment in the target language.In research related to imagined communities and 

                                                 
2
 Lave and Wenger (1991) explain how learning is not just a cognitive process but also participation in 

communities with shared practices. When learners become more knowledgeable of the community 

practices their level of engagement and responsibility also increases. Communities of Practice can range 

from midwives practice, to stonecutters, to language classrooms, to therapy groups- all tangible and direct 

communities.   
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language learning, the notion of imagined communities has been interpreted in two ways: 

the first is the learners’ projected relationships with communities of practice and the 

second is the institutional projections of available communities. In the first case, the 

Mexican language learner who aspires to become an English-Spanish translator and 

travel the world is an example; while the second case would be exemplified by the 

communities the textbook curriculum offers as representative of English speaking 

communities through the framing of characters and cultural practices as will be seen in 

Chapter 3. 

 The following research on imagined communities may shed light on how the 

framework offers new perspectives on the relationship between language learning, 

identity and imagination. Framing the notion of imagined communities from the 

perspective of the institution, I summarize the work of Kanno (2003), Dagenais (2003) 

and Silberstein (2003). 

 Kanno (2003) examines the relationship between institutional visions and individual 

identities. She uses the notion of imagined communities to examine the relationship 

between four Japanese bilingual school’s visions for their students (from elites to recent 

immigrants), their policies and practices, and the students’ identities. She finds how the 

different schools’ visions of the community they are serving condition the schools’ 

practices and policies and ultimately affect the identities of the students. In this context, 

students are socialized into different kinds of imagined communities and thus into 

different kinds of bilingualism.  

 Like Kanno (2003), Dagenais (2003) frames the imagined community from the 
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perspective of the national schooling system, yet also includes the parents’ imagined 

communities. She finds how the Canadian national context of bilingualism as well as a 

transnational perspective held by immigrant parents promote an imagined identity for 

these immigrants’ children, promoting multilingualism in order to benefit their children 

with language resources that will help transcend national borders and offer their children 

opportunities they did not have.  

 Silberstein (2003) draws on imagined communities to examine the media coverage 

of the O.J. Simpson case and finds how O.J. Simpson was transformed from the race-

neutral all-American sports hero to a racialized criminal. Silberstein views how this 

transformation is a result of the American contradictions as a racially divided society. She 

points out how these views have implications in the teaching of culture in language 

classrooms as culture is generally presented as homogeneous and stereotypical. As will 

be seen, this research has similar findings with regards to the representation of culture in 

the EFL textbook. 

 Norton and Kamal (2003), though, draw on imagined communities from the 

perspective of the learner, who study the imagined communities of English as a foreign 

language learners in a Pakistani school. The young students reflect on their perceptions of 

literacy and English language learning for the future, in which they envision themselves 

as a peaceful nation as well as a contributing member of the international community, 

despite the imaginings the media had elaborated on Pakistan post 9/11. This dissertation 

also reflects Mexican learners’ and non-native EFL teachers’ imagined communities of 

English, which as will be seen, are quite distinct from the imagined communities of 
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English the textbook offers.    

 As the above studies show, the framework of imagined community has been used 

on a variety of topics, however some common themes arise. Imagined communities draw 

out a range of possible identities. As Norton (2001) points out, “A learner’s imagined 

community invites an imagined identity, and a learner’s investment in the target language 

must be understood within this context” (p.166) Kanno and Norton (2003), however, 

brings us back to the reality that imagination is constrained by social ideologies and 

power(ful/less) positions, as seen in Kanno’s (2003) study where children were assigned 

specific identities once they became adults by the educational system that served them. 

Deganais (2003) also illustrated how parents were willing to invest in their children’s 

language education because they envisioned them as members of a global community. 

However, one stops and thinks if a working class family in a rural setting who is 

concerned about more immediate needs would be likely to conceptualize such imagined 

identities for their children.  

 In the context of language learning and teaching, learners’ identities must not be 

understood solely in terms of an investment in a real world but in terms of investment in 

a possible world. Learners connect with a community beyond their immediacy and that 

investment in an imagined community strongly influences identity construction and 

engagement in learning. A conception of imagined communities facilitates the 

understanding of learning because it permits us to see how the learners’ perceptions of 

the future affect their current practices and identities. Within a context of globalization 

and language learning, Mexican EFL learners are investing in their language learning 
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endeavor, even if they may be in ambivalent positions. As Norton (2000), Canagarajah 

(1999b), Kramsch (1993) and Pennycook (2004) point out, language learning implies 

identity-in-the-making, or as worded by Pennycook, “acts of identity, investment and 

semiotic (re)constructions.”(p.30)  

 My framework for the contextualization of English in this project lies somewhere 

along the lines of Pennycook, Kramsch, Canagarajah and Norton who view English 

language learning as ideological, as a site for the creation of new identities as well as the 

potential for resistance not to the language per se, but to the processes which brought it to 

occupy the powerful role it currently has on a global level. And so, it is in this framework 

where Mexican students learning English may be immersed: a complex global world of 

contradictions, between local language and cultural loyalties and global notions of 

modernity. Many are in a process of acquiring English – the language of globalization, 

because they are aware of the need to do so, in order to participate in imagined 

communities of practice – even if they may have ambivalent feelings towards their 

neighboring country to the north that has often argued for the supremacy of the English 

language, its citizens and its politics. 

THE TEXTBOOK AND ITS REPRESENTATIONS  

 

 The question is, through what venues are these students introduced to the perceived 

images of the “world in English“? What is it that they are investing in? The images of the 

world in English come from multiple sources, especially in a context of Global English. 

Yet without a doubt, the EFL classroom provides students with tangible perceptions of 

this world, and the textbook’s role is crucial in offering its depictions of language and 
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culture of the world in English through pictures, characters, storylines, grammar and 

cultural “facts”. EFL teachers, especially when they have not been immersed in an 

English speaking country, may rely heavily on the textbook because it is typically viewed 

as representing a factual, objective source of information- more so when the teachers’ 

only exposure to the language has been through textbooks. 

  As Dendrinos (1992) states: 

 In fact, the language of the textbook being used should be a special concern to us 

 since  the textbook is considered by both the students and teachers who use it as 

 the authority which determines what is to be learnt and how…the foreign language 

 textbook especially carries an additional authority: the authority of the writer who 

 is a native or native-like speaker. (p.131) 

 

For many Mexican foreign language teachers, the textbook not only guides the course 

activities, but also guides the language and culture content with which (s)he may not have 

first-hand knowledge. Most importantly it carries the weight of sole authority in 

classroom content decision-making because the teacher may not feel she has the authority 

of the native speaker with regards to “insider” knowledge of the language and culture of 

the English speaking world. It is also the case that many times the teacher may not be 

proficient in a model of second language acquisition that the textbook promotes, hence 

leaving little space up to the teacher to expand on the content. 

 According to van Dijk, the power of the textbook is that it is a tool which is often 

viewed as authoritative, factual, truth-based, and obligatory. He views the textbook, along 

with other public discourses, as more relevant than other texts in processes of social 

reproduction because of their impact on people’s beliefs.  Due to their “obligatory” status 

they play an important role in societal reproduction:  
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 Besides their overt contents aiming at the acquisition of standard knowledge in 

 society and culture, textbooks and their hidden curricula also play an important 

 role in the reproduction of dominant ideologies, such as those of race, gender and 

 class. It is therefore important to examine in some detail how textbooks do  this.  

 (2004, p.2)  

 

I would add that it is not only what is included in the text, but also what is not. If texts 

have the power of reproducing dominant ideologies, texts also have the power of 

invalidating other ideologies and/or lived experiences by not being included in the text.   

Hence, a thorough analysis of the textbook is necessary in order to determine how the 

textbook is portraying the “English speaking world” and if these particular students are a 

part of it. Such an analysis is important because for many of the students the textbook is a 

“legitimate” text which provides them with linguistic and cultural information related to 

the target language. It also has the power of strengthening or weakening the students’ 

investments in the target language.  

Previous Textbook Studies 

 The study of identity construction in foreign language textbooks is relatively recent. 

The pioneering studies were informed by feminist concerns and developments in critical 

and feminist pedagogy. In a study on the politics of the ESL classroom, Auerbach (1995) 

questions the authoritative role of the textbook in the classroom by asking questions such 

as “Whose voice is represented in the text?” and “How is their content related to 

students’ lives?” She notes that traditional language exercises in typical textbooks are 

based on functional approaches that focus on rehearsing correct forms rather than for the 

creation and exchange of ideas. She finds how such practices contradict Bakhtin’s notion 

of the “appropriation” of the language, in that the language can truly become one’s own 
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when the speaker “populates it with his own intentions, his own accent, when he 

appropriates the word, adapting it to his semantic and expressive intention.” (Bakhtin, 

1981 as cited by Auerbach 1995, p.22). Textbook practices rarely give the user an 

opportunity to ‘appropriate’ the language because of the prescriptive nature that it 

adjudicates to the presented language. Students are assumed to need and want what is 

presented in the text, when oftentimes they may overtly reject its content. Canagarajah’s 

(1993a) study found instances when Sri Lankan high school EFL students scratched out 

the written dialogs or modified the textbook illustrations to replace them with dialogs and 

illustrations that were more relevant to their political and social climate.  

Identity in textbooks 

 Textbooks have also been studied with a focus on identity and the identity options 

offered to the students. (Canagarajah, 1993a; Riches, 1999). Kinginger (2004) cites a first 

year college student of hers who, upon attempting to answer some questions from the 

textbook about their particular living situations asks “Comment dit-on trailer park? 

‘Cause I don’t live in no, like, château.” (p.225) – alluding to the lack of representation of 

working class individuals in the text. Kinginger (2004) exemplifies how class differences 

between the implied audiences in the textbook and the actual users are a barrier to 

language use. The avoidance of race as an issue in textbooks also has consequences such 

as in Talburt and Stewart’s (1999) study of an African-American woman on study 

abroad. The student points to her textbook as ignoring race issues and not preparing her 

for her experience in Spain as being singled out as racial other and as a sexual object. 

 Shardakova and Pavlenko (2004) use CDA to identify identity options in Russian 
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textbooks. They use Fairclough’s (1995) framework that looks for the connections 

between text properties and the social and cultural structures. In the textbook, they look 

to see how certain identities are highlighted and how others are hidden- namely those of 

the characters themselves as well as those of the textbook users.  Findings coincide with 

other studies (Dendrinos 1992, Tsai 1997, Gray 2004) in that the portrayed American 

characters are invariably White middle-class educated men, members of the international 

elite, whereas the textbook avoids discussing: 

 American women, African-American, Asian, Latinos, gay, lesbian, disabled or 

 working class individuals- even though it is members of these groups who are most 

 likely subject to harassment or discrimination…To ignore this fact …is to deprive 

 the students of important linguistic means of self-representation and self- defense. 

 (p.33) 

 

 Because of the complex nature of identity, specifically that of the learners and of 

the portrayed speakers of the “target language”, Norton & Toohey (2002) suggest that 

there is a need for texts that describe this very complexity of learners in the textbook, as 

opposed to static products that are traditionally portrayed as cultural icons of the “target 

language”, as noted by Kramsch (1993) as well. In this sense, textbooks must portray the 

complexities of its linguistic and cultural content as well as the complexities of its users. 

And so, in a setting of foreign language learning, language and culture is not only what 

has been lived in the target language, but also what has been imagined, because the 

learner also connects to speakers and contexts through the power of their imagination. At 

the same time, the textbook offers its own version of the imagined community of users of 

the language which, as seen with previously mentioned studies, deprives students of 
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needed linguistic and cultural resources to be able to position themselves as legitimate 

speakers. In this research, CDA of the textbook under study will answer to what degree it 

is offering the student the linguistic and cultural resources they need to become 

competent and active members of their imagined L2 communities.    

Cultural and Ideological Discourses in EFL Textbooks 

 Ihm (1996) finds how elementary school EFL/ESL textbooks in Korea reflect 

biases, stereotypes and under-representations that do not show the diversity of American 

society. Francis (1995) compared foreign textbooks and local textbooks and found how 

hegemony is still more prevalent in the foreign textbooks. Their findings reflect that the 

diversity of the American society needs to be better represented, departing from white, 

middle-class values very often depicted in the texts’ language and illustrations. In these 

analyses, English and its associated cultural depictions are still viewed as belonging to 

the United States or a country of the first circle - they are still bound to imagined national 

communities of native speakers speaking a standard variety.  

 Viewing the textbook as a commodity to be traded, Gray (2004) analyzes the 

particular worldview represented in many best-selling English Language Teaching 

textbooks sold worldwide and explains how publishers have undergone many pressures 

to be politically correct according to Western standards. He finds how some textbooks 

have become deterretorialized, that is, a shift to international settings where students are 

welcomed into a much larger world than in previous textbooks. The criteria of inclusivity 

seems to be a milestone for previous scholars such as Sunderland (1994) who analyzed  

gender biases in textbooks in her well known publication Women in TEFL and Women in 
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EFL Materials. Textbook publishing companies are now directing their efforts at a non-

sexist approach to the way men and women are represented throughout the coursebook. It 

is common to find that women and their voices make up half of the characters in the 

textbook. They are depicted as being assertive and having self-control while men may be 

portrayed as being vulnerable, displaying emotion and needing reassurance. Yet, to this 

date, gay and lesbian characters are still excluded from these textbooks. Gray (2004) 

cautions however, “The decision to incorporate language change (rather than seek to 

combat it) is indicative of a stance taken on by a political issue…Publishers say that their 

policies reflect rather than promote language change” (p.159). He adds that publishers are 

careful of avoiding issues deemed as inappropriate so as not to offend consumers’ 

perceived sensibilities. He also states that the acronym PARSNIP is helpful in the EFL 

textbook publishing world, summarizing that politics, alcohol, religion, sex, narcotics, 

isms and pork are taboo topics as a rule of thumb. Other topics to avoid include anarchy, 

Aids, Israel, and six pointed stars, racism, science when it involves altering nature 

(genetic engineering), terrorism and violence.  

 Language in textbooks is viewed as “cosmopolitan” by Brown, as cited in Gray 

(2004), a variety which:  

 …assumes a materialistic set of values in which international travel, not being 

 bored, positively being entertained, having leisure and above all, spending money 

 casually and without consideration of the sum involved in the pursuit of these ends, 

 are the norm…Students in many learning situations may have problems with 

 visas, need part-time jobs or have difficulties renting accommodation as well as 

 wanting to know how to enthuse over each others’clothes. (p.160) 
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 The “one size fits all” philosophy underlying the global textbook means that safe 

topics recur – foreign travel, holidays and tourism being one of the most common, 

findings with which my research concords. Gray (2004) cites Riches (1992) who found 

similar results in a survey of five global textbooks regarding the relations of the textbook 

characters, their social roles and the content of the texts. The analysis revealed that ELT 

textbooks, rather than modeling “neutral” discourses as they claim to do in order to 

appeal to a global audience, really model the discourse of a Western market economy and 

consumer society. He found that the attempt to create neutral content is not only 

undesirable but anti-pedagogical, resulting in euphemistic and vague language use. 

Wajnryb (1996), as cited by Gray (2004) examines Headway/Intermediate and The 

Australian English Course and finds that they “offer a ‘very thin slice of a clean, affluent 

social environment’ where daily life is simplified and dialogue is scripted into sets of 

adjacency pairs that ill-prepare students for the rough and tumble of the real world- where 

the preferred response may not always be forthcoming.” (p.161). In a similar vein, 

Dendrinos (1992) examines EFL textbooks and develops a guide for teachers to educate 

their language students to become more aware of the ideological implications. She 

recommends that teachers and students be more critical in using textbooks, since she 

finds the world in textbooks to be portrayed as a relatively peaceful uncomplicated 

society.  

 As seen in the previous studies, foreign language textbooks have been amply 

analyzed from critical angles. The limited representations of identity options is a 

recurring finding, as these are all presented as affluent, comfortable and mainly White, 
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thus reproducing dominant ideologies. There are less studies though, on the ideologies of 

language that are transmitted in EFL textbooks. Standard English and native speakers as 

models of language use are seen as a given. As Train (2002) (cited by Ducar, 2006) 

states, the value of learning a standard has not been questioned and it remains a universal 

legitimate.  

 Until now there are very few studies which have questioned the sole use of 

Standard American English (SAE) and native SAE speakers in textbooks (with the 

exception of Matsuda, 2002), an issue which is analyzed in this research, along with the 

Imagined Communities the textbook makes available 

CRITICAL DISCOURSE ANALYSIS  

 Critical Discourse Analysis (CDA) is an approach to the study of language and 

discourse in social institutions. Social institutions can range from the news media, to a 

school curriculum, to a communicative exchange between a doctor and her patient. CDA 

takes on a critical stance to discourse and language, understood as the conviction that 

asymmetries of power and resources between speakers and listeners, readers and writers, 

educators and students, and in the case of this study, textbook producers and textbook 

audience, exist due to unequal access to linguistic, cultural and social resources. CDA 

focuses on how power, identity, knowledge, social relations, and ideology are constructed 

through discourses and images in society.  

 Several theoretical orientations provide foundations for CDA: 

1) Poststructuralism, or the view that discourse operates across institutional sites, 

and the role that language plays in constructing identities and actions; 
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2) Bourdieu’s conceptualization of language, or the idea that textual practices and 

interactions with these are forms of “cultural capital”- that is they hold exchange 

values in particular social fields; 

3) Neo-marxist cultural theory- from the assumption that discourses are created and 

used within political economies, with the purpose of creating broader ideological 

interests and social movements; 

4) Foucaltian notion of discourse, in that discourses are viewed as institutional 

representations of power, and truth is controlled by these discourses. 

 The objective of CDA is to uncover the hidden ideological assumptions in texts 

 with the purpose of resisting and overcoming discursively enacted power and 

 also to be aware that as social actors, we can potentially exert power over others 

 through discursive practice. 

 According to Fairclough (1995) CDA has the potential of revealing the “opaque” 

relationships that exist between a) the actual text; b) the discursive practice; and c) the 

larger social context in which the text and discursive practices are produced and 

circulated. In other words, a text is a result of actions that are replete of power relations. 

The same text is interpreted and internalized by recipients according to socially 

established and filtered rules, norms and mental models. If texts are not critically 

analyzed for elements of power and dominance, the text’s inherent inequalities remain 

unchallenged. 

 CDA parts from the premise that the asymmetries between receivers and 

producers of discourses are linked to an unequal distribution of social and linguistic 
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resources. Institutions (as producers and propagators of discourses) play a crucial role as 

gatekeepers of discourse- they control what can be said, how it can be said, how 

discourses can be conceptualized and how they can be distributed. However, CDA also 

has as a central objective, bringing about changes in the distribution of social and 

linguistic resources- as the unmasking of these discursive practices will potentially cede 

power over to the oppressed and subordinate populations. 

 To do CDA implies being able to choose from a repertoire of analytical 

techniques from different disciplines, such as pragmatics and speech act theory which 

view texts as forms of social action that occur in complex social contexts. Halliday 

(1978), through his work in systemic functional linguistics, demonstrated how linguistic 

forms are related to social and ideological functions. Such techniques can account for the 

observance of issues such as class, gender, culture and other social differences in the 

analysis. Another burgeoning technique in CDA is the analysis of metaphors and 

metonymies inherent in discourses, which can potentially reveal modes of thinking and 

conceptualizations (Charteris-Black, 2004). The recurrent use of some metaphors can be 

thought of as ideologies. Ultimately, some CDA theorists have considered that more than 

an actual methodology, it is an “attitude” or perspective (van Dijk, 2001) towards the 

study of language in relation to power. 

 I adhere to van Dijk’s conceptualization of CDA as it “aims to offer a different 

"mode" or "perspective" of theorizing, analysis, and application throughout the whole 

field” (p.353). In this broader sense, language use is problematic because it reflects social 

and ideological processes, but at the same time it is also considered as a resource to 
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counteract dominant ideologies. As will be seen in this study, van Dijk’s work in 

textbooks, and the representation of subordinate populations’ identities, is highly 

influential in providing a framework for my findings. Luke (2002) provides a convincing 

summary of van Dijk’s approach, as analytically balancing both the ideology in texts as 

well as the actual uptake of the texts by the audience- thus emphasizing the role of 

agency in the consumption and distribution of discourses. 

 This study takes an approach like van Dijk’s in that agency is emphasized, and 

even privileged, over the researcher’s analysis of ideologies in textbook discourses. As 

will be seen in the chapters of this study, the textbook audience (teachers and students) 

not only answer questions related to the textbook, they also counteract the discursively 

enacted power implicit in the textbook by posing new questions and by taking on new 

learning and teaching approaches. 
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CHAPTER 2: METHODOLOGY 

As previously examined, there has been important work in the area of discourse 

analysis and textbooks. Much of the work has been under a much-needed critical lens that 

has focused on issues of identity, power and ideology implicit in the texts. English 

language textbooks seem to be under more intense scrutiny because of the powerful role 

of English in the world and the dominating ideologies conveyed by and through the 

language.  

This dissertation intends to add a qualitative triangulation standpoint to textbook 

analysis - that is from the researcher’s view, the teachers’ view and from the language 

learners’ point of view- who also happen to be future professionals in the EFL field. Until 

now, Critical Discourse Analysis has been highly criticized because it privileges “a 

position of knowledge that is somehow able to decide for others what is true.” 

(Pennycook 2001, p.88). The intention of this dissertation is to dispel such a privilege and 

give voice to the actual recipients of the textbook’s discourse- the teachers and the 

students. In this particular case, the students are investing not only time and effort, they 

have made a life decision to become professionals in the field. The teachers, on the other 

hand, use the textbook as their primary tool to carry out their everyday work. It is 

imperative to give voice to their perceptions and observe how it is that they negotiate 

with the textbook’s content, especially in a context where they are not necessarily 

considered as legitimate members because of their non-native speaker status.  

This study also fills a gap in language planning efforts, especially at institutional 

levels where English is taught as a foreign language. Until now, there have been no 
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guidelines that can critically assist instructors and program directors as to what to look 

for when choosing an appropriate textbook (and with that the corresponding 

methodology) in an EFL institutional setting. Language planning texts have yet to include 

a more in-depth study on the role of textbooks in language planning efforts, despite the 

fact that the English language is promoted as the major language of global language 

planning efforts and is part of a growing and highly competitive industry. 

In the pedagogical realm, this study contributes both to the learners’ and 

instructors’ critical awareness of language and culture content in the textbooks they use 

on a daily basis, because as Ducar (2006) points out, instructors need to be made aware of 

how to be critically reflective of the materials they use in class by questioning the 

standardized linguistic and cultural knowledge in textbooks. Dendrinos (1992) adds that 

foreign language students should not only be concerned about learning the language but 

also be concerned about developing social sensitivity and language awareness. This study 

addresses the need to introduce critical language awareness both to students and to 

teachers.  Finally, the study provides users’ perspectives to publishing companies, who in 

the effort to sanitize the content and not offend any of the users, do just the opposite by 

excluding many of them.   
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RESEARCH QUESTIONS 

Because I am interested in a critical view of the textbook as well as the 

perceptions of language learners and teachers, the proposed research questions are four-

part: 

Regarding the textbook: 

1) What are the projected imagined communities in the textbook?  

Where does the EFL textbook situate the community(ies) in which the English language 

is used? What language and cultural practices does the text offer as representative of the 

textbook’s imagined communities? Who are the characters in the textbook that are 

representative of the English language user community? What critical metaphors and 

metonyms does the textbook use to construct the imagined community?  

This question addresses the actual content of the textbook ranging from the actual 

illustrations and pictures to the cultural information considered as representative of the 

English speaking community. That is, what are the practices and habits that the textbook 

sees as proper of the English language? What accents and varieties are offered in the 

accompanying audio and video tapes? Whose voices, faces and bodies are portrayed as 

legitimate speakers of English? Such depictions offer an idea of the textbook’s imagined 

community of English speakers.  The analysis of critical metaphors and metonymies are 

also a strong tool to understand how the text is representing the learner population. That 

is, does the textbook view the learner as an insider or outsider of the imagined 

community it has constructed? How is the learner constructed through the language? 

How are legitimate speakers constructed? Like Dendrinos (1992) I look at who has the 
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power and authority to reprimand, to complain, to dictate on the do’s and don’ts of the 

target language’s implied culture. Grammatical choices such as the use of passive versus 

active sentences convey agency or lack of it in the depicted characters and perceived 

learners. Ultimately, all the previous information will offer a view of the textbook’s 

linguistic and cultural imagined community.  

With regards to the English language learner: 

2) How does the language learner conceive of her/his imagined community with 

respect to the use of English?  

Through semi-scripted interviews, the language learners who also happen to be teachers-

in-training conveyed their perceptions about the role of English in the world, but most 

specifically the role of English in their daily lives. The reasons for such questions were to 

contrast what the textbook offers and the actual needs of the users. Specifically, how does 

the learner relate to the broader social world in which s(he) will use the English 

language? What are the reasons for learning English? In what imagined contexts will 

English be used? Who are the imagined interlocutors? How do the learners perceive their 

lives, their opportunities and their experiences will change once they reach their desired 

fluency? Is there resistance and/or adherence to the conception of imagined community 

offered by the textbooks? 

 3) How does the teacher convey the textbook’s imagined community? 

Through classroom observations I center on observing how and if the teacher is 

conveying the textbook’s imagined community’s ideologies, cultural viewpoints as well 

as particular varieties of language. Does the teacher resist, appropriate, transform or 
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remain neutral to the textbook’s content? Assuming that the teacher has experience in the 

English teaching profession as well as knowledge of the contexts of the use of English in 

a peripheral setting, I seek how and if they convey the textbook’s imagined community 

both through their actions in the classroom as well as through one-on-one interviews.  

 4)  How does the EFL textbooks’ portrayal of the imagined community connect 

with the learners’ and teachers’ conceptions of the imagined community? 

 Finally, the study intends to link textual analysis with the users’ perceptions of 

their world in English. Are the users’ investments in the language learning endeavor 

being validated? How is the textbook representing an imagined community of English 

users? Are the students’ imagined communities recognized in the textbook? Are the 

teachers’ experiences as non-native speakers of English reflected in the textbook?  Such 

an analysis is crucial to ensure that the materials created by foreign textbook publishers 

suit the needs of the users in countries where globalization is seen as the current state of 

being, and to ensure that the users’ investments in the language learning endeavor are 

being validated. 

PARTICIPANTS 

Participants are grouped into Teachers and Students/Teachers-in-Training who are 

described below: 

Students/Teachers-in-Training 

I chose to include this particular group of participants because of the investment 

they have in the English language learning endeavor, now and in the future.  When they 

were interviewed, they were enrolled both in the Licenciatura en Enseñanza de Inglés 
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program (B.A. program in English Language Teaching) and in the general English 

course. While most students in the B.A. program are not required to register in the 

general English courses, these participants were enrolled in the general courses because 

their proficiency levels were tested as being lower than the majority of the students who 

were enrolled in the program. Their academic advisors strongly recommended them to 

take these courses even though they are not part of the credited courses in the BA 

program. At the time of the interview, these students had first-hand knowledge of the 

English course’s textbook and could provide a more informed view of the cultural and 

language content than other university students who were enrolled if only because 

completing a language course was a requirement. 

Future-wise, the English language had an important role in their personal 

portrayals of their Imagined Community, more so than other university students enrolled 

in the EFL courses. The English language would be instrumental in their future, just as 

knowledge of medicine would be instrumental for a physician. This group, who I have 

denominated students/teachers in training were instrumental in offering the researcher a 

view as to what the practices of future teachers would be like and how they are able to 

assess current linguistic, cultural and ideological practices in the teaching of English. 

Participants were recruited through posted flyers in the Universidad de Sonora’s 

Department of Foreign Languages where they were asked to contact me at my e-mail 

address if they had any interest in participating in the research project. A total of seven 

participants between the ages of 18 and 22 participated due to the small pool of 
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individuals who fit the limited criteria of being enrolled both in the general courses as 

well as in the Licenciatura en Enseñanza de inglés (ELT) program.  

The English Teachers 

The other group of participants were Level 6 and Level 7 teachers who were using 

book 3 of Jack C. Richard’s et al. (2005) Interchange 3rd Edition  at the time of data 

collection. The Department of Foreign Languages provided me a list of teacher 

assignments and a total of 10 teachers were identified as possible participants. Each 

teacher was contacted through a personal letter where I asked for permission to observe 

their classes as well as to interview them. Two male and seven female teacher 

participants agreed to participate. It is interesting to note that the formal training and 

experience varied greatly amongst the teachers. The younger teachers, Cecilia and Pedro, 

were recent graduates of the ELT program while the more experienced teachers had 

entered the field when no formal preparation was required to be able to teach. This last 

group of teachers had an average of 21 years teaching while the previous group had an 

average of four years in the teaching field. 

The Textbook 

The textbook under study is Book 3 of Jack C. Richards et al. Interchange 3rd 

Edition. Because I am interested in triangulating my perceptions as well as that of the 

users, I delimited my selection to the particular text that both the teachers and students of 

this study are currently using in the level 6 and 7 English courses at the Universidad de 

Sonora.  
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Interchange has been used as the main textbook in the general courses for over 14 

years at the institution. Each new edition of the textbook series has been incorporated into 

the syllabus as soon as it has appeared on the market. However, the Universidad de 

Sonora’s allegiance to the book is not isolated, in fact the series is one of the most widely 

sold EFL textbooks in the world (www.professorjackrichards.com). 

The text claims to be based on the Communicative Approach, an approach that is 

one of the most popular in present-day language teaching courses. Communicative 

language teaching claims the need for communication in “real-life” situations that the 

teacher or textbook typically sets up for the purposes of engaging in meaningful 

communication. The theoretical underpinnings can be traced back to Dell Hymes’ (1974) 

notion of communicative competence, a view that stresses that the competent language 

user commands not only the grammar and vocabulary of the target language but can also 

use the linguistic knowledge in a range of social situations.  Thus, the textbook 

emphasizes the teaching of functions such as seeking information, apologizing, and 

expressing likes and dislikes. The functions are then integrated with related themes, 

structures, vocabulary, grammar, pronunciation and listening exercises.  

RESEARCH STAGES 

Using Critical Discourse Analysis to Unveil the EFL Textbook 

 The method that I use to analyze the textbook is framed in Critical Discourse 

Analysis, which as explained previously, allows for the study of language in relation to 

power and ideology. Because I am interested in analyzing linguistic and cultural 

components of the textbook and their relation to broader ideologies of the world in 
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English, CDA (van Dijk, 2001) allows for an analysis of written texts and spoken words 

in order to reveal the underlying discourses of power, dominance, inequality and bias. 

Huckin’s (1997) approach to doing CDA is integrated into my analysis. Huckin 

recommends looking at the text as a whole, first uncritically, or from the reader’s point of 

view. While still looking at the text as a whole, Huckin (1997) recommends as a next step 

to look at what sort of perspective, angle or point of view is being presented, also known 

as framing, which is accomplished in the following ways: 1) choosing and placing 

specific photographs, diagrams and sketches to illustrate the text ; 2) using headings and 

keywords to emphasize certain concepts by giving them textual prominence, called 

foregrounding if the text is emphasized and backgrounding if the text is there but de-

emphasized or minimized; 3) the omission of ideas, characters, or concepts which the 

average reader will not notice, and thereby not scrutinize;  4) the phrasing of sentences as 

if there is no alternative (presupposition) and; 5) the manipulation of the reader by using 

certain voices to convey the message that certain points of view are more legitimate, true, 

and significant while leaving out other voices. Having analyzed how the text was framed, 

the next step consists of looking at the sentence, phrase and lexical level, through 

topicalization, agency, presupposition, insinuation, connotation, modality, and register to 

discover the underlying ideologies of the text.   

As I am interested in how English language speakers are visually portrayed I look 

at how they are represented in 272 pages of the textbook’s photographs and illustrations, 

focusing on aspects of race, ethnicity, socio-economic class/profession and age (gender is 

not looked at because of the conscious effort publishers have made in balancing gender 
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representation- even if it is limited to a heterosexual gender balance). I also look for 

cultural practices that are depicted as representative of the world in English, specifically 

where these cultural practices are situated and who practices them. The settings in which 

the chapters are developed are also an important indicator of where the textbook creators 

view English language use as relevant.  

The second aspect of the textbook I analyze are the language varieties and accents 

that are included in the textbook, specifically I focus on the grammar presentations, the 

conversations, the vocabulary, and the listening exercises. I look for the varieties of 

English in the textbook and listen for different accents in the listening exercises as well as 

in the video. In the analysis of the language features, I analyze the range of grammar 

varieties presented, the pronunciation standards, and the range of English language 

varieties presented in the listening exercises. As explained earlier, language is conceived 

as fundamentally ideological, therefore the language functions in a textbook construct 

realities about what can be said by whom and for what purpose (Dendrinos 1992), and I 

should add, how it is said. 

The video program that accompanies the textbook is also analyzed for the same 

content. The video consists of sixteen video units, of which seven are dramatized by 

actors and nine are documentaries. The guide that accompanies these videos states that 

“Each documentary sequence is based on authentic, unscripted interviews with people in 

various situations, and serves to illustrate how language is used by real people in real 

situations” (Zemach 2005, p.1). CDA allows for a reinterpretation of this statement, such 
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that a close analysis reveals exactly who is referred to by “real people” and “real 

situations”.  The video sequences were also analyzed for language varieties and accents. 

English Language Ideologies from the Participants’ Perspectives 

 The next phase of my analysis was to gather information on the ideologies both 

groups of participants have towards the use, the teaching and the learning of English as a 

way of situating the perceptions and interactions they had towards the textbook under 

analysis. I conducted semi-structured interviews with both the teacher and the 

student/teacher-in-training population. A semi-structured interview combines structured 

questions with flexibility to formulate other questions while doing the interview. The 

objective of this type of interview is to gain understanding of the interviewee’s 

perspective by using open-ended questions, rather than limiting responses to closed ended 

questions. The interview is more conversational in nature than a question-answer format, 

thus the way questions are asked or the way certain topics are approached may differ in 

each interview session because of the different dynamic and rapport that develops 

between the interviewer and each of the interviewees.  

Some of the advantages to this technique are that positive rapport between the 

interviewer and the interviewee can be developed in the interview session. It also gives 

the interviewee an opportunity to explain something in detail and in-depth, thus leading 

to new questions and topics that the interviewer had not previously thought of. Most 

importantly, it provides a rare opportunity for participants to reflect on issues they deal 

with on a daily basis, yet rarely have an opportunity to question. In other words, it 

provides a space for interviewees to critically assess their perceptions and practices. Two 
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different interviews were designed for each group of participants (see Appendix A & B 

for the interview questions). As stated before, my interest was to triangulate my findings 

with perceptions of students and teachers, thus a core set of questions were asked with 

regards to language ideologies of English and their personal experiences with the 

analyzed textbook. 

 However because the teachers’ and the students’ experiences with the English 

language differed, I also asked each group specific questions that related to their own 

personal experience with the English language. Specifically, teachers were asked about 

their personal teaching histories while the students were asked about their learning needs, 

as well as asked to write a literacy autobiography. Three issues were key to the design of 

the interview: 

1.      Language ideologies of English: Participants were asked questions that related to the 

role of English in today’s world, as well as their opinions on standard and non-standard 

varieties of English for the purposes of learning and teaching. I also asked questions that 

related to the appropriateness and desirability of being exposed to different linguistic 

varieties from that of the textbook. 

2.      Experience and interaction with the textbook: The objective of these sets of questions 

was to reflect on the textbook itself and how well the textbook represents the users’ ideas 

on what the world in English is like. Concretely, the questions inquired as to how useful 

or not they found the textbook to be with regards to the linguistic and cultural content 

they were interested in learning and in relating to. Was the textbook making their current 

investment a valuable one? 
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3.  The imagined communities from the teachers’ and the students’/teachers-in-training 

perspective: These questions addressed how it is that the participant envisions the social 

networks that will be a part of once they acquire their desired fluency of English. That is, 

what communities of practice do they see themselves as members of in a near future? Is 

the textbook representing these imagined communities?  

 The last phase of the analysis focused on the teachers’ practices around the use of 

the textbook in the classroom. Classroom observations were carried out with the purpose 

of observing how the textbook is being used in class by both the teachers and the 

students. Two one-hour classroom sessions of each of the participant teachers were 

observed, totaling 18 hours of observation. I chose to do non-participatory observations 

because of its non-obtrusive nature which permitted me to observe how the class is 

typically taught and to focus on the relationship between teacher, students and textbook. I 

tape recorded and took field notes of classroom activities which allowed me to cross-

check my observations.  

I primarily focused on the following aspects: a) how often the textbook was used 

in classroom activities; b) for what purposes the textbook was used; c) how students 

responded to the textbook; and d) how teachers presented and reacted to the textbook’s 

content, to which I especially focused on the legitimacy the teacher attributed to the 

textbook’s linguistic and cultural components. 

When observing how students responded to the textbook I looked at how they 

engaged with the textbook exercises. Did they follow the textbook’s instructions and 

engage in the activities or did they choose to talk about other aspects outside of the 
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textbook’s scopes? While it was not possible to focus on all students I limited my 

observation to one individual, one group or one pair when they were grouped by the 

teacher. 

The results of the interviews and observations were qualitatively analyzed for 

recurrent themes, and subsequently compared to my CDA findings of the textbook. 

CHAPTER OVERVIEWS 

 Chapter 3 presents the findings of my CDA analysis of the textbook. The first part 

of my analysis looks at the racial and ethnic makeup and the native and non-native 

speaker status of the characters in the textbook and its accompanying video and DVD. I 

then continue by examining what voices are heard in the accompanying CD and video as 

well as the written dialogs in the textbook. Another angle to this analysis is not only who 

is represented via images, but who has a voice. The objective of this phase of the analysis 

is to find if the portrayed characters serve as language models or serve more decorative 

purposes. The results to these findings are discussed both numerically and qualitatively. 

Because the textbook is distributed globally, other countries besides the United States are 

also represented in the textbook. I analyze how these countries, the traditions and its 

members are portrayed.  

 Chapter 4 discusses the perceptions of the future EFL teachers who as current 

EFL students use the textbook to complete their language requirements in the ELT 

program. The analysis is organized around the following issues: 1) Language ideologies 

of English, namely their perceptions with regards to the roles of English, their 

perceptions on variations of English as well as their language learning attitudes and 
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identities; and 2) Perceived Imagined Communities, which addresses how the future EFL 

teachers and speakers envision the social networks they will be a part of as well as their 

perceived professional practice.  

 Chapter 5 provides a description of the learning, teaching and training experiences 

with the intention of describing how the interviewees situate themselves as teachers in 

terms of ideology and practice. By doing so, their teaching practices and interaction with 

the textbook may be better understood, as this study draws upon the idea that teaching 

practices shape and are shaped by beliefs, assumptions, and language ideologies. I focus 

on the dialectic relationship between language teaching and learning practices and 

ideologies about language. Hence, the chapter is organized in the following way: I) The 

teachers’ learning, teaching and training experiences; II) ideologies about English as a 

Foreign Language; III) and ideologies about English language teaching. 

 Chapter 6 discusses both groups of participants’ experiences and interactions with 

the textbook. Specifically, I focus on their reflections with regards to the language 

variation, representation of culture, and portrayal of English speakers’ identities in the 

textbook. The analyzed data was a product of both interviews and observations. From the 

observations, I was able to focus on how teachers introduced the language and cultural 

components of the textbook, practices which could either align or reject the textbook’s 

suggested approaches.  

 In Chapter 7, I conclude with a summary of the findings along with 

recommendations that were offered by the participants in this study as a result of their 

critiques of the textbook. I adhere to these recommendations, as they contribute to the 
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improvement of cultural representations in the textbook, but I also add recommendations 

for generating a wider representation of varieties of English in the textbook, and 

opportunities for generating intercultural communication. Finally, I conclude with the 

crucial need to include in-depth analyses of users’ perspectives, as agency can be 

forgotten when stories are rewritten by theories.  
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CHAPTER 3: 

CRITICAL DISCOURSE ANALYSIS OF THE EFL TEXTBOOK 

INTRODUCTION 

CDA and EFL Textbooks 

 English as a Foreign Language (EFL) textbooks have been largely subject to 

detailed critical analysis, perhaps because of the controversial nature of the role of 

English worldwide. Such analyses have pointed toward the textbooks’ sanitized views of 

the world where the characters live in clean, affluent social environments with no day-to-

day problems people often face such as violence, poverty, discrimination, racism, or 

simply making ends meet (Brown,1990; Dendrinos,1992); where Westerners have it in 

their hands to rid the world of its ecological problems (Tsai,1997); or where white, 

middle-class Americans arrive in a foreign country as welcome heroes. (Shardakova & 

Pavlenko, 2004). Other more recent analyses have found that while sexism has been 

redressed, there is still a systematic exclusion of lesbian and gay characters (Thornbury, 

1999). 

 One of the most important analyses of this type can be attributed to the work of 

Sunderland (1994) who within a feminist perspective found that men and women were 

still unequally represented in EFL textbooks despite a scholarly and political awareness 

of gender equality at the time. They found that not only was the numerical representation 

of men higher in the textbooks, the representation of the social roles of men and women 

was largely unfair and biased as it was not uncommon to find women in the home with 

the children while men were out in the world as the breadwinners. Most importantly, 
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Sunderland’s (1994) work did not just remain at a scholarship level, it now serves as a 

guideline when editing the textbooks for balanced gender inclusion (Gray 2002).  

 Such a guideline forms part of a series of other guidelines of appropriateness and 

inclusiveness which textbook publishing companies use to be able to cater to a wide 

range of clients, especially in light of the popularity of English learning worldwide and 

its increasing use in today’s ‘global’ world.  

Standards of Inclusivity and Appropriateness  

 For Gray (2002), EFL textbooks, situated within a framework of globalization, are 

viewed as commodities to be traded, as they “contain the interplay of contradictory 

commercial, pedagogic and ethical interests” (p.157). In other words, global EFL 

textbook publishing companies juggle cultural values and pedagogical effectiveness to 

make the textbook as commercially popular as possible. It becomes an even more 

difficult task when one takes into account the great diversity of the users worldwide. The 

notion of political correctness, hence, plays a strong role because these textbooks are 

designed for a wide array of clients with different cultural, religious and political values, 

which may oftentimes contradict one another. For these publishing companies, the simple 

solution for gaining commercial success and popularity among a wide range of clients 

from all over the world has been to adopt topics and include characters which are as 

seemingly ‘neutral’ as possible rather than develop a more realistic depiction of everyday 

language use. 

 In such an approach, limitations such as those uncovered by a critical analysis, as 

mentioned previously, have been found to prevail. While the advantage is that it is a one-
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size-fits-all approach, the consequence is that it fails to provide learners opportunities of 

engaging in meaningful and real communication. Predetermined topics, characters, and 

situations are simply omitted in order not to offend the users, when most likely it is these 

which the learners will have to confront out in the real world. Such topics, according to 

Gray (2002) are guided by the inappropriacy guideline in which textbook writers, as a 

rule of thumb, are advised “to avoid religion, politics, alcohol, sex, narcotics, isms and 

pork” (p.158) to not offend users’ sensibilities. Publishing companies then, adhere to a 

“one-size-fits-all” philosophy, meaning that it is the safe topics which have a place in the 

textbook, and which are all too familiar to second or foreign language teachers and 

students: such as foreign travel, holidays and tourism. 

  These same books have also adapted a different layout from previous EFL 

textbooks, where much of the learning took place by following the adventures of a group 

of set characters who explored traditional “English speaking” cities or countries, such as 

London or San Francisco, introducing the user to language, customs and places 

considered representative of the target language. More recent textbooks, though, differ 

substantially from this layout in that there are no central roles given to certain characters 

and stories are not necessarily located in spaces traditionally perceived as belonging to 

traditionally conceived ‘target’ language communities. That is, while the textbooks may 

claim to teach a certain dialectal variety, such as American English, the characters, places 

and customs are not necessarily located in the United States, at least not explicitly. 

According to Gray (2002), there is a growing shift to international settings in textbooks, 

which reflect the publishers’ acknowledgment that English is becoming an increasingly 
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global language. “Students today are welcomed into a much larger world than that 

(literally) mapped in the opening pages…” (p.157).  And so in response to globalization, 

Gray notes how publishing companies now place learners in the more expanded 

geographical boundaries of the English language by including more heterogeneous 

characters, places and experiences than was done traditionally. 

 Thus, publishing companies are in a rather constrained situation, mediating 

between selling the textbooks, ensuring that they are pedagogically sound and designing 

textbooks that are appealing to multiple users’ interests. Gray’s (2002) findings on the 

editing practices of the publishing companies reflect how they are careful to reflect 

current language practices and political appropriateness. Such an example, as mentioned 

previously is that sexism -understood within a mainstream heterosexual perspective of 

inclusion- does not seem to be a problem in textbooks due to the following reasons: the 

first is that there are guidelines of inclusivity as the result of fervent feminist scholarship, 

and the second is that language change in English seems to reflect less gender bias
3
. 

Examples such as these reflect that publishing companies are well aware of current 

language ideologies, yet at the same time they still exclude populations such as gays, 

lesbians, bisexuals and transgendered people who are also potential clients and language 

learners, all for the sake of political appropriateness. 

 Such an example of appropriateness, which may ultimately lead to exclusion of 

peoples and topics outside of mainstream frameworks, leads me to explore how a popular 

                                                 
3
 Such as more care when addressing women as “Ms.”or using terms such as “humanity” or “people” in 

lieu of  “mankind”. 
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global EFL textbook, Richards, Hull & Proctor’s (2005) Interchange Third Edition Book 

3, addresses issues of inclusivity and appropriateness. 

Research Questions  

 This chapter explores the ideologies underlying EFL textbook publishing 

guidelines, which in their aim to make textbooks inclusive and appropriate oftentimes 

reproduce dominant ideologies of who and what is to be included and who and what is to 

be excluded. Within a framework of Imagined Communities and using Critical Discourse 

Analysis as an analytical tool, I explore how Interchange Third Edition Book 3,a global 

EFL textbook, creates images and voices of a model English-speaking community. These 

model voices and images of what constitutes an English-speaking community are crucial 

in that they form part of the learners’ imaginations of which varieties, grammars and 

accents constitute appropriate English, and which speakers and cultural practices are 

deemed as legitimate. While the textbook claims to acknowledge that English is an 

international language, it also states that it bases its teaching on an American English 

variety. 

 It is important to keep in mind that many of the textbook’s users are not in the 

United States nor in an English speaking country. Instead, they are in countries in Asia, 

Latin America, Europe, or Africa where English is not used as a primary language of 

communication. They may or may not have intentions or access to live or travel to a 

community outside of their own. Their access to images and voices of an English 

speaking community are oftentimes limited, so the textbook has the tremendous potential 

of shaping the imagining of an English-speaking community with regards to the voices, 
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the people and the experiences that are considered “legitimate”. One of the most 

important implications is the compatibility of the textbook’s Imagined Community to the 

learner’s Imagined Community. 

 In analyzing the textbook, and its accompanying video and audio components my 

research questions are the following:   

a) Who is part of the Imagined Community? Specifically, I look at the racial and 

ethnic makeup and the native and non-native speaker status of the characters. 

b) Who is excluded from the Imagined Community? I list racial, ethnic and national 

identities that are not included but are nonetheless quantitatively important 

populations in the United States
4
.  

c) Who has a voice in this community? Besides being visually present, I also 

examine which characters actually speak for themselves in the accompanying 

video and audio components. This is important because it is an indication of 

d) who has a voice and therefore able to represent him/herself in the text, rather than 

being represented by the textbook as merely a visual prop.  

e) Because the book is a global textbook, other countries are also represented in the 

textbook. I analyze how these countries and its members are portrayed. Does the 

textbook have the intention of including these countries as part of the Imagined 

Community or are they Othered?  

 

 

                                                 
4
 I use the US Census categorization of racial and ethnic categories. 
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Interchange 3
rd

 Edition Layout 

 Interchange Third Edition is comprised of a textbook, an accompanying audio CD 

that compliments the textbook exercises, a workbook and a separate video DVD with its 

accompanying teacher’s guide.  

 The textbook contains 175 pages and is separated into 16 units, each of which has 

a section dedicated to speaking, grammar, pronunciation, listening, writing, reading, 

cultural facts, and an activity which promotes communicative competence. Each unit is 

organized around a central topic accompanying functions. One such example is 

friendship as a central topic, with the grammar focus on relative pronouns such as “I like 

guys who aren’t too serious”. Vocabulary for this particular unit consists of words that 

describe personalities. The accompanying CD includes 42 audio scripts with listening 

exercises included in the textbook, which consist of either full length conversations or 

short question-answer formats where students tick off correct answers in their textbooks. 

The listening exercise for the unit about friendship consists of a conversation between 

two friends talking about dating preferences. The relative pronouns who and that, which 

are the grammar focus of this particular unit, are used constantly, for example: “I like 

guys who have a sense of humor…I prefer someone I have something in common with – 

who I can talk to easily”. 

The textbook is also accompanied by a student’s workbook, which consists of 96 

pages of fill-in-the-blank exercises which promote grammatical and vocabulary accuracy. 

The workbook unit that corresponds to the unit about friendship has several exercises that 

reinforce grammatical structures with relative pronouns, still centering around the topic 
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of friendship, as well as vocabulary related to personality traits. Lastly, a video 

accompanies the textbook. It includes one video segment for each corresponding unit in 

the textbook, such that the video’s topic is closely related to the textbook’s unit topic. 

The corresponding video to the unit on friendship, for example, is titled Dream Date 

(Zemach, 2002, Unit 1), which presents a dating game show in which Sarah, the 

contestant, must select one of three bachelors with whom to have a date. The main topic, 

grammar and vocabulary are integrated in all the textbook’s components. There are a 

total of 16 video segments which last from five to eleven minutes each and are 

accompanied by suggested exercises for presentation of language and topic, as well as 

comprehension and conversation activities. In total, the video segments are divided into 

seven dramatized sequences: role plays where actors and actresses play out scripted 

scenes and “documentaries” where “real” people are interviewed in a series of events 

such as salsa dancing, culture shock or protecting a wildlife refuge. 

 The textbook and workbook have a mix of visuals: photographs, illustrations and 

cartoons. There are a total of 526 identified human characters in the textbook, workbook, 

video book and accompanying DVD. They are represented either by photographs, video 

segments, illustrations or cartoons. In some cases, the images serve as decorative 

purposes, in order to add more color and illustration to the text. These would be 

characterized as background characters. On other occasions the images represent 

characters whose voice is heard, and whose purpose is to illustrate or clarify a point. 

These can be considered foreground characters.  
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 The general layout of the textbook is a collage of different characters and images 

who do not relate to each other, even though they may relate to the overarching topic in 

the unit. For example, the unit on friendship depicts a cartoon of two friends, Chris and 

Kim, on their lunch break, preceded by a bar graph on love and marriage in North 

America. Two pages later, there is a photograph of a tired father lying on the couch while 

his children play dress-up with him. The same page has a photograph of two women on a 

hiking trip. Later, there is an illustration of a male student talking on his cell phone in 

class, while his teacher angrily looks on, and below that an illustration of a woman 

looking nervously at her watch. Of all these depictions, only Chris and Kim are actually 

foreground characters who are heard on audio recordings. On the other hand, there is no 

relation among any of these characters and their purpose is to individually illustrate each 

of the 12 exercises that comprise the unit. Such a layout differs radically from previous 

textbook layouts which had central characters that the reader could follow from the 

beginning to the end of the textbook.  Interchange’s layout is not isolated as it follows a 

layout similar to what Risager (1991) describes as “postmodern”. The features of such an 

approach to textbook layouts include: “fragmentation, objectivisation, and interest in a 

bright surface, absence of expressed values and personal feelings and the lack of a 

historical perspective” (p.191). The emphasis seems to be on the glossy makeup of the 

book, capturing the audience’s attention through the visual and aesthetic, rather than on 

an engagement with the textbook characters and their adventures, as was a more 

traditional approach in prior language textbooks.  
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RACIAL AND ETHNIC CATEGORIZATION 

 

Defining race and ethnicity as categories continues to be a complicated matter because of 

the lack of objectivity in defining such issues, as these are cultural constructions, which 

are highly variable in time and space. In other words, there is no one way to classify race 

and ethnicity due to the fluidity of cultural and political conceptions which determine 

what is meant by being “Black, “White”, “Latino” etc. At different times in American 

history, Latinos were officially classified as Whites, and Irish immigrants were classified 

as Black. However, despite the fluidity of such categorizations, they continue to be a 

powerful factor in determing which groups have more or less access to resources and 

opportunities. Race and ethnicity continue to be categories that shape people’s social and 

cultural experiences in profound ways, despite the lack of scientific evidence that these 

actually exist.  

 For the purposes of this research I rely on highly controversial, but widely used 

criteria which makes possible the grouping of individuals into racial and/or ethnic 

categories, such as visual cues, which consist of a) skin color, b) hair color and 

characteristics, and c) facial features. But I also rely on self identifying features such as 

d) name and/or surname, e) language accent and/or L1 and f) verbally expressed self-

identification
5
. On some occasions all the information was available but other times it 

was not, so I relied on my personal intuition, given the qualitative and interpretive nature 

of this study, as well as my experience as a person who has lived in a raced society for 

                                                 
5
 Due to the subjective perceptions that accompany this categorization my interpretation is just that, 

interpretation, bearing in mind that other readers may have different opinions as to what constitute racial 

and/or ethnic identification 
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many years, as to what constitutes a person of the following racial and/or ethnic 

categories in the United States: 

a. White 

b. Black 

c. Asian (Japanese, Chinese, Taiwanese or Korean heritage)  

d. Latino 

e. European specified 

f. Other Asian 

g. Middle Eastern 

 

The most complex categorization was the Latino identity because it is an ethnic identity 

rather than a racial one. In order to classify a character as Latino, it was preferable that 

either a name or a Spanish-sounding accent accompany the face, in the case that the 

person did not self identify as being Latino.  

Figure 1: Racial and Ethnic Categorization  

 Of the 526 total characters in the textbook, the largest population portrayed is that 

of the White (Anglo-American) group. The next group is the Asian population, 
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specifically Chinese, Taiwanese, Japanese and Korean characters. Latinos and Blacks, the 

traditional minority groups in the U.S., are fairly equally represented in numerical terms. 

While relatively insignificant in numbers, it is important to note that the European 

population presented in the textbook tended to be represented with their names and 

accomplishments, usually because they were presented as famous accomplished people. 

The next group, “other Asian specified” was a category created for Asians such as Indian, 

Pacific Islander, and Filipino due to their low representation in the textbook. A total of 

five “Middle Eastern” characters were identified, even though only one was an actual 

photograph of a man dressed in typical Middle Eastern attire while being interviewed by 

a journalist. Three of the other men I identified as Middle Eastern could lead to 

speculation due to the fact that they are dressed in Western attire, and do not have any 

text which accompany their photograph. However the criteria I used is that their physical 

features could be those of Middle Eastern men and they are also kissing as a form of 

greeting each other- a common practice among Middle Eastern men, according to cultural 

insiders. Finally, Christiane Amanpour, a CNN correspondent is reported upon, despite 

the fact that her identity as a woman of Iranian descent is never revealed in the story
6
. 

 It is important to note that the textbook is caught within two contexts, as it 

explicitly states: “Interchange Third Edition is written in American English, but reflects 

the fact that English is a major language of international communication, and is not 

limited to any one country, region, or culture.” (textbook backcover- my italics for 

emphasis ). In other words, the textbook acknowledges the global or international nature 

                                                 
6
 She is included on a list of famous Persian women on the following website: 

http://en.wikipedia.org/wiki/List_of_famous_Persian_women 
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of the English language even though it adheres to a standard American English variety. 

Similar to Gray’s (2002) findings on the nature of the global EFL textbook, the textbook 

does not explicitly locate the characters or the settings in a determined geographical 

boundary, rather the textbook implicitly sets the context as “North American”- 

understood as the United States and Canada (but not Mexico) by almost exclusively 

including characters, accents, contexts, cultural facts, and cultural habits proper to the 

United States and English-speaking Canada. In fact, the term “in North America” is 

constantly used in the textbook, and users are asked to compare their cultural habits to 

those exposed in the textbook, which happen to be North American. In other words, the 

textbook is designed such that the language learner is considered the cultural outsider 

with the need to learn about the people, habits and language of the United States and 

Anglophone Canada. 

 The White population has the greatest visual portrayal in the textbook at roughly 

60%. When comparing this population to the 2000 US census date, it is still lower than 

the White population estimated at 69%. However, further evidence points to the fact that 

the textbook creators did not necessarily intend to reflect the actual proportions of the US 

population, but rather to paint a diverse and peaceful picture of English speakers in North 

America that would appeal to the actual consumers, yet represent a strong dominance of 

the white Anglo population.  

 For instance, it was evident how the textbook responded to consumer patterns, in 

that the Asian population was over-represented when comparing the actual population to 

the 2000 U.S. Census. In the textbook this population represents 16.2% of the total 
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characters while the U.S. Census reports a 3.7% of the total population to be Asian. By 

including a high proportion of Asian characters, it was evident that the textbook was 

seeking to appeal to its greatest market of textbook consumers- looking beyond the U.S. 

population to a global one. Such a strategy indicated that the textbook producers were 

aware that representation of its consumers in the textbook could potentially be a positive 

feature. However, another important market for the textbook is Latin America, and yet 

Latinos are actually underrepresented in the textbook. The percentage of Latinos 

according to the 2000 U.S. Census is 12.5%, whereas the textbook’s Latino population is 

9.3%. It is important to note that with a couple of exceptions, the Latino characters were 

all represented in the textbook as being from the US of Latino heritage, therefore 

indexing a minority status rather than a learner or foreign status. In this case, the Latino 

population served to represent diversity – albeit underrepresented- but necessary to index 

the “multicultural” nature of the U.S. The Black population also served a similar purpose. 

All Blacks were represented as being African-American with the exception of some 

African children with an American Peace Corps volunteer. Their representation also 

served to paint a picture of diversity, 10.6% of the textbook characters in contrast to US 

census data of 12.3%. 

 As seen, the majority versus minority dichotomy is constructed in the makeup of 

the characters in the textbook. The White population still holds a majority status while 

the traditional minority groups are represented in order to offer a fragile image of the 

multicultural and diverse nature of the United States. As Ducar (2006) points out, 

representations such as these “present a peaceful coexistence of the races, and a 
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predominantly middle-class valued-people as the norm, with the majority of historical 

and social struggles being obfuscated in the texts” (p.72). Characters are not only 

presented as coexisting peacefully with no reference to historical struggles between these 

groups, they are also represented as minority tokens of what a diverse community should 

look like according to a majority perspective. The White Anglo population continues to 

be the majority population, while the most and only salient minority groups continue to 

be Blacks, Latinos and Asians.  

THE EXCLUDED MEMBERS 

 

 The bigger problem, though, is not the under- or over- representation of racial or 

ethnic groups, it is the exclusion of other populations that have also been traditionally 

excluded in the media and in the literature. The risk is even greater when the textbook 

constructs images of English speaking communities from an Anglo-American perspective 

and marketing it to non-Anglo-American learners who may have limited access to the 

realities of an English speaking community. After all, much of what the learners perceive 

from images offered to them by foreign sources become part of the imagined 

communities of which they may aspire to become members. In terms of population, the 

textbook’s representation is limited to White Americans, Asians, Latinos and Blacks. U.S 

citizens and English speakers such as Native Americans, Native Hawaiians, people of 

mixed races and Puerto Ricans are not pictured nor mentioned on any of the textbook’s 

pages. Only one Indian-American was pictured in the textbook, portrayed with a 

corresponding stereotype, as a computer software entrepreneur! Arab- Americans, while 

constituting an important minority group in the US are not pictured nor included in any 
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part of the text. As explained before, the only explicit allusion to an Arab was one 

dressed in Arab attire while being interviewed by an American reporter. The lack of 

portrayal of Arabs and Arab-Americans is no different from the portrayal of this 

particular ethnic group in American mainstream media, where they are portrayed as 

potential terrorists post 9-11, or where their contributions to U.S. society are easily 

forgotten, as a result of the media’s controversial and highly unfair portrayal.  

 Recent immigrants were excluded from the textbook as well, unless they were 

foreign exchange students who either had questions regarding appropriate cultural norms 

or were undergoing cultural shock. In their majority, the Asian and Latino characters in 

the textbook were represented as native to the U.S, fully assimilated and no different 

from the White Anglo population. They spoke, dressed, and lived according to middle 

class values, and as Ducar (2006) finds, Latinos, and in this case, Asians are “the other” 

Whites (p.72) The realities of an immigrant, which could be the potential status of many 

of the textbook’s users, were not mentioned nor described in the textbook, thus omitting 

the realities millions of immigrants face day-to-day in an English speaking community 

such as the U.S.  

 The characters deemed as foreign were portrayed either as international students 

who are temporarily in the U.S. to learn the language and cultural norms or on one 

occasion as international English speakers in their own countries (in the video section). 

The international students’ participations consisted of asking questions about cultural 

norms, such as Kit-ken Lim, a Taiwanese foreign exchange student who is unsure of 

when to ask the teacher questions in class, or Marta, a Latin American English student 
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who asks her native friend what to do when invited for a dinner party at her professor’s 

home. The characters in these cases are portrayed as cultural outsiders who are eager to 

know about the American way of life. It does not go the other way around however, since 

they are not depicted as informing Americans about their cultural norms unless they are 

comparing their cultural norms to American ones.  

ENGLISH SPEAKERS OUTSIDE OF THE U.S. 

 Despite the textbook’s claim to “…reflect the fact that English is the major 

language of international communication, and is not limited to any one country, region, 

or culture” (back cover) no English speaking groups, with the exception of a 

documentary in the video section (Zemach, 2002, Travel World, Documentary 5) that 

portrays five non-native English speakers, are represented as existing outside of the 

United States. This particular video gave a much needed portrayal of international 

English speakers who were not native speakers but who spoke the language quite 

fluently. The interviewees also had an opportunity to talk about their experiences of 

cultural shock in different countries. Such exercises provide not only alternative language 

models but also opportunities for non-native English speakers to voice their experience in 

cultural clashes. The textbook, though, fails to fairly represent over one billion speakers 

of English who use it as second or foreign language (Crystal, 1997). An Australian 

speaker’s voice was heard once, but no other countries where English is an L1 such as 

Ireland, Great Britain or New Zealand or countries of the second circle where English is 

considered a primary language such as Singapore, Malaysia, India, Nigeria, Cameroon or 

Samoa was mentioned. The list of countries where English holds some kind of official 
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status is long. However it is enough to say that no such representation was given in the 

textbook. My findings are not isolated and the implications of such practices can have 

consequences, both in terms of self-identity as well as in terms of linguistic practice. In 

Matsuda’s (2002) study of ELT in Japan, she found that students did not feel they had 

any ownership of English because of the lack of international speakers and characters in 

textbooks, ceding its ownership to L1 speaking countries such as the U.S. or Great 

Britain. The Japanese teachers and students of English she studied internalized a world 

view that devalued their own international status as English speakers. Hence, she argues 

for the need to increase diversity among English users and their cultures. I would offer 

the same argument; there is a need to include a much wider representation of  

international users of English in the textbooks because it is they who are the users of the 

texts as well as the potential, if not actual, members of international communities of 

English speakers. Even though English has reached an international status in terms of 

number and representation of speakers, the textbook still limits the representation of users 

to a select and limited population- namely that of an Anglo majority population 

accompanied by a select group of traditional minority members of the United States- 

African-Americans, Hispanics and Asian-Americans (namely Japanese, Chinese, 

Taiwanese and Korean). 

WHO HAS A VOICE? 

 

 Many of the characters’ images in the textbook served illustrative or decorative 

purposes, while others were images of characters speaking or sharing their writing with 

the textbook user. This step of the analysis intends to reveal which characters actually 
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have a voice rather than serve the purpose of making the textbook seem “multicultural” 

and “inclusive” by including fragmented and disperse images. That is, I will focus not on 

the sole image of the character, but whether that image has a voice that confirms his or 

her existence. Because the text under analysis is a foreign language textbook, the voices 

and sounds from the textbook serve as models for learners to emulate and incorporate as 

their own. The question is whose voices serve as models? Whose voices should the 

learners aspire to?  

 For the purposes of this stage of the analysis I considered “voice” to be a) an 

actual recorded voice that accompanies the character or b) text that represents the written 

voice of the character, such as bubbled speech or c) writings that “belong” to the pictured 

character, such as journal excerpts or letters. The following figure presents the findings of 

the different voices along with their assumed ethnic or racial identity as evidenced by 

their visual representation in the textbook: 

Figure 2: Voice and Racial and/or Ethnic Identity 
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Table 1: Native and Non-Native Speaker Status by Race and Ethnicity  

 

 As seen, of the 143 instances where there was voice that accompanied a textbook 

character, 94 of the voices, or 66%, were uttered by White Anglo characters, a percentage 

that greatly exceeds the voiced participation of minority characters such as Asians, 

Latinos or Blacks. Asian and Latino characters have a slightly higher percentage of 

voiced participation than Blacks, since they are portrayed as both minority U.S. members 

(indexed by Standard American English native speaker accent) or as ESL learners 

(indexed by NNS accents or portrayed as cultural outsiders), while Blacks were only 

portrayed with SAE native speaker accents. The representation of the characters in the 

textbook is a tepid acknowledgement of the diversity in the United States, as the voices 

and portrayal of White Anglo characters is still quantitatively stronger than all the other 

non-white characters. For example, Black characters are also visually included a total of 

56 times, as seen previously in Table 1, even though they speak only 10 of those times, as 

seen in Table 2. These characters have the lowest incidence of voiced participation even 

though they are portrayed as American nationals using Standard American English and 

knowledgeable of “American customs”.  

 Such a representation of an English speaking community in the U.S. conveys a 

well-known image of the US and one that sadly reflects a dominant ideology as to how 

Race/Ethnicity Native Speaker  Non Native Speaker 

White 94 0 

Asian 15 7 

Latino 11 6 

Black 10 0 
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the population is racially distributed and who has an opportunity to have a voice. 

Ideologies about the American experience automatically place Whites at the center 

(Ferree & Hall, 1990), and textbooks are not the exception to the reproduction of this 

ideology. As seen, the White characters not only have a stronger visual presence, they 

also have a stronger oral presence in terms of how often their voices are literally heard to 

serve as models of the ideal speaker. Black characters, while they are represented as 

native speakers and as U.S. nationals, are least seen and least heard. Moreover, their 

voiced participation is constrained to a Midwestern Standard American English (SAE), 

leaving out other possibilities of voice that could be more indicative of alternative social 

realities such as African-American Vernacular English (Morgan, 2002). Asians and 

Latinos fall somewhere in the middle of the tally, as they were portrayed as both SAE 

speakers and as foreign language learners. Ironically, the portrayal of the characters in 

terms of appearance and voice, resemble current racial politics in the United States – a 

privileged white population which is more visible because of their “good English” and 

unmarked position within American society -, while relegating other populations to a less 

visible and less heard status.   

LANGUAGE VARIATION 

 The use of a native speaker variety, which in this textbook indexes a standard 

language variety, seems to be a constant in most language textbooks, with few 

exceptions. As Cook (1999) states, “The description of English underlying coursebooks 

seems implicitly native based, reflecting the teaching tradition’s idealized normative view 

of English rather than actual description” (p.185). As Cook rightly observes, EFL 
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textbooks have traditionally been more concerned with prescriptive than with descriptive 

language, granting almost exclusive legitimacy to native speakers who speak standard 

varieties as EFL learners’ models. The implied view is that only one hyper- monitored 

variety is deemed as legitimate even if the actual linguistic landscape is very diverse. The 

“mythical” existence of a concept such as “standard language” is well exemplified by 

Lippi-Green (1997) as she deconstructs the idea of standard language by setting forth that 

Standard US English is presumed to be “…the language spoken and written by persons 

with no regional accent, who reside in the Midwest (but never in the South), with more 

than average or superior education, who are educators or broadcasters, who pay attention 

to speech and are not sloppy, who are easily understood by all and who enter into a 

consensus of other individuals like themselves about what is proper language” (p.58). All 

of these are assumptions based on certain individuals’ ideas as to what is considered 

appropriate language use, namely those individuals who are in positions to make such 

claims. As Lippi-Green (1997, p.58) states, “normal people are not smart enough, not 

aware enough to be in charge of their own language”. Such an ideology about what 

constitutes proper language use becomes part of a common assumption among many EFL 

teachers and students I know who believe that learning a standard variety will permit 

them to be able to interact with “the majority of the native speakers”- only until they face 

a different linguistic reality outside of the classroom.  

 As Bourdieu (1991) explains, the completely homogenous language or speech 

community does not really exist, it is an ideal. “The illusion of linguistic communism” 

refers to the particular language practices that are the result of given historical and social 
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conditions. Rather than a description of language use, it is a normative model of correct 

usage which reproduces “an illusion of a common language and ignores the social and 

historical conditions which have established a particular set of linguistic practices as 

dominant and legitimate” (p.5). These issues are largely omitted in a typical language 

classroom; doing so would complicate what varieties and grammars are to be taught, and 

the neat language packages we language teachers rely on would tangle with issues of 

power, dissent, and dominance. The textbooks, as the carriers of these neat packages, do 

a particularly good job in reproducing these dominant varieties and projecting them as the 

legitimate way a language is spoken, even if it rests on an illusion. 

 Interchange is no exception to this practice; yet it did add samples of voices 

which deviate ever so slightly from the norm. However, these are not found in the 

pronunciation exercises or in the modeling of grammar functions, but in conversations 

between native and non-native characters in the textbook’s listening exercises, as seen in 

the following table:  

Table 2: Native and Non-native Speaker by Variety of English 

 

 

  

NS Ethnic flair NS NNS 

 

360 (95.4%) 2 (Latino) .5% 

1 Lei Ling .2% 

2 Australian NS .5% 

TOTAL: 5 (1.2%) 

6 (L1 Spanish) 1.6% 

3 (Chinese ESL learner) .8% 

4 (Japanese woman) 1% 

TOTAL: 13 (3.4) 
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Figure  3: Language Variation 

 Of the 378 recordings related to Book 3 of Interchange Third Edition, 360 of 

these were classified as Standard American English spoken by a native speaker. There 

were five other native speakers who spoke with what I classified as an “ethnic flair”- 

people who were not foreign language learners, rather they were native English speakers 

who modeled varieties other than SAE, such as Australian English, Chinese-American 

English, as modeled by Lei Ling, a Chinese-American character in the textbook, or 

Latino English, as spoken by a Mexican origin man talking about cultural shock when 

marrying an American woman who prepared him small lunches, or by José Curbelo, a 

street muralist in Minnesota. However, as mentioned before, these examples are rare as 

just over one percent of the recordings are of this nature. Fluent non-native characters are 

included in the recordings. Their status as non-native is made known because all of them 
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portray themselves as visitors or current English learners. There are a total of 13 such 

characters, approximately 3% of the total recordings. The learners are reflected in the 

characters, such that 6 of these are L1 Spanish speakers, 3 Chinese L1 speakers and 4 

Japanese L1 speakers. Interestingly enough, it is in these regions where the textbook is 

mostly distributed. 

 The limited examples are perhaps a result of the textbook producers’ moderate 

awareness that varieties exist and that non-native speakers can and do speak fluently, yet 

they were not enough to actually present a more realistic picture of language use in a 

multicultural or a global English speaking community. I would describe this approach as 

a “tepid” one, since only 18 of the 378 recordings are in some way or another distinct 

from the SAE native speaker models. They are enough to cover an “inclusiveness” quote 

for marketing or political correctness purposes, yet they are far from accurate with 

regards to the actual language use that many of the learners may confront in the future. 

OUTSIDE OF THE IMAGINED COMMUNITY 

 

 As Gray (2002) explains, modern language textbooks do not explicitly locate the 

characters in a specific country but rather take on a more cosmopolitan or wordly 

approach to the location of characters. The textbook under study takes on a similar 

approach, as it references other countries in the makeup of the textbook, but exclusively 

from an American perspective of the rest of the world. That is, these countries are either 

talked about and visited by Americans and/or are seen as potential tourist sites; reported 

upon by American media; or they are compared and/or evaluated in relation to American 

standards. None of the reading passages about foreign countries included voices and 
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experiences of local people talking about local experiences in their variety of English. 

The only exceptions are foreigners in the US, which then allows for a comparison of the 

foreigner’s cultural norms versus North American ones.  The American insider 

perspective of the outside world evokes an Us vs. Other dichotomy, the American being 

the “Us” and the “Other” being the citizens of foreign countries.  

 In my thematic analysis, the Us (U.S) perspective to the outside world followed a 

tourist’s view to the rest of the world. The textbook’s most common themes when 

referring to other countries are the following: 

• Americans having communication problems when traveling abroad (CP) 

• Events in other countries seen as “Strange News” (an actual title of a reading 

passage) (SN) 

• Tourism and traveling options abroad (T) 

• A comparison to (and oftentimes dissatisfaction with) foreign customs (FC) 

 The following table concentrates the information related to countries other than 

the U.S. and Canada and is organized in the following manner: 

Column I lists the names of the countries; Column II lists the themes found in my 

analysis, as explained in the previous paragraph; and Column III describes the subjects 

and topics in the passages related to foreign countries. 

Table 3:  Thematic Analysis of Countries other than the U.S. and Canada 

I. Country II III. Subjects/ Topics 

Micronesia CP Reading: Lisa and woman/ confusion due to Micronesian gesture for 

“yes”   

Bulgaria CP Reading: Jan and waiter/ confusion due to Bulgarian gesture for “no” 

India CP Reading: Tom and students/ confusion due to multiple Indian gesture for 

“yes”  
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Brasilia Brazil SN Reading: Gilberto Carvalho, magic fish and other Brazilians/ a fish was 

discovered to be a good luck charm for Brazilians.  

Nakuru Kenya SN Reading: Tourists, 11 kidnapped elephants, UFOs, park officials/ Some 

elephants were kidnapped by UFOs. 

Monterrey Mexico SN Reading: Hundreds of people, crowds, park officials, doctors/ the 

fountain of youth was found in a park. 

Bolivia T Cartoon & subheading: Picture of confused American tourist and a llama/ 

An American tourist would like to learn how to weave yet is pictured as 

tangled in a loom. 

Canada FC Reading: Description of customs to arrive on time. 

Indonesia FC Reading: Description of custom to never point to anything with foot. 

France FC Reading: Description of custom to keep both hands on or above table. 

South Korea FC Reading: Description of custom to use both hands to pass something to 

an older person. 

Egypt FC Reading: Description of custom to never use left hand to eat. 

Thailand FC Reading: Description of custom to never touch anyone on the head. 

Korea FC Reading: Alice/ “Got used to” how Koreans make noise when they eat 

soup. 

Spain FC Reading: John/ Surprise at how late people eat dinner in the evening. 

Saudi Arabia FC Reading: Susan/ had to obey local custom of putting something over head 

and clothing that covered all of the body. 

Nepal T Photograph:  White female Canadian doctor in Nepal dressed in local 

attire. 

Indonesia T Photograph: Indonesian rice farmer with back to camera  

Taipei and US FC Reading and photograph: Kit-ken Lim shares journal of experiences in 

Chicago as a student. Reading is titled “Culture Shock”. 

Kiribati SN Photograph: Kiribati native on beach in background.  

Thailand T Cartoon: Young American male tourist getting suit made by Thai tailor 

and seamstress in Thailand.  

Shanghai T Photograph: Crowds in Shanghai. 

Latin America CP Reading: Failed advertising: In Spanish “Nova” means “Doesn’t go”, 

Nova was an American car in the seventies. 

Germans/Chinese CP Reading: Failed advertising in Germany: translated slogan “Come Alive 

with Pepsi” means to come out of the grave in German 

Africa CP Reading: Failed advertising in Africa for Gerber babies on jar, In Africa, 

the pictures on the jar are ingredients in the food. 

Bangladesh CP Reading: Failed brand in Bangladesh, American Thom McAn signature 

looks like Allah. 

Bollywood FC Reading: A critique by American of Bollywood movies described as 

“melodramatic exaggerated movies, but beloved throughout Asia, Africa 

and Middle East” 

Taiwan  SN Reading: Unnamed Taiwanese fishermen rescued from boat. 

Asia T  Photograph:White female woman “working abroad” in assembly line 

with Asian women.  
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Communication Problems 

 Encountering problems in communication was a prevailing topic in many of the 

readings that dealt with intercultural information. As the following reading passage 

shows, the reader is made aware of how “confusing” it could be to live in a foreign 

country. The textbook does not consider that the confusions felt by Americans living in a 

foreign country have the potential of being “familiar” to some of the textbook users, thus 

displacing the potential textbook users’ perspectives to those of North Americans. 

Interchange’s localization of characters follows previous CDA analyses where it is found 

that Americans (i.e., the young, white, middle-class traveler) are placed at the center and 

considered the protagonists of adventures in foreign lands (Shardakova & Pavlenko, 

2004, Jaworski et al, 2003, van Dijk, 2004). The following is an example of such a case: 

Figure 4: “Yes or No Article” Richards et al. Interchange 3
rd

 Edition © Cambridge 

University Press 2005. Reprinted with the permission of Cambridge University Press 
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 In this reading passage three American travelers, Lisa, Jan and Tom went to 

different countries to teach English: Micronesia, Bulgaria and India. They each 

encountered problems when they arrived, as they saw that people said “yes” and “no” 

differently from the way it is done in their home country, leading to situations of 

miscommunication between them and the locals. In the anecdotes, the American travelers 

only realized later that the gestures for “yes” and “no” were different from what they 

expected, and that was why they didn’t get their request through to their interlocutors. In 

two of the cases, their requests were for services such as a drink and a meal. In Tom’s 

case, his students did not seem to understand his explanation in his English class. In the 

three cases, the subjects of the topics are the American travelers with names, while the 

locals are portrayed as nameless and as faceless characters, limiting their identities to “the 

woman”, “the waiter” and “his students”, roles that imply a subordinate position to the 

protagonists. Such positionings are typical in the depiction of tourists and locals in travel 

shows (Jaworski et al., 2003). They are not described as having an opportunity to 

vocalize or to explain or to offer an alternative; rather, they are limited to gestures and 

silence. Van Dijk (2004) finds how the Others in pictorial representations are passively 

depicted with no voice. He finds how Others are talked about and written about, but 

rarely are they heard, and much less are they offered opportunities to voice their opinions. 

This study has similar findings, as the encounters between the protagonists are not used 

as models for negotiating understanding as would happen in an encounter of 

miscommunication between people who do not speak a common language; rather Lisa 

leaves, Jan waits endlessly and Tom doesn’t realize until after the class that the “yes” and 
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“no” gestures of his students are different from his. An alternative and more pedagogical 

re-writing of the reading passage could have been giving examples for achieving 

communication rather than leaving it at miscommunication. The learners, after all, may 

see themselves in the future as participating in intercultural encounters similar to the ones 

in the reading passage. 

 These examples are the beginning of a bigger pattern where the central characters, 

who are the Americans, have names and stories to tell, while the locals are silenced and 

nameless. Such a discussion leads naturally to the framing of these American characters 

as tourists, a common theme in the textbook 

Tourism and Travel 

 Tourism is considered a safe topic in language textbooks; it doesn’t seem to 

disrupt political correctness nor frazzle reader sensitivities according to publishing 

standards (Gray, 2002). Furthermore, critical studies of Western tourism have found that 

tourists can be considered “illiterate with regard to the reading of the local” (Jaworski et 

al, 2003). That is, tourists are oftentimes found to be insensitive to the social, cultural and 

environmental concerns of the local people. The tourism industry perpetuates such 

attitudes in their literature by showing only selected images and offering particular 

attractions that appeal to the tourist and are not necessarily in the best interest of the 

locals, especially when referring to countries in development. Such depictions bring on 

the need to include the voices of the actual inhabitants of the local communities. 
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 One such representation in the textbook is that of a young American tourist in 

Thailand (Figure 5)  who is having a suit made on the street by a seamstress and a tailor. 

The central character is a young, white American male, amazed at the possibility of 

having a suit made on the street in an exotic country such as Thailand. The locals are 

represented as service providers, limiting their engagement to the American as such. The 

language opportunities between the protagonist and the locals are not mentioned in the 

text, but most likely the reader can imagine that it is limited to the service encounter. 

 

 

 

 

 

 

 

 

 

 

 

Figure 5: American in Thailand  

Richards et al. Interchange 3
rd

 Edition 

 © Cambridge University Press 2005. 

Reprinted with the permission of 

Cambridge University Press 

Figure 6: American in Bolivia 

Richards et al. Interchange 3
rd

 Edition 

 © Cambridge University Press 2005. 

Reprinted with the permission of 

Cambridge University Press 

 

 

                     Another such example (Figure 6) is an American who would like to live in 

Bolivia because he has always wanted to learn about weaving. The country of Bolivia is 

semiotically represented as a llama and a loom. While the llama and the loom signal 

Bolivia, there is no reference to its actual inhabitants, much less a Bolivian expert in 

weaving, which could have presented an opportunity for intercultural understanding. The 

image may be more appealing to Americans because Bolivia is known for its woven 
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artifacts and Andean location to Westerners. The picture does not offer further insight 

about aspects that could be of more concern to Bolivians (who could be potential users of 

the textbook). The picture is designed with an American audience in mind, emphasizing 

signs that are more relevant to outsiders about Bolivia than to actual Bolivians.  

 The exotic seems to be a constant in the representation of other countries as seen 

in the following illustrations:  

  

 

Figure 7: Indonesia 

Richards et al. Interchange 

3
rd

 Edition © Cambridge 

University Press 2005. 

Reprinted with the 

permission of Cambridge 

University Press 

Figure 8: Shanghai  

Richards et al. Interchange 

3
rd

 Edition © Cambridge 

University Press 2005. 

Reprinted with the 

permission of Cambridge 

University Press 

Figure 9: Kiribati 

Richards et al. Interchange 

3
rd

 Edition © Cambridge 

University Press 2005. 

Reprinted with the 

permission of Cambridge 

University Press 

 

 As pictured, the people from these countries are either represented as faceless, 

with their backs to the camera, far away in the horizon, or in crowds as in the Shanghai 

picture. Van Dijk (2004) finds similar images in his study on textbooks, which tend to 

focus on “…the exotic, negative or problematic dimensions of Others in other countries. 

Thus, we will typically see a picture of ‘huts’ in Africa or igloos in Canada, rather than of 

a traffic jam among skyscrapers of many cities in Africa, Asia or Latin America” (2004, 

on-line). In these pictures we see how Bali, Indonesia and Kiribati, a Pacific Island nation 
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in Micronesia, are represented through landscapes, leaving the human as another prop in 

the picture. The characters’ dress exoticizes the image even further and they are left 

without faces. The Indonesian character has his back to the camera while carrying large 

baskets on his shoulders, while the Kiribati image is that of a faraway image of an 

unidentifiable person, privileging the landscape of a paradisical beach, an image that is 

potentially more appealing to the tourist. The picture of Shanghai perpetuates yet another 

image Westerners have of China: that of an overpopulated city where the Chinese are 

seen as crowds. The Others in these pictorial images have no names, much less a voice 

about who they are, but are represented in a known and familiar way to the American 

tourist’s eye. The textbook in these cases follows the tourist industry’s unreflected gaze 

to the Other. 

Helping the Helpless  

 The act of helping others is perhaps one of the most universally valued acts of 

kindness. This could certainly be a reason why global textbooks include several examples 

of such an act. Interchange Third Edition included several examples of Americans in 

distant countries doing so. This topic, considered a politically neutral one, provides the 

learner with several reading, listening and speaking exercises in the textbook. 

 However a more critical look finds how such examples in the textbook are greatly 

focused on model English speakers (considered the central characters of each of the 

exercises) helping others, yet another enactment of the Us vs Others dichotomy. In a 

closer look at who the protagonists are, we see them as Americans who venture to distant 

countries in order to teach English or participate in service programs such as the Peace 
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Corps or the Red Cross. From a class perspective, it could be assumed that these 

characters have the means and opportunities to undertake these projects, since their 

physical presence may not be crucial in the support of an extended family on their own 

communities. In fact, Brav, Moore and Sherraden (2002) report how most volunteers in 

service programs actually tend to be more highly educated and of higher income than 

average. The Peace Corps website implies such a reality by actively targeting minority 

US citizens in order to diversify the Peace Corps experience. Many of the testimonies by 

minorities imply that families are rarely comfortable with their decisions to carry out 

individual achievements, when there is much to be done at home, like contributing to the 

family income. In sum, the people who traditionally participate in such service programs 

are people who can afford to leave their countries temporarily; they are people who can 

and do decide to expand their worlds by serving people who can not do the same. The 

underlying issues are: Who has the opportunity to participate in such service programs? 

Who actually benefits from these programs? Do those served have a choice about being a 

recipient or about what they receive? 

 Brav, Moore & Sherraden’s (2002) questions are helpful in that they try to 

untangle the power dynamics in an encounter between those who serve and those who are 

served. First, they say that mainly those with the financial, social and educational 

possibilities have the means to serve within American society. But they also address the 

issue of the Other’s position in such an encounter, a question that is never addressed in 

any of the textbook’s examples, much less in the literature about service programs. In 

none of the textbook examples do the Others express an opinion of the encounter, nor do 
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they participate on their own terms. It is the protagonist who appears in the picture and 

talks about the delights and problems related to the encounter. 

 In the textbook, we find Paolo who is a Peace Corps volunteer in an undetermined 

country in Africa (Figure 10). He is pictured smiling, fully dressed in beach attire and 

carrying a coconut in one of his hands. Young smiling African boys of different ages 

circle around him in the picture. He also emphasizes the personal gains of such an 

activity when he states, “The greatest reward of working with these people is learning 

things that I couldn’t learn on my own.” (Richards, Hull & Proctor, 2005, p.T-137). He 

uses the expression: “these people”, as a naming device, never naming any of the six 

young children who encircle him. Interestingly, Paolo’s accent is one of the few 

examples of non-standard variety, he speaks as if his L1 were Spanish, yet he is an 

American citizen because it is a requirement in Peace Corps volunteer work. He is also 

later portrayed in the textbook as having invested wisely in the stock market, retiring at 

35 and establishing a philanthropic organization. In sum, he is portrayed as a model 

minority citizen who has been able to learn the rules of the capitalist game: wise 

investment, early retirement and giving back to the community.  

Figure 10: 
Richards et al. 

Interchange 3
rd

 

Edition © 

Cambridge 

University Press 

2005. Reprinted 

with the 

permission of 

Cambridge 

University Press 

 
Figure 10: Paolo in 

Africa 

 

Figure 11:Working abroad 

Figure 11: 
Richards et al. 

Interchange 3
rd

 

Edition © 

Cambridge 

University Press 

2005. Reprinted 

with the 

permission of 

Cambridge 

University Press 
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 An Anglo woman is in an undetermined Asian country wearing a white smock 

with a Red Cross pin (Figure 11). She is standing in an assembly line with older Asian 

women, who seem to be packing items in bags. All the women face downwards towards 

their work while she faces the camera and smiles, knowing that a picture is being taken. 

The title of the picture says “Working Abroad”. The makeup of the photograph permits 

the reader to infer that the central character is the woman at the forefront and it is she 

who is working abroad. She is in a position to look at the camera and tell her story. The 

temporary character of this picture would certainly permit this story to be (re)told. It is 

not part of an everyday struggle for survival, as it would be for the other women in the 

picture. 

 As seen in the case of Paolo and the Anglo woman working abroad, they are 

depicted as being in un-named countries. Paolo’s experience is located in Africa, a 

continent with 47 countries with wide-ranging cultures, ethnicities, languages and 

traditions. Yet, “Africa” in the textbook serves as a metonymy to refer to African children 

in need of philanthropic assistance from foreigners, as seen in the picture. There is never 

any mention that Paolo was in a specific country on the African continent, rather the 

focus is on Paolo and his experience as a Peace Corp volunteer in some place on the vast 

African continent. The picture of the Anglo woman is not accompanied by any text other 

than “working abroad”, yet the term “abroad” is understood as an undetermined Asian 

country because of the physical makeup of the background characters. Again, the 

textbook does not mention the name of the country, they are simply situated as being 
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“abroad”, a term which references the rest of the world in relation to a local Anglo 

perspective.   

 A similar picture is that of a Canadian doctor working abroad in Nepal (Figure 

12). She is pictured in a mix of Western attire and typical Nepalese attire. The picture is 

titled “Canadian doctor in Nepal”. The speaking exercise emphasizes knowledge of the 

local customs and so the doctor is careful to respect the local dress tradition. However, 

upon taking a closer look at the picture, the signs that indicate the cost of the consultation 

and medication are in English. It is interesting to note how respect for the local languages 

is not promoted by posting signs in the service provider’s language and not the language 

of those being served.  

 

 

 

 

Figure 12: Canadian Doctor in Nepal 
Richards et al. Interchange 3

rd
 Edition © Cambridge 

University Press 2005. Reprinted with the permission 

of Cambridge University Press 

 

 

 

 

 

 

 Tom, Jan and Lisa are also working abroad in countries as distant as Micronesia, 

India and Bulgaria. They are all there to teach English. It is their stories which are retold 

to the reader audience. As seen previously, they were the ones who underwent difficulties 

because of their lack of knowledge of the host country’s language. It is compelling that 

no such examples were presented in the textbook where the language situation was 

reversed, that is, learners of English who have a difficult time in countries where English 
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is spoken. Such scenarios could surely provoke more discussion because many of the 

learners may have gone through such experiences.   

 These aforementioned samples are part of what van Dijk (2004, 13) refers to as 

“Positive self-presentation of Us”, or how positive characteristics are attributed to 

Westerners: such as being technologically advanced, democratic, well-organized, and 

knowledgeable. The textbook characters fit these qualities perfectly as they were all 

depicted as having knowledge, being well-organized and of course being democratic and 

helping the “helpless”, since they all chose to share their knowledge with disadvantaged 

populations. Van Dijk (2004), finds how in such representations, the self representation 

of Us is enacted as actively helping passive Others. Moreover, the fact that the Others in 

the textbook examples never have a say fits well with another characteristic in their 

typical racialized depiction, namely that of “lacking voice”. It is the norm in racist 

discourse in textbooks to talk and write about Others but rarely are they “heard or 

represented as speaking and giving their own opinion, and even less when saying critical 

things about Us.” (van Dijk, 2004, 13). Brav, Moore & Sherraden’s (2002) question as to 

knowing if those served actually have a choice about being a recipient or about what they 

receive is a provoking one when reflecting upon the universal goodness of giving. 

Moreover, if more thought is given to the actual users of the book, it is highly unlikely 

that they will be in a position to serve since mobility and financial possibility is highly 

limited to developed and powerful Western countries. 

Strange  News   

 A reading passage (Richards, Hull & Proctor, 2005, p.27) referred to events titled 
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“Strange but True”. The most compelling finding is that almost all of these events, 

deemed as strange, took place in foreign countries. The only strange event that takes 

place in the U.S., in Cleveland, Ohio, is about Bruce Zalmer, 32, who has fireproof skin 

and was able to save a family of four from a burning building after firefighters had given 

up. He describes himself as “just a regular guy”. This particular news story had a subject 

with a name and age, and despite his “strange condition”, was able to be portrayed as a 

heroic figure, a well known quality in the depiction of Us (van Dijk, 2004). The other 

stories, which are based in foreign countries followed many of the same typical 

characteristics of the portrayal of the Other: nameless, voiceless and faceless and their 

story is written by someone else.  

 Such is the case of Gilberto Carvalho, a million dollar lottery winner from Brazil, 

who rubbed a fish in a park pond. The interesting twist to this story is that the focus is not 

on Gilberto, but on 200 other lottery winners who rubbed pictures of this particular fish. 

The focus of the story is on the “lucky fish” which has allowed people to win money 

simply by rubbing it or its picture.  

 Another such example is that of a spaceship that kidnapped eleven elephants from 

a game preserve in Kenya. A driver and some tourists were able to witness the event. The 

subject in this story is the spaceship while the elephants are the direct objects. As seen, 

there is no reference to a person with a name, but to elephants and game preserves, iconic 

references to Africa from a Westerner’s perspective. A similar framing is found in a story 

from Monterrey, Mexico, where people became young and healthy by drinking from a 

water fountain in a public park. The subjects are referred to as “hundreds of people” and 
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“crowds” who were becoming a danger. Such representations can easily lead to an 

interpretation of the Other as relying on mythical objects such as a lucky fish, a fountain 

of youth or UFOs. The backwardness of the characters in the stories is constructed by 

depicting them as passive witnesses to magical powers of items, while Bruce Zalmer, the 

Cleveland Ohio man, is depicted as a heroic agent with a name. 

    These stories may not overtly be racist; after all, they do not directly address 

social or racial issues. To the non-critical eye they can be more adequately described as 

lighthearted, humorous stories which have the objective of eliciting communication in 

some form. Yet, the repetitive pattern in how the characters are depicted is troublesome 

when scarce mention of names, faces or voices from people outside of North America is 

found in any of the stories, leading to covert racist depictions of the characters. 

Opportunities for intercultural understanding are lost once more when the focus is limited 

to native English speakers in Western contexts.  

Comparing Cultures 

 In times of globalization, intercultural understanding seems to be a priority among 

EFL textbook writers. Richards, Hull and Proctor (2005) promote Interchange Third 

Edition by establishing “English (as) the major language of international 

communication…not limited to any one country, region or culture” (backcover). It is 

likely that they try to reflect such an understanding by including several exercises that ask 

for a comparison between different cultures. There is a general acceptance that learning a 

foreign language is not only learning to be linguistically competent but also 

communicatively competent (Cortazzi & Jin, 1999).  Part of this competence entails 



 

 

   

 

  104 

 

awareness of one’s own and others’ cultural frameworks which permits the learner to 

adequately interpret messages in the target language. Cortazzi and Jin (1999) cite Damen 

(1987) who stresses the importance of language in culture in foreign language education: 

“The current dedication to the development of the communicative competence of 

language learners mandates the development of intercultural communicative skills and an 

understanding of the processes of culture learning on the part of students and teachers 

alike” (p.189).  

  What is missing in this definition is how the textbook frames the development of 

intercultural communicative skills, especially when the cultural references of a language 

can be localized in a space as narrow as the midwestern United States or as ample as the 

world. The EFL student could be in any part of the world. His or her interaction in 

English could be with an interlocutor in any other place in the world, be it the United 

States, Great Britain, Sri Lanka, India, Brazil or France to name a few. One real life 

example is the following: a Mexican engineer in the Volkswagen car factory in Puebla, 

Mexico communicates in English with his German supervisor. By this example alone, the 

Mexican engineer does not necessarily need knowledge of an American cultural 

framework, but that of a car factory cultural framework, or perhaps even a German one. 

While communicative competence is necessary for communication to be effective, the 

teaching of it may become more complex when the target culture cannot be localized, 

much less pinpointed to a specific geographical location.  

 However, textbook writers generally need to pick and choose what cultural 

settings they will keep in their textbooks. Cortazzi and Jin (1999) find three patterns in 
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how English textbooks reflect cultures: i) C1 refers to learners’ own culture, the source 

culture. Such as English for Saudi Arabia (Al-Quraishi, Watson, Hafseth & Hickman, 

1988, as cited in Cortazzi & Jin, 1999)  in which virtually every setting is located in the 

country, such as talking about a pilgrimage to Mecca or making Arabian coffee. ii) C2 

refers to a target culture where the target language is used as a first language, such as 

Success- Communicating in English (Walker, 1994, as cited in Cortazzi & Jin, 1999) 

which is set in the United States but marketed worldwide. iii) C3, 4, 5 which refer to 

cultures that are neither a source culture nor a target culture, rather they are a variety of 

cultures in English- or non-English-speaking countries around the world, using English as 

an international language. Cortazzi & Jin (1999) refer to these as international target 

cultures. An example is One World, Secondary English (Priesack & Tomscha, 1993, as 

cited in Cortazzi & Jin, 1999) which includes native and non-native speaker accents from 

around the world and topics ranging from British History to the Chinese New Year.  

 Interchange Third Edition, however, is in a category all its own, perhaps as a 

result of a “postmodern” approach in language textbook design (Risager, 1991). Risager 

expresses doubts on such an approach from a pedagogical standpoint, which relegates the 

sociocultural content to a secondary status. The emphasis seems to be on the glossy 

makeup of the book, capturing the audience’s attention through the visual and aesthetic. 

This examined textbook seems to be following much of the above trends. Culture 

“Snapshots” are presented in flashes, a “Did you know…” approach as one teacher 

described it. It also seems to be caught in the middle of two cultural standpoints, a timid 

recognition of the worldliness of English and the taken-for-granted fact that the target 
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culture of English is the United States and Canada. The result of such a position is that 

there are a few exercises where customs from other countries are showcased, and learners 

are asked to compare these with their own customs. But the majority of the exercises take 

on an American-centric position, where it is the American traveler who voices their 

bewilderment to other customs, even though at the end “they get used to it”.  

 In a listening exercise called “Unique Customs” (p. 34), Alice, an American 

woman, speaks about how she “had to get used to” people making noises when drinking 

soup in Korea. The custom “bothered her” at first but later she “got used to it”. She ends 

the conversation by implying that such a custom went against her upbringing. In the same 

exercise, John was “surprised” at how late people eat in the evening and how they “stay 

up terribly late”. At the end of the conversation he asks “How does one get up and go to 

work or school the next day after eating and talking until three in the morning?” John’s 

evaluation points to a privileging of an American work ethic, dismissing other priorities 

in Spain, such as enjoying a good meal in the company of friends. A third person, Susan 

talks about how she lived in Saudi Arabia and “had to obey” the local custom of wearing 

clothing that covered her entire body. At first she found it a nuisance but at the end she 

found it had its advantages such as “feeling secure” and not having to worry about what 

to wear all the time. While Susan talks about a change in opinion towards the custom, it 

is reflected on a perceived fear of being a Western woman in Saudi Arabia and a 

Eurocentric middle-class obsession with “worrying about what to wear” the next day. 

 Such anecdotes relate to the fact that Western textbooks privilege the stories told 

by the Western protagonists about the Other. The protagonists are able to voice their 
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opinion about customs they view as foreign. The three characters find that these foreign 

customs contradict their upbringing and cultural views as to what is appropriate. Each of 

the anecdotes is a reflection of the Others’ customs in comparison to Western terms of 

appropriateness. 

 There is one single reading passage in the textbook which gives a foreign 

language learner an opportunity to voice her story about learning a language in the United 

States, titled Culture Shock (p.35). The central figure is Kit-ken Lim, a Taiwanese foreign 

exchange student who is in Chicago and who has written journal entries about her 

experiences in the new city. Kit-ken Lim admires how easy it is to meet new friends in 

the U.S. whereas in Taiwan she could never “just start chatting with a stranger”. She 

does, however, criticize how her American “classmates blurt out their answers almost 

immediately. And some of them even interrupt the teacher.” Kit-Ken Lim is given a voice 

where she sets out to talk about intercultural experiences, a much needed topic in the 

textbook, which deems itself as global. However, following the reading excerpt is a 

textbook exercise where the learners must match each of the journal entries with main 

ideas articulated by the textbook writers. It is in this re-articulation where Kit-Ken Lim’s 

idea about American students’ behaviors in the classroom are transformed from a 

potentially negative critique to a positive one, according to the Western eye, when the 

textbook authors rephrase Kit-Ken Lim’s perception of rude classroom etiquette to mere 

outspokenness in “American students are more outspoken than Taiwanese students”. It is 

visible how the critique voiced from a foreigner’s perspective is rewritten to suit 

American standards of appropriateness. As van Dijk (2004) reminds us, Others are rarely 
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given an opportunity to voice their opinion, much less criticize Us. The textbook authors’ 

approach is to rewrite Kit-ken Lim’s perspective in order to “soften up” her criticism of 

classroom etiquette in the U.S.  

CONCLUSION 

 Let me start off by stating my assumption as to what constitutes sound 

pedagogical practice: People learn when learning is connected to the real world they live 

in and when they feel they are an important part of this world. In language learning, 

especially in foreign language learning, it is more meaningful when this world is largely 

determined by the learner’s imagination as to what constitutes that 

English/French/Russian/Japanese/X language speaking world (Kanno & Norton, 2003). 

 Many images, experiences and desires feed into the imagination. The textbook is 

certainly a resource of images, models and practices that learners may take in like a 

puzzle piece that adds to their imagined picture of an English speaking world. The 

question is: are the learners a part of the imagined community (IC) constructed in the 

textbook? Much like a mirror, do they see themselves reflected in the English speaking 

world that the textbook constructs linguistically, visually and culturally? The task is even 

more complicated when considering the world status of the English language. 

As stated at the beginning of the chapter, my questions were the following:  

• Who is part of the IC?   

• Who is excluded from the IC? 

• Who has a voice in the IC? 
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• How are other countries and their members portrayed within this English 

speaking IC? 

The general finding is that the characters that make up the human population of the IC are 

a collection of different characters who serve to create an unmarked English speaking 

population: namely, one that simulates a multicultural community with Whites at the 

center. In making such a claim, I find that numerically, linguistically and culturally, 

White Americans are represented more than any other racial or ethnic group. This is not 

to say that there was not any representation of non-whites or non-mainstream American 

cultural practices. I argue that there are just enough to depict an agreeable multicultural 

Imagined Community that conveys to the non-critical eye an image of inclusivity. Non-

whites and their practices are included but always within White parameters. Racial and 

ethnic minority members are represented side-by-side with White characters, their 

cultural practices are similar and so is their social understanding of the topics in question. 

Their accents, which serve to index lived experiences and identities, are exactly the same: 

Standard American English defined as a Midwestern, middle-class, educated, monitored 

speech (Lippi-Green 1997).   

 Three problems arise in the textbook’s Imagined Community: 1) other linguistic 

and cultural experiences from non-white US citizens are largely ignored, taking 

whiteness as the unmarked; 2) such a stance legitimizes the language ideologies of 

Standard English and Native Speaker variety; and 3) the framing of foreigners in the 

textbook leads to an Us vs Other dichotomy.   
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Studies on “whiteness” have found how such a construction is largely invisible 

and in semiotic terms, the unmarked norm. Every other categorization parts from 

whiteness, and thus is the marked form. Whites rarely feel compelled to identify 

themselves as such, it is a taken-for-granted racial identity. The textbook follows one of 

the strongest assumptions in the U.S. of what is considered the unmarked regarding race, 

ethnicity and language use: “American, white, middle-class, English speaking” 

(Urciuoli,1996, p.16). And I would add, Standard American English speaking. Urciuoli 

proceeds to describe these qualities as “the cultural default setting, the automatic point of 

comparison for any kind of difference”. As seen in my findings, the English language 

learners are literally asked to compare their cultural practices with North American ones, 

specifically those of White, middle-class Standard English speakers. But also, they are 

exposed to one single variety, considered the standard, which happens to be the variety 

spoken by that very same group. The English language learners are framed as the 

outsiders looking-in to the cultural and linguistic practices the textbook deemed as proper 

of a (White, middle-class) North American population.  

 Foreigners outside of the North American context are the most forgotten in the 

textbook, as seen in the visual and linguistic depictions. When they are represented, they 

are done so as background and faceless characters, in exotic countries, with exotic 

customs. My findings are similar to previous findings in the tradition of CDA (van Dijk, 

2004) and can also be interpreted within the semiotic construction of the Otherness. The 

function of Othering is to differentiate, marginalize, and exclude the ‘us’ from ‘them’ 

based on racial, ethnic, geographical, economic, or ideological markers (Greenberg, 
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2003), with social inequality as a result. The ‘othered’ are framed into an inferior 

position, where self is normal whereas other is deviant, exotic, periphery. Evidence of 

such framing in the textbook is found in the American woman’s discomfort with the way 

Koreans drink their soups, or where Canada’s custom of being punctual is contrasted to 

Indonesia’s custom of not pointing to anything with a foot. Subordinates are turned into 

commodities, an issue which is most obvious in the tourist’s vision when going abroad, 

and one which was constantly reflected in the textbook. For example, the cartoon of the 

Thai tailor and seamstress avidly taking the young American man’s measurements on the 

street, or the Indonesian rice farmer’s back to the camera in a picture for a travel 

brochure, serving as part of the landscape rather than as a central character. Finally, 

interaction is patterned in such a way that the dominant group’s ideology of difference is 

reaffirmed (Greenberg, 2003). In the context of the EFL textbook, interaction is defined 

as the linguistic interaction that arises between the characters. As seen, American tourists 

talk about the foreigners, and rarely do they talk with them. Much less do the foreigners 

introduce themselves as legitimate English speaking characters as their participation is 

limited to visual background props. 

  After having described this rather grim picture of cultural and linguistic 

representations, the next question is to answer why this is problematic in pedagogical 

terms, an issue which is more relevant to the language teachers and students, than issues 

of legitimacy and inclusion. It is problematic because foreign language textbooks 

typically play a central role in the content of the language course, and such content can 

easily influence the students’ and non-native teachers’ attitudes and perceptions of the 
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representation of English. If the representation is limited to North American cultural and 

linguistic practices, then students may leave the language learning experience believing 

that this biased representation is all they need to perform well in English. While it is very 

likely that they may in fact interact with this section of the world, it is also likely that 

they will be exposed to speakers, varieties and cultural customs outside of this speech 

community. Yet, unfortunately, they never had any exposure to other parts of the English 

speaking world. As Matsuda (2002) claims, “A curriculum that presents English as an 

international language is capable of providing opportunities for the exposure to various 

parts of the world, and it would be unfortunate if the exposure was limited to the Inner 

Circle, taking away a valuable learning opportunity” (p. 438). A visible result, which can 

be countered by including a more ample representation of English, is the rejection or 

belittling of varieties different from the standard, viewing them as tainted or even 

illegitimate, when in fact, knowledge of these would give way to stronger intercultural 

understanding, a requirement which is gaining more and more importance as the world 

participates in a globalized state of affairs. 

     The following are some recommendations for future EFL textbooks that are 

concerned about taking into account the need for a wider (and more accurate) 

representation of English speakers:  

• The inclusion of more and different voices in the textbook; that is, more varieties 

and the representation of native and non-native speakers. 

• The visual representation of a more heterogeneous population who are central 

characters and have the opportunity to identify and express themselves. This 
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would imply the inclusion of people who are capable of coming and going 

between two worlds, but at the same time are able to mediate between contrasting 

lifestyles and cultural values; (such as Kit Ken Lim, the Taiwanese exchange 

student). 

• The overt recognition that there is a wide range of linguistic, cultural, racial and 

ethnic variety among English speakers in the world.  

• The development of exercises that focus on developing universal connections 

instead of overemphasizing exoticism, which would in turn foster inter and intra 

cultural communication. 

 In offering such a picture of the textbook under analysis, a final conclusion can be 

that ownership and legitimacy of English is still very much the White man’s. The 

prevailing question, which will be answered in the subsequent chapters, is if the users 

accept such a picture and how they resist to it.  
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CHAPTER 4 

FUTURE EFL TEACHERS’ LANGUAGE IDEOLOGIES OF ENGLISH 

AND THEIR IMAGINED COMMUNITIES 

 The following chapter is the second of the three angles of the triangulation 

process I seek to construct in this dissertation- namely the perceptions of the future EFL 

teachers who as current EFL students use Jack C. Richard’s Interchange Textbook 3 to 

follow up on their English language recommendations in the ELT program.  

 These students were chosen, as explained previously, because they were B.A. 

students enrolled in the English Language Teaching (ELT) program at the Universidad de 

Sonora and because they were part of a small population of BA students who were also 

enrolled in the general English courses using the textbook under analysis, Interchange 

Three. While their enrollment in the general English courses was not mandatory, their 

academic advisor strongly recommended that they complete the advanced levels of the 

general English courses in order to catch up to the more advanced oral proficiency of 

their peers. Ana Cynthia, Amanda, Carmina, Gaby, Celeste and Verónica were in the 

third semester of the ELT program and Miriam was in her first semester. 

 At the time of the study, all of the participants had either completed or were in the 

process of completing their introductory courses in linguistics, applied linguistics, 

educational psychology, language and culture, materials development, and language 

learning and acquisition theories. I considered that their exposure to such topics would be 

helpful in providing a more informed opinion of the linguistic, cultural and pedagogical 

components of the textbook which they were in contact with on a daily basis. They would 

also be able to convey awareness of their language learning process because they were 



 

 

   

 

  115 

 

being formally trained in issues of second language acquisition and teaching. But most 

importantly they were future EFL professionals, which meant that their investment in 

their language learning and the fulfillment of their learning expectations had higher 

stakes for them than for the average EFL learner. Ultimately, their future professional 

identities depended on their current success as EFL learners.  

 Each of the seven future EFL teachers participated in an interview which lasted 

from 45 minutes to two hours, depending on the length and detail of their responses. Two 

weeks later, they completed a language learning autobiography which was meant to 

capture more details about the factors in their lives that motivated them to become 

aspiring EFL professionals. The language learning autobiography provided a space for 

reflection on any information they might have felt a need to expand on after completing 

the interviews.  

 As my intention is to connect the students’ perceptions with my perceptions as a 

CDA analyst, I focus on the excerpts of their interviews and their language learning 

autobiographies that are most relevant to the CDA findings discussed in the previous 

chapter, namely: 1)Language ideologies of English, understood as their perceptions of the 

roles of English, and of variations of English as well as their language learning  attitudes 

and identities; and 2) The Imagined Communities, which addresses how the future EFL 

teachers and speakers envision their social and professional networks.  
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LANGUAGE IDEOLOGIES OF ENGLISH 

 

 Under this topic, participants’ interviews and language learning autobiographies 

are analyzed for perceptions of their language ideologies. I take Irvine’s definition of 

language ideologies, understood as people’s notions about the nature of language in the 

world, which do not appear out of a vacuum, but are defined as a "cultural system of 

ideas about social and linguistic relationships, together with their loading of moral and 

political interests” (Irvine 1989, as cited in Woolard, 1998, p.57). In other words, the 

ways we communicate are constituted by fundamental assumptions about identity, 

including who we are as members of given communities and our places in them. The 

assumptions include what varieties are viewed as legitimate, but most specifically what 

speakers are viewed as legitimate, what the purpose of communication may be, and what 

roles certain languages have in the private and public sphere. This section focuses on 

ideologies that future Mexican EFL teachers have about English and examine what place 

it has in the participants’ worlds, what constitutes ‘legitimate’ English to them, and how 

their ideologies about English shape their language learning attitudes and their identities 

as English speakers. 

 I focus on the excerpts in the semi structured interviews and language learning 

autobiographies that concern: 

a) The role of English in Mexico and in the world; 

b) Language variation and standard language ideology and;  

c) Language learning attitudes and identities.  
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 The analysis of these topics will lead to a broader understanding of the underlying 

language ideologies because together they provide an understanding of a) where the 

participants situate themselves with regards to the role of English in the world, b) how 

such a contextualization contributes to the shaping of their language ideologies now, as 

students, and in the future, as teachers, and c) how these ideologies and experiences 

contribute to their own identities and attitudes as language learners and teachers-in-the-

making.  

The Role of English in Mexico and in the World 

 The fact that these future teachers chose this career over others in large part is due 

to a perceived importance of English, not only on a local scale, but also on a global one. 

My initial question was: “What is the role of the English language nowadays?” 

The participants’ answers were grouped as follows:  

• English As Principal Language Used By Everyone Everywhere 

• English As The Language Of Business  

• English As The Language Of Globalization 

• English As The Language Of Employment Opportunity 

• English As The Language Of The United States 

Table 4: English As Principal Language Used By Everyone Everywhere 

Excerpts Author’s Translation 

Es el primer lugar en comunicación…Sí, 
porque toda la gente, toda la gente habla 
inglés. (Gaby)  

It’s the first place in 

communication…Yes, because 

everyone, everyone speaks English. 

(Gaby)  

Es el idioma principal, es el que se enseña 
en todas partes, se enseña en el otro lado 

It’s the principle language, it’s the one 

that’s taught all over the place, it’s 
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del mundo…es el principal de todos, el que 
manda…pero pues ahorita es lo principal, 
aprender el inglés. (Miriam) 

taught on the other side of the 

world…It’s the most important of all 

languages, it’s the one that leads…but 

now it’s the main thing, to learn 

English. (Miriam) 

porque todo viene en inglés, instrucciones 
todo, ahí está. Como que es muy 
importante. (Miriam) 

Because everything is in English, 

instructions, everything, it’s there. It’s 

as if like it’s very important. (Miriam) 

Pues es principal, o sea todos los países 
para comunicarse usan el inglés. (Celeste) 

Well it’s the main one, I mean all 

countries use English to 

communicate.(Celeste) 

 Miriam, Celeste and Gaby placed English on a hierarchical scale of language 

importance using ordinals (first) adjectives (principal/main) or verbs (leads) that 

connoted a primacy of English, such as in: “Es el primer lugar en comunicación” 

(Gaby), “Pues es principal…” (Celeste), and Miriam even classified it as the language 

“…que manda.”  

 The future teachers use metaphors such as “principal”, “first place” and “the one 

that leads” as qualifiers of the English language. Their perceptions resonate with their 

understanding that it is the most studied language in the world and one of the most widely 

used for purposes of international communication. Such an interpretation comes from the 

idea that English shares a predominant place in an abstract and ideologically constructed 

hierarchy of language use. They share the perception that English is spoken, used in and 

used by “todos” (everyone, everything), as the following excerpts show:  

“…es el principal de todos, el que manda” (Miriam) 

“ Pues es principal, o sea todos los países para comunicarse usan el inglés…”(Celeste) 

“Sí, porque toda la gente, toda la gente habla inglés.” (Gaby) 
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“Es el idioma principal, es el que se enseña en todas partes, se enseña en el otro lado del 

mundo.” (Miriam) 

“…porque todo viene en inglés, instrucciones todo, ahí está. Como que es muy 

importante.” (Miriam) 

 While many non-English and English speakers alike may correctly argue that 

English is not used by everyone and it is not used everywhere and for everything -as 

these participants perceive- its predominance over other languages in determined spheres 

has led to a perception of global dominance by English, and thus to a naturalized 

discourse that everyone speaks it and it can be found everywhere. As Kitao (2000) finds, 

the large number of speakers who are learning the language is not a significant indicator 

of how important English is as a world language, because according to the author, less 

than fifteen percent of the world population uses English for everyday communication. In 

other words, in numerical terms it is not used by everyone, as Miriam and Gaby state. 

Rather, its importance rests on what it is used for, as the participants mention. English is 

found to be the major language of news, business, government, maritime communication 

and international air traffic control, as well as scientific journals, article retrievals and 

even mass media.  The fact that it is predominant in such areas may lead to an idea that it 

has a quality of “universality” as these participants perceive, even if the actual number of 

native speakers of English are fewer than the native speakers of Chinese or Spanish, their 

native language (Summer Institute for Linguistics Ethnologue Survey, 2005).  

 Such perceptions are an example of how discourses feed into ideologies. In this 

case, popular discourses of the global nature of English have fed into the participants’ 
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choice to learn the language and make it their career. The participants’ conclusions about 

English as a “principal” language and its universal nature also seem to be a product of a 

popular discourse of English as an International Language, one that conveys the idea that 

English is a ‘universal language’ because of its multiple speakers and uses. Through a 

more critical interpretation, Pennycook (2004) reminds us that because of tightly 

controlled access to quality English as a Foreign Language education, English is limited 

to certain individuals and it is used in very specific spheres of interaction, thus 

contradicting the very idea of English as a world language. English must be looked at in 

terms of class and access to high-quality English education. The idea that everyone 

speaks it leaves out a majority of the global population- and its consequences are well 

stated by Tollefson (as cited by Pennycook 2004, p. 28) in that “…the spread of English 

presents a formidable obstacle to education, employment, and other activities requiring 

English proficiency.” In this sense, more than opening doors to employment and 

education, it actually closes doors to those who do not have access to the learning of 

English. Such a closure is a reality in Mexico, where quality foreign language education 

has traditionally been limited to elite classes with the economical and/or educational 

possibilities to study English.  

 However, it is also true that in these participants’ local setting, English has 

acquired an importance over all other foreign and indigenous languages. From sheer 

enrollment numbers, the most sought after language courses are the English ones. Other 

language classes are rarely, if ever, full. Bilingual education schools, which are a popular 

or even preferred educational alternative for middle and upper class families, has become 
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synonymous with Spanish/English education, displacing more traditional French/Spanish 

or German/Spanish elite bilingual schools in metropolitan areas. Most revealing is that 

working class families have the opportunity to learn English with the integration of 

compulsory English classes in public elementary, middle and high schools. In the public 

space, the alternative language for movies, music, and the press is English. Rarely are 

other foreign languages used except in film festivals (whose public is limited to 

international film buffs and/or intellectuals). But for these college students, whose next 

step is to enter the workforce, English is most likely a requirement in the job descriptions 

they read. To them, English “is a principal language used by everyone and everywhere.” 

 Yet when exploring the above idea further, prodding them about what they meant 

by “English being used by everyone and everywhere”, there was an awareness that 

English in Mexico is constrained to certain spheres. Gaby, Ana, Carmina and Celeste, for 

example, related the use of English to the world of business: 

Table 5: English As Language of Business 

Excerpts Translation 

…es la lengua más hablada con todos los 
negocios y todo. (Gaby)  

…it’s the most spoken language with 

businesses and everything. (Gaby)  

…y pues es muy importante para poder 
establecer un buen negocio. (Ana) 

…and well, it’s really important to 

establish a good business. (Ana) 

(Los EEUU) tiene mucha industria, 
muchas empresas importantes que crean 
cosas que en la mayoría del mundo son 
importantes son necesarios. (Ana) 

(The U.S)... it has a lot of industry, a lot 

of important businesses that create 

things that in the majority of the world 

are important, are necessary. (Ana)  

El hecho de que muchos países tengan 
negocios [en inglés](Carmina) 

The fact that a lot of countries have a lot 

of businesses [in English] (Carmina) 

Porque es el idioma de los, de los, como se 
dice “business”. (Celeste) 

Because it’s the language of, of, how 

would you say, “business”. (Celeste) 
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 When asked about the role of English in today’s world, these future teachers 

viewed English as the “language of business”.  They viewed English in terms of the 

importance it holds in order to establish a “good business”. Ana related English to U.S. 

industry and the mass production of commercial items which are distributed in the rest of 

the world including Mexico (Coca-Cola, McDonald’s and Burger King are examples of 

such items). Such a statement also reflects an awareness of Mexico’s commercial and 

industrial relationship with the United States. 

 As these participants relate English to business needs, they understand that its 

importance rests on the material capital associated with the language. They are engaging 

in a discourse which puts business at the center – “if it’s good for business, then it must 

be important” seems to be a commonsense statement with these participants. But, such a 

rationale is not isolated to these teachers, as Heller (2002) explains in her theory of the 

commodification of language. She explains that discourses play a central role in the 

assignment of importance to business and economic success. But how is language related 

to business? Why do the importance and value of a language depend on the  

role it has in business, as these participants state? Heller (2002) explains how there has 

been a transformation of ideology and practice of bilingualism in relation to a shift in 

worldwide economic tendencies. Such a shift correlates with going from an economy 

largely based on primary and secondary sectors (where skilled labor was largely valued) 

to one based on tertiary service and information sectors in which bilingualism is valued 

and commodified.  However, as Heller cautions, it also provides new modes of social 

selection. Heller (2002) explains how languages are being treated more and more as 
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economic commodities rather than an index of ethnic or national identity. Such a view 

resonates with the participants’ opinions regarding the role of English. They view it as 

the language of business, not the language that represents certain national or ethnic 

groups (even though they acknowledge elsewhere that Mexico’s geographical proximity 

adds strength to the role of English in Northern Mexico). Their choice to learn English 

and become professionals in it seems to respond to the economic advantages and the 

place they will have within a new world order which rests largely on corporate business 

and a free market. Such a view was largely accompanied by the next topic: English as the 

language of globalization. 

Table 6: English As The Language Of Globalization 

Excerpt Translation 

La gente aprende inglés…aparte por la 
globalización. (Carmina)  

People learn English…because of 

globalization too. (M) 

Por ejemplo si en español queremos hacer 
negocio con Japón, China; entonces el 
idioma intermedio es el  inglés, es el 
idioma global.  (Celeste) 

For example, if in Spanish we want to 

do business with Japan, China, then the 

intermediary language is English, it’s 

the global language. (B)  

Pues principalmente…por la cercanía y 
pues porque por lo mismo que dije ahorita, 
el idioma globalizador. (Celeste) 

Well principally…because of the 

proximity and because as I said before, 

it’s the globalizing language.  

(People) learn English because of globalization. (Gaby) 

 In Mexico, most people are quite aware of the phenomenon of globalization (at 

least by name) because of a common rhetoric used by the current and last governments 

about the need to integrate into models of globalization and free trade. Globalization is 

considered to be “a reality” and one that Mexico needs to be a part of to become a 

competitor in the global economy. Globalization has been brought forth as an opportunity 

to exchange ideas, products and economic commodities, but also an opportunity to bring 
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in foreign capital to the country and thus increase employment opportunities. However, 

skepticism by many of the government’s critics also abounds because of Mexico’s 

disadvantaged position as a developing country, emphasizing that in order to be a 

competitor the economic and social conditions must be equal. Thanks to this debate 

between the political left and right in Mexico, its citizens have had more than their share 

of notions of globalization on an economic or political scale. Yet, the participants also 

subscribe to Gidden’s notion of globalization, which is more than just economic 

development since it also transforms the cultural and technological dimensions of life 

worldwide, in large part due to "instantaneous electronic communication" (2000, p. 29). 

Globalization processes affect the "intimate and personal aspects of our lives" no less 

than the "big systems" (p. 30), and the participants seem to be very aware of such a 

reality.  

 Perhaps what is most captivating about globalization to these future language 

teachers is the idea that it entails wider opportunities of communication with people 

around the world thanks to new technology and opportunities of face-to-face 

communication with investors, travelers and foreigners in Mexico, as Celeste explains. 

However, such communication would require a common linguistic code – which happens 

to be English. Carmina, Celeste and Verónica explain that people learn English because 

of globalization. It is viewed as the intercultural language by Celeste who explains that 

even if business is done in Japan or China, English is the medium of communication: 

“Por ejemplo si en español queremos hacer negocio con Japón, China; entonces el 

idioma intermedio es el inglés, es el idioma global”. (Celeste)  
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 Their linguistic reality, in large part, is shaped by globalization since they see 

themselves as interacting with an expanded world of actors, be they business people, 

travelers, internet friends, or their own students. As Heller (2002) explains, the 

globalizing discourse “picks up the importance of maintaining an outward focus, of 

participating actively in mainstream national and international networks and activities” 

(p.50). In the introduction of their book, Globalization and Language Teaching, Block 

and Cameron (2002) describe how globalization changes the conditions in which 

language learning and language teaching take place. They quote Malcolm Water’s (1995) 

definition of globalization as “a social process in which the constraints of geography on 

social and cultural arrangements recede and in which people become increasingly aware 

that they are receding” (p.1). With globalization, people are going beyond the local to 

interact in broader networks, if not actively as interlocutors in these networks, at least 

passively, as recipients of images, products or ideas from other places. As Block and 

Cameron (2002) argue, though, such a recession of the constraints of geography on social 

and cultural arrangements places language at the center, since language is the primary 

medium for human social interaction. Yet the very nature of this new social interaction 

requires a shared linguistic code, which may not be natively acquired but learned. The 

future teachers not only see themselves as actors in expanded networks of communication 

but also as instrumental in providing their students with the linguistic abilities necessary 

for participation in the expanded networks of communication.  

 Such a reality helped Ana choose a career in English language teaching: “Because 

if one studies a career it’s to work in that and the majority of jobs require some kind of 



 

 

   

 

  126 

 

business or contact with the neighboring country”. She, along with Gaby and Miriam, 

found connections between globalization, language and the opportunities that arise for 

English language teachers: 

Table 7: English As Language of Employment Opportunity  

Excerpts Translation 

…cuando vas a pedir un trabajo, si tienes 
un nivel de inglés como que es mejor 
puesto y no te quedas ahí en la línea entre 
todos. (Gaby) 
 

…when you look for a job, if you have a 

good level of English then you might 

get a better position and you don’t stay 

in the line among everyone else. (Gaby) 

es muy importante que conozcamos para 
darnos mejor posibilidad de trabajo, mejor 
nivel de vida.(Gaby) 

It’s really important that we know (it), 

to give us a better job opportunity, a 

better standard of life. (Gaby)  

porque si uno se supone que estudia una 
carrera es para trabajar en eso y la 
mayoría de los trabajos requieren un 
negocio o algún contacto con el país 
vecino. (Ana) 
 

Because if one studies a career it’s to 

work in that and the majority of jobs 

require some kind of business or contact 

with the neighboring country. (Ana) 

Pues mira para casi todo me lo piden y lo 
vas aprendiendo y aparte si lo puedes 
enseñar. (Miriam) 
 

Well look, it’s required for almost 

anything, so you learn it and besides, 

you can teach it. (Miriam) 

  

 Learning English to gain an economic advantage is not necessarily a new 

phenomenon, after all, people often learn languages for this reason. Yet, Miriam, Gaby 

and Ana do not see it only as an advantage but as a general trend in the workplace. As 

Gaby states,“…cuando vas a pedir un trabajo, si tienes un nivel de inglés como que es 

mejor puesto y no te quedas ahí en la línea entre todos…” The line she refers to is an 

employment line. Such workplace requirements respond to the new importance linguistic 

skills have assumed in the workplace. As Cameron (2000) explains, communication skills 
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and competence in one or more second or foreign languages all represent valuable 

‘linguistic capital’ to use. In Mexico’s case, competence in English and Spanish, rather 

than any other languages, seems to suffice, at least for the average worker. Gaby 

explains, “Es muy importante que conozcamos para darnos mejor posibilidad de trabajo, 

mejor nivel de vida. Gaby suggests that the knowledge of English is a commodity, one 

that elevates employment opportunities and one’s standard of life. As explained 

previously, the transformation of language as a symbol of ethnic and national identity to 

an economic commodity represents a shift in people’s motivations and their choices 

about which languages to learn. English, for these participants, represents a marketable 

commodity.  

 Yet, it is also an effort for them to use the available resources around them. It 

should be kept in mind that the future teachers I interviewed are all a product of public 

schooling, which in Mexico is traditionally for the working and lower middle class. They 

were able to access public and relatively inexpensive college education and the learning 

of English was within their available resources as well as the opportunity to learn how to 

teach English- thus creating a possibility of forging a future in good employment. The 

choice to grasp these resources was a product of self reflection, of noticing the current 

economic, social and cultural demands around them. From the interviews, I was able to 

sense that the interviewees’ choice to learn English and become English teachers was 

largely a product of their awareness and calculated investment for a secured future. 
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Table 8: English as the Language of the United States 

Excerpts Translation 

Pero creo que también la cercanía de todo 
nuestro país con los Estados Unidos es 
muy importante que conozcamos… (Gaby) 

But I also think that the proximity of our 

country with the U.S. makes it really 

important for us to know…(Gaby) 

Pues un papel muy importante pienso yo, 
porque pues Estados Unidos que es donde 
principalmente se habla inglés es uno de 
los países que está más relacionado con 
todo el mundo, porque tiene mucha 
industria, muchas empresas importantes 
que crean cosas que en la mayoría del 
mundo son importantes son necesarios. 
Como que ahorita Estados Unidos tiene 
una relación con muchas partes del mundo 
y pues es muy importante para poder 
establecer un buen negocio. (Ana) 

Well a really important role, I think 

because the U.S. is where English is 

principally spoken, it’s one of the 

countries that is the most related with 

the whole world, because it has a lot of 

industry. Many important businesses 

that make things that in the majority of 

the world are important. It’s as if now 

the U.S. has a relationship with many 

parts of the world and it’s really 

important to be able to establish a good 

business.(Ana) 

con la diferencia que es el idioma que se 
habla en países de mayor potencia. La 
gente es la que ha dado la importancia. Y 
yo digo, que desde el momento en que 
estamos hablando de que es manejado por 
el país, no es el único país, pero wow es los 
Estados Unidos, aparte por la 
globalización, el hecho de que es potencia 
mundial. (Carmina) 

With the difference that it is the 

language that is spoken in the most 

powerful countries. It’s the people who 

have given it importance. And I think 

that from the moment that we are saying 

that it is used in the country, it’s not the 

only country, but wow, it’s the U.S, 

because of globalization too, the fact 

that it’s a world power. (Carmina) 

Pues aparte porque estamos muy cerquitas, 
es el principal de todos, el que manda. 
(Miriam) 
 

Well besides because we are really 

close, it’s the principal language of all, 

it’s the one that leads. (Miriam) 

Por la cercanía y pues porque por lo 
mismo que dije ahorita, el idioma 
globalizador. [En Hermosillo] Pues yo 
digo que mas todavía porque pues estamos 
muy pegaditos a la frontera y estamos muy 
cerca. (Celeste) 

Its proximity and because as I just said, 

it´s the global language. [ In 

Hermosillo], well I still say it’s even 

more important because we’re so close 

to the border and we are very close. 

(Celeste) 

[The United States] “…they are, all over the world, trying to (  ) trying to own the 

world I think.  (Amanda) 

I think that it’s very important for the students to know, for example in this case, the 

USA culture. (Amanda) 
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 After Celeste had explained that the importance of English rested on the fact that 

it was the language of globalization, she concluded with the following statement, “Pero 

también creo que por la proximidad de nosotros con los Estados Unidos hace que sea 

muy importante que nosotros sepamos”. (But I also think that the proximity of our 

country with the U.S. makes it really important for us to know). Celeste was not alone in 

her afterthought as almost all the participants echoed such a perception. Their 

geographical proximity to the United States played a significant role in their conception 

of the importance of English, yet it was not proximity per se, as Carmina points out: 

“…no es el único país, pero wow es los Estados Unidos, aparte por la globalización, el 

hecho de que es potencia mundial”. As can be seen, the importance of knowing English 

does not rest on the fact that it is spoken in a neighboring country, but on the fact that the 

neighboring country is the most powerful country in the world, and that alone makes 

learning English necessary. Amanda adds : (The United States) “…they are, all over the 

world, trying to (  ) trying to own the world I think”.  

 Amanda, Carmina, Celeste and the rest of the participants are aware that language 

and power are intimately connected, perhaps this is because they have known what it is 

like to live in a country “so close to the United States yet so far from God!”, a popular 

saying in Mexico which refers to Mexico’s powerless position as a neighbor to the United 

States. Such powerless positions naturally lead to an acute awareness of Self and Other, 

but also how to make the best out of a disenfranchised position with the available 

resources. In this case, the learning and the eventual teaching of English is an expression 
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of agency, an effort to know more about the United States but also as Amanda later says, 

an opportunity for English speakers to know more about Mexico and our customs.   

 The United States, which has promoted language policies that undermine any 

efforts to achieve bilingualism, does not adhere to this position. The U.S. border states 

with Mexico have been the most aggressive in promoting English as the official 

language. Such a scenario is indicative of the unbalanced relationship of power between 

the nations: the powerless nation is promoting English/Spanish bilingualism while the 

powerful one is promoting an English monolingualism. This is yet another one of the 

ways in which linguistic exchanges, or the lack thereof, can express relations of power. In 

this case, the symbolic power (Bourdieu 1991) of English is closely connected to the 

political, economical, cultural and military power of the United States. Aware of such a 

situation, these participants engage in empowering themselves with the language of the 

neighboring country, without relinquishing their cultural identity as Mexicans.  

Variations of English and Standard Language Ideology  

 The prior topic reflected on the participants’ perceptions of the role of English. In 

answering this question, they situated themselves as using the language in global and/or 

in local spaces. What follows is an analysis of: 

• the types of English they consider (or would like to consider) using as 

interlocutors; 

• who their perceived interlocutors are;  

• what type of English they see themselves conveying to their students. 
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  Such perceptions may shed light on what varieties of English are considered 

legitimate to these future teachers of English, who as non-native speakers constitute the 

majority of the world’s English teachers. Issues of legitimacy and authority are constant 

sites of struggle for these teachers simply because their “non-nativeness” is considered a 

disadvantage in English Language teaching. The native model is a given in the field, 

especially when the “success” of the language learner has to do with how close she or he 

has approximated the ‘target speaker’ end of the interlanguage continuum.  

 Stern’s notion of the native speaker, as cited by Cook (1999, p.188), is evidence 

of the native speakers’ advantage in language teaching: "The native speaker's 

'competence' or 'proficiency' or 'knowledge of the language' is a necessary point of 

reference for the second language proficiency concept used in language teaching." If the 

native speaker is a point of reference, then this means that the non-native speaker is 

always at a disadvantage because she will be forced to look at the native speaker as just 

that: a point of reference, despite the fact that English has more non-native speakers than 

it does native speakers. The following questions linger in the non-native speakers’ minds: 

Which varieties of English are for me? Whose voices should I use as a model? Are there 

other options?  My intention was to find the participants’ answers to these questions in 

the interviews and language learning autobiographies. The questions I directly asked the 

students were the following: Who does English belong to? What kind of English do you 

consider yourself to speak? And what kind of English would you like to speak? As such, 

the following themes emerged: 

• Ownership of English 
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• Language Preferences 

• Standard English and Standard Language Ideology 

Table 9: Ownership of English 

Excerpt Author’s Translation 

Con la diferencia que es el idioma que se 
habla en países de mayor 
potencia…desde el momento en que 
estamos hablando de que es manejado 
por el país, no es el único país, pero 
guau, es los Estados Unidos…Pero me di 
cuenta que es una lengua 
independientemente de quien lo habla, es 
una lengua mas, es conocimiento, es 
cultura personal y ya viéndola de esa 
perspectiva ya me empezó a gustar 
más…el inglés le pertenece a quien lo 
habla, no a una cultura, por decir a los 
gringos o algo así.” (Carmina) 

The difference is that it is the language 

that is spoken in the most powerful 

countries…from the very moment that we 

are saying that it is used in the country, 

it’s not the only country, but wow! It’s 

the U.S…But I realized that it is a 

language regardless of who speaks it, it’s 

just one more language, it’s general and 

personal knowledge, and viewing it from 

that perspective I started to like it 

more…English belongs to those who 

speak it, not to a determined cultural 

group, like to the Americans or something 

like that. (Carmina) 

“I think English and any other language belongs to everybody, because it’s a capacity, 

a human capacity to learn any language, so it belongs to everybody…in the 

world”.(Verónica) 

“When I think of English I think of United States most of the time because it’s them, 

the biggest country or almost the biggest country in the world and they are very 

powerful”. (Amanda) 

  

 Amanda and Carmina, like many of their peers, feel the powerful presence of the 

United States closely. Because English is spoken in the US, English now serves as an 

index for power, and therefore the need to speak it. Yet at the same time, contradictory 

feelings arise between teaching the language of the powerful and remaining loyal to one’s 

customs. As Amanda says, “they (the United States) are trying to own the world”. 

Carmina, openly admits “tengo un sentimiento negativo hacia los estadounidenses, por 

eso no me gusta…porque digo, ay tan gordos que me caen los gringos y ando estudiando 

de ellos.” (I have a negative feeling towards Americans, that’s why I don’t like 
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it…because as I say, I really don’t like these gringos and I’m studying about them). Such 

statements stem from a critical view they have developed toward the highly unequal 

political and economical relationship between the two countries. Amanda and Carmina 

feel a need to make others aware that despite their engagement in teaching English, they 

are aware of the historically asymmetrical relationship between both countries, thus 

distancing themselves from a traditional idea that prevails in Mexico where English 

teachers are often accused of promoting both the language and the culture of the U.S. As 

will be seen later, Amanda and the other teachers have other notions of whose culture 

they should use as a reference in the language classroom. 

 However Verónica, like Carmina (who during the interview admitted she came to 

terms with why she chose the English teaching profession), have taken a more 

“universal” or “biological” approach to English, because they consider it just that - a 

language. The human capacity to learn any language enables them to strip the language 

of any ownership and view it as one that can belong to anyone in the world. Their notion 

of ownership has enabled them to view English as not belonging exclusively to the 

United States and as serving as a resource to distance themselves from conveying the 

language and culture of the U.S. It also conveys the ability to learn languages in general, 

since we as humans are capable of doing so. As Carmina comes to terms with her mixed 

feelings, she points out the following:  

 “Pero me di cuenta que es una lengua independientemente de quien lo habla, es 
 una lengua más, es conocimiento, es cultura personal y ya viéndola de esa 
 perspectiva ya me empezó a gustar más…el inglés le pertenece a quien lo habla, 
 no a una cultura, por decir a los gringos o algo así.”.  
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Carmina and Verónica have articulated that even though there may be claims to 

ownership of language, as the United States has done through language policies and more 

subtle forms of linguicism (Lippi-Green 1997, Urciouli 1996) or the British have also 

done through their language councils and colonialist expansion (Pennycook, 1998, 

Phillipson,1992), they as Mexicans are able to put aside such claims by exerting their 

right to learn a language and use it for their own means. 

 Yet, the reality of geographical proximity and ideologies about language are still a 

factor and influence who their models are, as seen in the following excerpts related to 

variation preferences. While they do not claim to actually speak in this way, they do view 

these as an idealized exo-normative model which “refers to a native model (e.g. American 

or British) for emulation and teaching” (Kachru, 1986 p.21). The question I asked was 

the following: What variety of English do you speak and what varieties would you like to 

know?  

Table 10: Variation Preferences 

Excerpt Author’s Translation 

Yo creo que la variedad de EU, la variedad 
estándar, igual la que nos enseñan a 
nosotros, porque si me voy a quedar aquí y 
me imagino que mis alumnos van a tener 
más relación con los EEUU que otros 
países…igual no conozco a muchos pero sí 
me gustaría Inglaterra o algo así, a lo 
mejor para aprender algo diferente, no 
necesariamente porque me guste. No 
conozco otra variedad mas que la de 
Inglaterra, pero si me gustaría por 
aprender más. (Carmina) 

I think that the U.S. variety, the standard 

variety, the same one that’s taught to us, 

because if I stay here I imagine that my 

students are going to have more 

relationship with the U.S. than with 

other countries…even though, I don’t 

know many but I would like to learn the 

English variety or something like that, 

maybe to learn something different, but 

not because I necessarily like it. I don’t 

know another variety besides the one 

from England, but I would like to learn 

more. (Carmina)   

..pero por lo menos las más importantes o 
las más relacionadas con México, las más 

…but at least the most important ones, 

or the ones most related to Mexico, the 
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cercanas por lo menos… La versión 
americana…la versión británica me 
gustaría. Todas las que se puedan, pero 
principalmente esas dos - porque me 
gustan mucho por allá-jaja- Inglaterra. 
(Ana) 

closest ones at least…the American 

version…I’d like the British version too. 

All that I can, but principally those two 

– because I like it a lot over there – 

(laughter)- England. (Ana) 

Se me hace qué es más limpio, algo así, no 
sé, más entendible el inglés de 
Inglaterra…pero me gustaría más el 
estándar de EEUU. 
El estándar..el estándar de EEUU, se me 
hace como que es el más usado, como el 
que todos deberían de saber, y por eso… y 
como que ese es el indicado, no sé, me 
suena a mi, y a mi me gusta…por la 
cercanía, por lo que se que es estar aquí 
cerquita, no sé…solo me interesa el 
estándar para poder enseñarlo en México 
o Estados Unidos. (Celeste) 

To me it seems purer, something like 

that…English from England is more 

understandable…but I would like the 

American standard better. 

The Standard…The U.S. Standard, I 

think it’s the most used, like the one 

everyone should know and that’s 

why…it’s like the indicated one, I don’t 

know, it seems like that to me, and I like 

it…because of its nearness, because it’s 

close by, I don’t know…I am only 

interested in the standard to be able to 

teach it in Mexico or the U.S. (Celeste)  

No, pues el de allá de Europa porqué se 
oye más la pronunciación. No va a ser el 
mismo el de la India porqué lo hablan con 
su idioma, o sea, lo hablan diferente y allá 
se oye todo formal y elegante, o sea me 
gusta como se oye. 
Me gusta de alla, de dónde empezó el 
inglés, el originario…El de 
Inglaterra…pero me gusta porque es el 
más correcto pues, a mi se me afigura que 
por eso me gusta.…Fíjate que a pesar que 
me gusta el de Inglaterra y a como soy yo, 
ya sé que me gustaría hablar así más 
sueltito, porque si no, es (variedad de 
Inglaterra) muy formal como para hablarle 
así a la gente. 
 (Miriam) 

Well, the one from Europe because you 

can hear the pronunciation better. The 

one from India is not the same because 

they speak it with their language, I mean 

they speak it differently, and over there 

you hear it all formal and elegant, I like 

the way it sounds. 

I like the one from over there, where 

English first started, the original 

one…the one from England….but I like 

it because it’s the most correct, I think 

that’s why I like it…You know, even 

though I like the one from England, but 

the way I am, I know I would like to 

speak it more relaxed, because if I don’t 

it’s (British variety) too formal to speak 

like that to people. (Miriam) 

I would like, I would like to speak like Australian, like Australian people because I 

like the accent, but I also like to learn like British people because it’s so nice. It’s very 

elegant. Yeah, it’s very elegant…But I know that first of all I would like to learn the 

standard variety. (Verónica) 
I think that like North American people because we are near the United States and we 

mostly talk to United States people, natives from the United States. I think that we 

should try to speak like them. (Amanda) 
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 The primary exo-normative model is American English. Most of the participants 

view the American variety as a more proximate model because they see themselves 

interacting more with Americans than with any other English native speaker. As such, 

they label this variety as the “most used” and “most important”, “one everyone should 

know” and the one Amanda views as “most related to Mexico”, in spite of her impression 

that “the U.S. is trying to own the world”. Or as Celeste and Carmina mention, it is the 

one they have been taught in their schooling experience.  

 However, a desire to acquire the British variety is voiced by nearly all the 

participants. They qualify this variety as: “purer” “nice”, “elegant”, “formal” “the 

original one”, “the most correct”, “the most understandable”, and “better pronounced”. 

The adjectives they use to describe British English contrast with an American variety, 

which while practical, is not as “pure”, “nice”, “elegant”, “formal”, “original”, “correct”, 

nor as “well pronounced”, but “sueltito” (loose), “informal” and “closer to Mexico”. 

According to Bourdieu (1991), users (in dominant positions) create an opposition 

between “distinguished” and “vulgar” and an opposition between “tense” and “loose”. 

The symbolic value of language is ranked according to the degree of control that is 

manifested and the intensity of its correctness. In other words, the more controlled and 

the more correct it is perceived as, the higher its value. The future EFL teachers’ (and 

future gatekeepers’) classifications fall neatly into these categories by using comparative 

forms of adjectives which fall into Bourdieu’s oppositions of  “distinguished” and 

“vulgar”  and the opposition between “tense” and “loose”.  The symbolic value of 



 

 

   

 

  137 

 

Standard British English to these participants is that it is controlled and distinguished, 

whereas American English is perceived as the opposite. 

 Yet, while British English may have a higher symbolic value with regards to 

authenticity, legitimacy, control and distinction, American English is still viewed as the 

one to emulate because of its more visible presence in a contemporary economic market. 

American English has more native speakers than British English does, and it is on the 

same continent, therefore the probability that the participants’ interaction will be with 

American English speakers is greater. But also contemporary industrial globalization, 

(translated as opportunities of employment and education) is spoken in American English 

from the viewpoint of Mexico because of the inception of maquiladoras and transnational 

businesses. What follows from this assumption is that the linguistic variety of American 

English, or cultural capital in Bourdieu’s terms, can transform to economical capital in 

the form of employment or opportunity for further education. Access to employment, as 

perceived previously by the participants, requires the ability to speak American English, 

because it is mostly the Americans who are doing business in Mexico. 

 Speakers of EFL are generally given two options in their EFL learning experience 

depending on what side of the Atlantic Ocean learners are from: American English or 

British English. They must choose between them, and the value of the variety on the 

linguistic marketplace certainly plays a role. However, as Cook (1999) reminds us, rarely 

are EFL learners acknowledged as English speakers in their own right. As can be seen, 

the participants limit their options to the varieties that belong to the powerful countries 
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and who claim ownership through language councils (e.g. British Council) and language 

policies (e.g. English Only in the U.S.).  

 The voicing of this “preference” rests upon the participants’ language ideologies 

of legitimacy and ownership, strengthening the fact that as speakers we cannot detach 

ourselves from discourses circulating around the symbolic power and values of specific 

language varieties. After all, none of the participants chose exo-normative models outside 

of Kachru’s first circle, and until now, I know of no EFL learner outside of the colonized 

countries who has voluntarily chosen Indian or Malaysian English. As Bourdieu (1991) 

explains, there has to be some kind of “active complicity” from those who are subjected 

to symbolic power. For it to take effect, people have to believe in the legitimacy of the 

power and the legitimacy of those who hold the power.  In the case of these participants, 

the foreign language classroom, their teachers, the textbook and the policies and 

institutions surrounding a “standard notion of English” are acknowledged authorities that 

provide the students constrained or no choices as to what constitutes legitimate varieties, 

pronunciation models, or contexts where English can be used. The end result is that the 

participants accepted American English as the pragmatic choice, British English as the 

“pure” and “formal” variety and Verónica categorized Australian English as the “nice” 

one. The only variety outside of the first circle that was mentioned by Miriam was Indian 

English, but she rejected it because it had elements of the ‘native language’ in it. The 

participants granted legitimacy to some language varieties but not to others because of 

the lack of choice in their lives as EFL learners, but primarily because behind this lack of 
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choice are circulating discourses in EFL which value some language varieties over 

others. 

Standard English and Standard Language Ideology 

 The participants admitted that categorizing English as American, British, 

Australian and Indian can be problematic because they are aware of the varieties even 

within varieties. Even so, a naturalized statement is to say that they are learning or will be 

teaching Standard English. Carmina notes, “yo creo que la variedad de EU, la variedad 

estándar, igual es la que nos enseñan a nosotros” (I think that the U.S. variety, the 

standard variety, the same one that’s taught to us). Celeste has a similar response: 

  “Pero me gustaría más el estándar de EEUU. El estándar..el estándar de EEUU, 
 se me hace como que es el más usado, como el que todos deberían de saber, y por 
 eso…  y como que ese es el indicado” 
 

 (The Standard…The U.S. Standard, I think it’s the most used, like the one 

 everyone should know and that’s why…it’s like the indicated one) 

  

 Verónica, Gaby, Miriam, Ana and Amanda all mention at one time or another in 

their interviews that they are learning or will be teaching “Standard English”.  

 At the same time, they are also part of a relatively new generation of English 

teachers in Mexico who are being formally trained in issues of foreign language teaching 

and acquisition. Until recently, the majority of English teachers were people who 

happened to know the language, as I was, when I was teaching English as a college 

student - even though my B.A. major was in sociology. We had little or no notion of 

varieties, and ‘Standard English’ was what we were teaching according to the textbook. 

The practice was never questioned. 



 

 

   

 

  140 

 

 At the time of the interview, the participants had recently studied the topic of 

standard languages and varieties in their course on applied linguistics, and were 

understanding the difficulty in establishing what a standard variety is, as seen when I 

asked what they meant by ‘Standard English’.  

Table 11: Standard English and Standard Language Ideology 

Excerpt Author’s Translation 
Es decir, nos dijo el Maestro Albert que 
como el estándar depende del lugar de 
Estados Unidos o de dónde en el país que 
se regule que es lo normal o lo anormal… 
Pues que cada quien tiene su propio 
dialecto, su idiolecto, creo que casi nadie, 
o nadie habla el estándar…Pues a lo mejor 
y sí, porque los libros, bueno, por ejemplo 
los lingüistas, yo creo que sí pueden hacer 
un libro estándar, porque ellos son los 
primeros que estudian la lengua. (Amanda) 

I mean, Professor Albert told us that the 

Standard depends on the place in the 

U.S. or in any country that regulates 

what is normal and what is 

abnormal….everyone has their own 

dialect, their idiolect, I think no one or 

almost no one speaks a standard...well 

maybe yes, because books, well, for 

example linguists, I think that they can 

write a standard book, because they are 

the first to study language. (Amanda) 

El estándar (ah) sí, es el que nos enseñan 
en la escuela como que la gramática 
estándar, la pronunciación común que todo 
mundo puede entender. Si vamos a EU, la 
variedad que puede entender la gente pues, 
porque estamos viendo que no habla igual 
una persona del Bronx como una persona 
de Boston. La estándar se clasifica como la 
variedad que todos podemos entender. 
(Gaby) 

The Standard, oh yeah! It’s what we are 

taught in school like with standard 

grammar, the general pronunciation 

everyone can understand. If we go to the 

U.S., the variety everyone can 

understand. Because we are seeing that 

a person from the Bronx does not speak 

like a person from Boston. The standard 

is classified like the variety we can all 

understand.(Gaby) 

Pues es que las variedades, me gusta ese 
tema, me interesa mucho saber que aunque 
sea un inglés, no todo el mundo lo habla 
igual o hay diferentes formas de inglés, 
pero me pone así de nervios que yo 
aprenda un inglés y que no sea fácil para 
mi comunicarme en otra variación. Se 
supone que aprendemos inglés americano 
o estándar. (Ana Cynthia) 

Well, varieties…I like that topic a lot. I 

am really interested in knowing, even if 

it’s in English, that not everyone speaks 

the same or there are different styles of 

English. But I get nervous when I learn 

English and it’s not easy to 

communicate in another variety. 

Supposedly, we are learning American 

English or standard [English] .(Ana 

Cynthia)  

I don’t know. (laughter) (Verónica) 
Nobody speaks the standard because it’s like something impossible, because they are, 
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how do you say, los sonidos perfecto, and we can’t produce them. (Amanda) 
  

 Standard English is defined as the variety we can all understand and the one we 

were taught in school with “correct grammar” according to Gaby. Yet, the rest of the 

participants have more difficulty in defining it because they realize that approximating 

the standard is impossible, as Amanda explains: “Nobody speaks the standard because 

it’s like something impossible, because they are, how do you say, los sonidos perfectos 

(the perfect sounds), and we can’t produce them”. Ana realizes that the standard variety 

she is supposedly learning will not necessarily help her communicate with everyone who 

speaks English, therefore contradicting the very idea of standard. They are realizing that 

Standard English is a myth because as Lippi-Green reminds us, it rests upon “…a bias 

toward an abstracted, idealized, homogenous spoken language which is imposed and 

maintained by dominant bloc institutions and which names as its model the written 

language, but which is drawn primarily from the spoken language of the upper middle 

class” (1997, p.64). 

 To these non-native speakers the standard variety is indeed abstract, as they can’t 

exactly put their finger on what constitutes Standard English. It is idealized, because until 

now their only models have been the textbook and their teachers in their 50 minute 

classes five days a week. Moreover, the ideals they had regarding standard English did 

not hold up when some of them told me, after the interview, that it was especially 

frustrating to listen to native speakers talk and not understand them, as they certainly did 
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not speak like the characters in the textbook’s listening exercises did. With such a 

realization they understood that real English speakers are anything but homogeneous. 

 The participants’ realization though is not typical of all EFL learners or teachers. 

Most learners and untrained teachers take the notion of Standard English as a given, as I 

did when I was teaching and untrained to do so. I cringe when I remember students who 

asked me about English-Spanish code-switching practices used among their family 

members in the U.S, and I ignorantly answered that the practice was just plain wrong! It 

is only now, with my training in applied linguistics, that I can question all my previous 

assumptions. Fortunately for the EFL teaching profession and for EFL students, these 

B.A. students in English Language Teaching are being formally trained in issues of 

sociolinguistics, applied linguistics, methods and material development. They are being 

asked to reflect on realities in second language teaching that are often taken for granted, 

such as varieties, standard language and the relation between language and culture. One 

would hope that when it is their turn in the classroom as teachers, they will be able to 

convey that there is nothing standard about English. 

Language Learning Attitudes, Motivation and Investment. 

 The learning of a language is a deeply social event, more so when it entails the 

forging of a future and with that, a professional identity. In this section, I explore the 

participants’ different motivations/investments and attitudes regarding the learning of 

English as a Foreign Language and their professional career. The participants’ answers 

are a product of personal reflections contained in language learning autobiographies they 

had written for me, as well as answers in the interviews.  
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The following topics will be discussed: 

• Language Attitudes 

• Language Motivation/Investment 

 While the topic of language attitudes was not directly addressed in my interview, 

the topic was an important one for the participants, as at one time or another, either in the 

interviews or in the language learning autobiographies, they expressed opinions that 

reflected their attitude towards English. This is not surprising considering that learning a 

language is a highly-charged personal, social, and emotional endeavor and, as seen 

previously, their life experiences were crucial in determining the importance English 

would have for them.  

 Moreover, the autobiographies and the open-ended interviews provided the space 

for the participants to communicate attitudinal aspects. The openness of these “data 

collection instruments” was conducive to gathering information considered important by 

the participants, and which enriches the analysis on the participants’ language ideologies 

towards English.  

 When analyzing the excerpts about language attitudes, two themes arise: cultural 

loyalty and positive attitudes. “Cultural loyalty” refers to the excerpts which situate 

English within or in opposition to Mexican cultural values; whereas “positive attitudes” is 

labeled as such because the participants used this expression to describe their attitudes 

towards English as literally “positive”. 
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Table 12: Language Attitudes (Cultural Loyalty) 

Excerpt 

I like English very much. I think English is a beautiful language, but it is not so 

beautiful as Spanish though. I find English very práctico (practical-author’s 
translation) I love Mexican culture and customs. I want to teach my students to share 

our customs in English. I want to teach them that we have to keep our culture, it 

doesn’t matter the language we are learning, it doesn’t have to replace our way of 

thinking, our beliefs. (Amanda) 

I used to relate English with the Americans. I think that my attitude wasn’t too 

positive at the beginning, and then it was kind of indifferent. When I realized that I 

didn’t like too much the American culture I related English with the Americans. I 

didn’t feel attracted to a language learning. Then I felt I kind of interest in it. I started 

to study in the general courses and I really liked them. (Carmina) 

Since I have memory I’ve been interested in learning another language…I think I am 

always open about learning English. I like English language and in my opinion it’s 

going to be fundamental in our future…learning a language doesn’t make you more or 

less Mexican, people get benefits from learning a language. (Verónica) 

   

 Verónica provided a statement which is highly useful for an analysis of the 

relationship between foreign language learning and cultural loyalty: “…learning a 

language doesn’t make you more or less Mexican”. Verónica’s statement is a response to 

the notion that learning a foreign language, especially English, might just make you “less 

Mexican”. Such an idea draws upon a popular notion in Mexico that to embrace another 

language and, hence, culture is to relegate one’s own
7
. Discourses such as these often 

amount to ambiguous feelings many students have towards learning English because 

doing so may amount to cultural disloyalty, yet on the other hand, there is a growing 

awareness of the “practicality” of the English language, as Amanda states. 

 The relationship between cultural loyalty and foreign language learning is 

stronger in contexts of unequal distribution of power as would be the case of minority 

                                                 
7
 A popular expression in Mexico when a Mexican compatriot adopts U.S. citizenship is: “So now you’ve 

just spit on the red, white and green”, alluding to a lack of patriotism and treason. 
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language students in the US, where learning the majority language has the potential of 

abandoning L1 cultural ties- if the L1 is not maintained or supported. But interestingly it 

is also an issue in Mexico where a strained relationship with the neighbor to the north has 

emphasized feelings of cultural loyalty and linguistic purism. “We don’t need anything 

from them” is a common feeling and one that I have heard as a resident on the Mexican 

side of the border, even as they are crossing to the U.S. side of the border to buy the 

week’s groceries. The artificial border is a constant reminder of the aftermath of a war 

between the two nations (Velez-Ibáñez, 1996) but it is also a reminder of the perceived 

military, political and economical superiority of the US. What is left to Mexico is an 

emphasis on cultural history that can be traced back to ancient civilizations as well as a 

firm notion of nationhood, loyalty and a national identity based on mestizaje - the fusion 

between Indigenous civilizations and the Spaniards
8
.  

 Official language policy in Mexico (like in the US) focuses on this notion of 

national unity and language purity by means of the language of a dominant group. In 

Mexico’s case, Spanish plays the role of the unifying language in a mestizo nationhood 

and one that has been guarded, at least in discourse, from external influences. Hidalgo 

(1984) found how Mexican border residents often rejected code-switching practices, even 

when language borrowing is a common practice
9
. Francis and Ryan (1998), though, make 

the point that in Mexico there is a wide range of postures towards English, ranging from 

                                                 
8
 One detrimental effect of such a collective identity is the institutional and social racism against 

Indigenous groups in Mexico. These populations have been largely forgotten and have suffered great 

marginalization, however that is a topic that is in need of more extensive research.  
9
 parquear (to park), huachar (to watch), rait (ride), pik-up (pick up truck) and baika (bicycle) are samples 

of borrowing transfer from English. 
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linguistic prestige and utility, to movements of language purism and open criticism 

towards cultural contact with the U.S. 

 The participants in this study are living in this ambiguous situation with regards to 

English in Mexico and are more susceptible to either praise or criticism than other 

English speakers because they will be teaching the language someday. In the midst of this 

situation, Amanda, Verónica and Carmina have expressed concern but at the same time 

they have come up with reconciliatory solutions to the ambiguous and uncomfortable 

relationship between English language learning and loyalty to Mexico. Amanda 

compares English to Spanish, qualifying English as “beautiful” but “not as beautiful” as 

Spanish. Rather she finds English “práctico” as most of the other participants express at 

one time or another in their interviews. By doing so, she is invoking a utilitarian posture 

rather than an assimilative one, and thus remaining true to her cultural loyalty. At the 

same time, her cultural loyalty is reinforced by affirming her love for Mexican culture 

and customs where English would be used to convey Mexican culture to others. In a 

sense, English would serve as a way of making Mexico’s customs known to the rest of 

the world. Like Verónica, she counteracts assumptions about English language learning 

and disloyalty by stating one of her missions in teaching: “I want to teach them that we 

have to keep our culture, it doesn’t matter the language we are learning, it doesn’t have to 

replace our way of thinking, our beliefs”. 

 Carmina, possibly one of the most critical of the U.S. among the participants and 

also one of the most politically vocal, explains how she made the direct relation between 

English and the Americans. Such an association lead to a negative attitude towards 
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learning English at the beginning, yet as she expressed elsewhere in the interview, she 

came to terms with the learning of English when she realized: 

  “…que es una lengua independientemente de quien lo habla, es una lengua más, 
 es conocimiento, es cultura personal, y ya viéndola desde esa perspectiva ya me 
 empezó a gustar más”.  
 

 (…it is a language regardless of who speaks it, it’s like any other language, it’s 

 knowledge and self fulfillment and from that perspective, I started to like it 

 more”)  

 

In her statement, it’s the “who speaks it”, understood as the United States, that attributes 

the negative qualities to English; however, if she departs from this association she is able 

to find that learning a language is a worthwhile endeavor if only because it constitutes 

more knowledge. Yet Carmina, caught within an ambivalent posture between cultural 

loyalty and learning English, also admits, albeit reluctantly, that it was a US “boy band” 

from the 1990’s that motivated her to learn more English:  

 

 “Pero me da vergüenza decirlo, te acuerdas de los Hansons? Pues a mi me 
 gustaba mucho ese grupo y quería saber lo que decían las canciones…Entonces 
 mi hermana que es un año mayor que yo, y le gustaba lo mismo ella y yo. Ella 
 traducía las canciones…y a veces me dejaba traducir pedacitos”  

  

 (But I’m embarrassed to say this, remember the Hanson’s? Well I really liked 

 that group a lot and I wanted to know what their songs said…Then my sister 

 who is a year older than I am, and we liked the same things. She would translate 

 the songs…and she would let me translate parts to it).  

  

Carmina’s subjective stance as critical of “los gringos” and yet admitting that an icon 

from US pop culture motivated her to learn English is evidence of identity as a site of 

struggle and contradictions. From a poststructuralist perspective, identity is conceived of 

as diverse, contradictory, dynamic and changing. It is multiple and as seen from 
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Carmina’s experience it is also a site of struggle, as she grapples with her own feelings of 

what constitutes cultural loyalty and what does not as she admits her embarrassment but 

also her reconciliation.  

 Verónica indirectly addresses the relation between cultural loyalty and language 

learning: “…learning a language doesn’t make you more or less Mexican, people get 

benefits from learning a language”. At the same time she highlights the instrumental 

value of English by saying that people actually “get benefits”. Verónica adapts a posture 

similar to Carmina’s in that she’s always been interested in learning “another language”, 

thus emphasizing the general benefits of learning a language but at the same time 

recognizing that English is the language that is “…going to be fundamental in our 

future”. Unlike Carmina, she considers herself “…open about learning English”, yet by 

considering herself as open, she recognizes that there are others who are not.  

 Verónica, Carmina and Amanda have been able to create a space between 

language learning and cultural loyalty. Though they acknowledge that such a construct is 

pervasive in their lives, they highlight not only the instrumental purposes English has but 

also the personal fulfillment language learning can have in their lives. Amanda even 

came to realize that English can be used as a conveyor of her cultural loyalty to the rest of 

the world. In sum, they are able to detach themselves from notions of language purism to 

an acknowledgment that loyalty is not necessarily followed by a rejection towards foreign 

language learning. 

 Language attitudes, described as “positive”, were also expressed by the 

participants: 
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Table 13: Positive Language Attitudes 

Excerpt Translation 
A mi desde chiquita me encantó, o sea que 
curado que se comunique de otra manera, 
o sea, eso fue lo que me motivó. O sea el 
inglés es el más fácil, el más cerquita, 
como que el más usado. (Celeste) 

I’ve loved it ever since I was little, I 

mean how cool is it to be able to 

communicate in another way, I think 

that’s what motivated me. I mean 

English is the easiest, the nearest, like 

the most used. (Celeste) 

Yo describiría mi actitud hacia el inglés 
positivamente, ya que me interesan y me 
gustan todos sus aspectos. 
 (Ana Cynthia) 

I would describe my attitude towards 

English as positive since I am interested 

in all its aspects. 

(Ana Cynthia) 

Tengo una actitud positiva hacia el inglés 
(es pesada la carrera), pero siempre hay 
que tener una buena actitud ante todo en la 
vida...(Miriam) 

I have a positive attitude towards 

English (the program is difficult), but 

you always have to have a good attitude 

towards anything in life… (Miriam) 

Me gusta el inglés…con mi hermana era 
muy divertido comunicarnos sin que mi 
mamá nos entendiera o sin que nuestros 
hermanos supieran de lo que estábamos 
hablando…Para mi es muy divertido. 
(Gaby) 

I like English…with my sister it was 

really fun to be able to communicate 

without my mom understanding what 

we were saying or without my siblings 

knowing what we were talking 

about…for me it’s fun. (Gaby) 

  

 Celeste and Gaby highlight that English provided an alternative for 

communicating in another language. For Celeste, this was motivation enough to become 

interested in learning it, coupled with her perception that English is the “easiest”, 

“nearest” as well as “most used”. Such an appreciation provides evidence that English is 

still viewed as a pragmatic choice, because it is quite possibly the only alternative at a 

certain point in their lives as children. It is not until their adult lives that they are provided 

with more language learning choices, as almost all the participants expressed they were 

learning another language besides English at the time of the interview.  
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 As seen, Miriam and Ana both explicitly state they have a “positive” attitude 

towards English. Ana later explains how this positive attitude is a result of a high level of 

integrative motivation, since she has a deep appreciation for the U.S. culture as a result of 

her experience living in California with family. Positive attitudes together with 

motivational drive towards learning a language are seen as a beneficial factor in second 

language acquisition (Gardner & McIntyre, 1993). However, upon interpreting the 

differences in attitudes between the participants, especially in the case of Carmina and 

Ana, the role of investment (Norton Pierce, 1995) would seem to be more indicative of 

“language success” as explained further.  

 In the previous sense, instrumental motivation can be roughly characterized as the 

desire to obtain something practical or concrete from the study of a second language, 

such as applying for a job or fulfilling educational requirements. Integrative motivation, 

in contrast, is characterized by the desire of the learner to integrate into the society in 

which the language is used, or to fully appreciate the culture and the speakers of the 

language. Motivation, then, refers to the individual desire language learners have towards 

the language. Some of the participants, however, find themselves in ambivalent positions 

towards the language, as they may have individual desires yet at the same time they are 

constrained by social and historical experience of the language and the culture it is seen 

to represent. In that sense, Bonny Norton (1995) offers a more complex view of 

motivation by acknowledging the role of identity and human agency in relation to 

individuals’ historical or social positioning.  
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 Norton puts forth the concept of investment, as a factor that acknowledges the role 

of the individual’s socially and historically constructed relationship towards the L2. 

Investment can be explained with reference to Bourdieu’s understanding of symbolic, 

cultural and economic capital, roughly understood in the following way: symbolic capital 

is the recognition actors receive from a group (e.g. prestige, honor, the right to be listened 

to); cultural capital as the skills, knowledge or other “high” cultural acquisitions an 

individual may encompass (e.g. educational or technical skills); and economic capital 

may be understood as the command over economic resources (e.g. cash, assets, 

employment). In SLA, an L2 is a form of cultural capital. When learners invest in the 

second language, they do so with the understanding that they will acquire more forms of 

capital, such as symbolic capital (prestige from speaking the language), more cultural 

capital (knowledge or skills that come from speaking the language) or economic capital 

(higher salaries, employment). The value of their investment has the potential of 

increasing; as this happens learners also reevaluate who they are and what their 

prospectives are for the future. 

 Upon analyzing the excerpts, the framework of investment captured the 

participants’ experiences. However, it would be unfair to displace their own analyses of 

their language learning experiences, and because they too are being trained in SLA, much 

of their personal reflection is shaped by the theoretical exposure they have received as 

students of a B.A. program in English Language Teaching. Ana Cynthia, for example, 

reflects upon English in the following way: “ Me interesa no solamente aprenderlo, sino 

también integrarme hacia él, a su cultura. Tengo una motivación integrativa hacia el 
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inglés” (I am interested not only in learning it, but integrating into it, into its culture. I 

have an integrative motivation towards English). Ana Cynthia was the only participant 

who had lived in the US, as stated earlier, and thus was the only one who could claim to 

have first hand knowledge of U.S. culture and way of life. From a perspective of 

investment, she had previously learned English in the US when she was a preschooler, 

therefore she viewed herself as a person who had to “aprovechar” (take advantage of) the 

investment she had made as a young child. Until now, among her many possibilities for 

the future she discussed elsewhere in the interview, her investment would allow her to 

integrate into the U.S. society she came to appreciate, but also to ensure a professional 

career and employment in Mexico where English is seen as cultural capital that has the 

potential of transforming into economic capital.  

 Verónica, like some of the other participants, viewed L2 learning as an almost 

natural process in life, “…because we are not destined just to speak only one language.” 

However, the almost biological nature of language learning was conducive to a form of 

economic capital as she expresses in her interview, “… so it’s better for you to learn 

more than one, and so if I can teach English as a second language or a foreign language, 

it would be…how can I say? Very good!! 

 All the participants referred to their current investment as an effort which would 

grow in the future, however Gaby, Miriam and Amanda were most explicit about this 

topic:  
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Table 14: Motivation (Instrumental)/ Investment  

Excerpt Author’s Translation 

Pues se me hacía una oportunidad, porque 
como esta creciendo Hermosillo y bien 
pegadito al otro lado, como que ser 
maestra de inglés ahorita va a dejar, tener 
mucho futuro pues…Por eso estoy aquí. 
(Gaby) 

Well, it seemed like an opportunity, 

because since Hermosillo is growing 

and really close to the US, being an 

English teacher now will bring 

opportunities in the future…that’s why I 

am here. (Gaby) 

El inglés, aparte de porque se me 
faciNorma en realidad, pues mira para 
casi todo te lo piden y lo vas aprendiendo y 
aparte si lo puedes enseñar, no me 
estorbaría ser maestra…(Miriam) 

English, besides the fact that it’s easy 

for me, really, well it’s required for 

almost everything and you learn it, and 

besides if you can teach it, it wouldn’t 

do harm to be a teacher too. (Miriam) 

I want to learn English because I want to teach English. I want to teach English 

because I know that today there are many, how do you say empresas [businesses]?  

(Amanda) 

  

 The three participants viewed their current investment in learning English as an 

endeavor which would bring results in the future. Gaby states this explicitly in her 

following statement: “…being an English teacher now will bring opportunities in the 

future…that’s why I am here.” Gaby’s current investment in English language learning 

represents one that will render profits as a language teacher, understood as the “future 

opportunities” she mentions. Amanda shares this vision after having analyzed the 

relationship between the installment of international businesses in Mexico and the 

language needs that arise in this context. In other words, she envisions that the 

international character of business will require more English speakers, which she will be 

able to train because she will have the skills to do so. Miriam also understands the 

relationship between current institutional requirements for the mastery of English as a 

second language and her role as a teacher, given that she feels that English is a skill 

which is “easy” for her. All three participants acknowledged that their investment may 
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lead to an increased value of their economic capital, but also to an increase in the cultural 

and symbolic capital that will lead them to take on new identities in the future. They see 

themselves as English teachers but also as facilitators in a future where intercultural 

communication will gain even more importance because of current business and 

institutional trends within a context of globalization. 

 Topic 1 revealed some of these future teachers’ ideologies about the English 

language. In subtopic 1a) The role of English in Mexico and in the world, participants 

acknowledged the importance of English in their everyday lives, situating it as the 

language of business and employment opportunity in their local settings. Geographical 

proximity to the United States added to this importance, even if at times some held 

ambivalent positions with regards to the US-Mexico relationship. Participants, however, 

expanded their local gaze to a global one by understanding the global nature of English, 

hence the importance of learning and being able to teach a language that would serve as a 

communicative tool between peoples with different language and cultural backgrounds. 

The localizations of English to certain spheres responded to participants’ alignments to 

discourses on language. Of importance is the commodification of discourse, where 

English is viewed more as an economical commodity than as indexical of national 

identity. Subtopic Language variation and standard language ideology revealed the 

participants’ ideologies as to what English language varieties are seen as viable in their 

lives. Even though Standard American English was named as the preferred variety for 

teaching purposes, further reflection led to the fact that a definition for “standard” was 

hard to come by, and that it was actually not a variety that was spoken by “real” speakers. 
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They also express how as non-native speakers they feel compelled to look for native 

speaker models that will serve as points of reference in their language learning and 

teaching. They were divided between the two canonical models: American or British 

English, even though Verónica mentioned how she preferred an Australian variety. Their 

choices for either the British or the American model rested upon their ideologies of 

language purism and authenticity (British variety) on one hand, or practicality on the 

other (American variety). Nevertheless, it is compelling that the three models are from 

countries of the first circle, which is indicative of the ELT field’s taken for granted 

assumption that only native models serve as valid references. Subtopic Language 

Learning Attitudes and Identities reveal the complicated relationship language learners 

may have with the target language. The excerpts provided evidence that learners may be 

in ambivalent positions between learning a language and maintaining cultural loyalty, 

especially in light of a subordinated position, such as that of Mexico to the U.S. Yet at the 

same time, they engage not only in learning the language but choosing to teach it because 

it is represents opportunities for the future. For all of the participants, it represents an 

investment which they expect will increase in its value, however the uses for the 

language differ among the participants. The participants who felt more ambivalent with 

regards to the language have managed to create alternatives, such as using English to 

promote Mexican national identity or to conceive of English as a language detached from 

the perceived imperialism that the US represents to them. On the other hand, others 

expressed their positive attitudes toward learning the language, since they felt that it was 

one more resource to navigate towards the future. Amanda, Verónica, Ana Cynthia, 
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Miriam, Rocio, Carmina and Celeste all shared something in common: as learners their 

surroundings and lived experiences greatly contributed to their understanding towards the 

English language. In Norton & Toohey’s (2002) terms, they are learners who are “…both 

socially constructed and constrained”…but also… “…embodied, semiotic and emotional 

persons who identify themselves, resist identifications, and act on their social worlds” 

(p.123). 

 The next topic will discuss how they envision their participation and interlocutors 

in the activities of the second language. 

IMAGINED COMMUNITIES 

 Learning a language and engaging in the development of a professional identity 

such as these participants are doing is not possible without imagination. In Wenger’s 

(1998) terms, imagination is a process of self expansion by transcending space and time 

and thus creating new images of the self. These women are engaging in exactly that, their 

investment in their college education and in learning English is key to reaching those 

images of the future self they have created. As seen previously, imagined communities is 

a framework which helps explain the relationship between investment and identity, it 

helps provide a sense of direction in current actions in order to consolidate future 

imagined identities (Norton, 2001). Determining if these identities will become a reality 

or not is unpredictable, but they are crucial in determining current actions and investment 

in learning.  

 The participants discussed their futures extensively, both in their interviews as 

well as in the language learning autobiographies they wrote. The information they shared 
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about themselves primarily revolved around their futures as language teachers and as bi- 

or multi-lingual beings, which is expected considering that I focused much of the 

discussion on their language learning experiences. However, another important 

dimension also came up, that of personal identity, that is how they as individuals would 

be transformed at the point in their lives when they finished their BA and language 

studies. In other words, besides making a living as English teachers, what new roles 

would they have in this world and what are their contributions as professionals? In this 

effort to analyze the excerpts, the following themes are discussed in the following order:  

• Imagined Professional Community 

• Imagined Self   

Table 15: Imagined Professional Community: 

Excerpt Translation 

…pero si se diera la oportunidad, y si no 
pues, asi como sea, a hacer mi maestría, 
doctorado por allá en otro país dónde me 
pueden dar trabajo y enseñar inglés en 
otro país, aunque me gustaría enseñar 
español mejor… (Carmina) 

…but if it were possible, and if not, 

anyways, I’d like to do my master’s or 

doctorate over there, in another country 

where I can get a job and teach English 

in another country, even though I would 

like to teach Spanish better…(Carmina) 

Una buena maestra de inglés, tal vez 
dirigiendo una escuela donde se enseñe 
inglés con maestros realmente capacitados. 
Me queda claro que va a ser en México, 
pero tal vez en el extranjero como apoyo a 
los inmigrantes. (Ana Cynthia) 

A good English teacher, maybe 

directing a school where English is 

taught by trained teachers. It’s clear to 

me that it will be in Mexico, but maybe 

in another country, to support 

immigrants. (Ana Cynthia) 

…seguiría estudiando más idiomas y un 
poco más adelante pretendo continuar con 
una maestría o estudiar otra 
carrera…espero irme de intercambio…la 
maestría la quiero hacer fuera de 
México…más opciones para desempeñar 
un buen trabajo en otra parte del 
mundo…tengo la intención de ser 
traductora o trabajar en algo que tenga 

…I’d continue studying more languages 

and later I plan on studying a master’s 

or another career…I hope I can go on an 

exchange…I want to do my master’s 

outside of Mexico…there are more 

options to get a good job in other parts 

of the world…My intention is to 

become a translator or work in 

something that involves several 
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que ver con varios idiomas. (Miriam) languages. (Miriam) 

Tenemos la idea ahí entre los del salón 
formar una escueNorma, empezar desde 
abajo, darle clase a diferentes personas. 
Entonces Carmina tiene muchas idea 
políticas de cero corrupción. De repente 
platicamos y deberíamos formar una 
escuela para enseñar. (Gaby) 

We have this idea, some of us from the 

class, of having a little school, starting 

from the bottom-up, teaching different 

people. Then Carmina has this idea of 

zero tolerance for corruption. 

Sometimes we talk and we should form 

a school to teach. (Gaby) 

ah yo me quisiera ver en Canadá… 
enseñando a la gente, ya sea hablar inglés 
o ya sea francés, español también.  
 
Con estudiantes, pues mexicanos porque 
me imagino que iban a ser los que me iban 
a entender más, yo los iba a entender más, 
puedo saber como iban a reaccionar. 
 
 I see myself in the near future giving 

classes in an elementary school, here in 

Hermosillo. And I wish in a far future be in 

another city -probably in LA, Flagstaff, 

somewhere in the US or Canada -giving 

English, French and Spanish classes to 
Mexicans. And helping them to join a new 

culture. (Verónica) 

I’d like to see myself in 

Canada…teaching people to speak 

English, French and even Spanish. 

 

With students, Mexicans because I 

imagine that they are going to be the 

ones who understand me the best, I 

would understand them more, I would 

know how to react. (Verónica) 

 

 

y pues principalmente pienso que con 
adolescentes más que con adultos, con 
adultos casi no sé entablar conversaciones, 
entonces con adolescentes enseñar a los 
estudiantes de aquí de México. (Amanda) 
I expect English to open me doors as and 
English teacher. I want to teach teenagers 
because I like many aspects about 
adolescence. (Amanda) 

And I principally think that with 

adolescents rather than with adults, with 

adults I don’t know how to carry on a 

conversation, so I’d like to teach 

adolescent students here in Mexico. 

(Amanda) 

  

 All the participants view languages and language teaching as possible ventures in 

the future. Their training as English language teachers has not limited them to the 

teaching of English but also to the teaching and/or translating of other languages. 

Verónica envisions herself as a teacher of English, French and Spanish in a multilingual 
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country such as Canada, “ah yo me quisiera ver en Canadá… enseñando a la gente, ya 

sea hablar inglés o ya sea francés, español también”. Miriam, perhaps the most 

outspoken about wanting to travel around the world, sees herself as a true multilingual, 

learning more languages and traveling constantly around the world, “…tengo la intención 

de ser traductora o trabajar en algo que tenga que ver con varios idiomas.” Carmina 

also sees herself as both an English and a Spanish teacher, “…por allá en otro país dónde 

me pueden dar trabajo y enseñar inglés en otro país, aunque me gustaría enseñar 

español mejor…” All view themselves as working in other countries as experts not only 

in English but also in other languages. Their current training in ELT has expanded to new 

visions of themselves as multilinguals teaching in other countries. More than English 

teachers, they see themselves as language teachers, a label which helps expand their 

professional identities to other contexts and other languages. 

 But, Verónica also sees herself as being a language teacher that will help Mexican 

immigrants in the US as does Ana Cynthia. They view themselves as responsible for 

helping Mexican immigrants to integrate into their new cultural context by learning 

English. Verónica writes, “And I wish in a far future be in another city -probably in LA, 

Flagstaff, somewhere in the US or Canada -giving English, French and Spanish classes to 

Mexicans and helping them to join a new culture”. Ana also writes the following: “Una 

buena maestra de inglés, tal vez dirigiendo una escuela donde se enseñe inglés con 

maestros realmente capacitados. Me queda claro que va a ser en México, pero tal vez en 

el extranjero como apoyo a los inmigrantes”.  While Ana at first states that it is clear to 

her that she will teach in Mexico, she second guesses herself to state that another 
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possibility is teaching elsewhere to help Mexican immigrants. Verónica and Ana Cynthia 

adopt a position of solidarity with Mexican citizens immigrating to the US. They are 

aware of current immigration policies as well as hostile racism towards Mexican 

immigrants in the U.S., therefore their conscientious and patriotic response is to use their 

knowledge of the English language to help immigrants “join a new culture” as Verónica 

mentions. In this sense, they are making use of the unwelcoming host country’s language 

to empower a disenfranchised population.   

 Another professional imagining for some of the participants is obtaining graduate 

degrees such as a master’s or a doctorate. Carmina and Miriam see themselves as 

furthering their studies in the future, most likely in a place outside of their city. Carmina 

indicates how she would like some kind of institutional or financial support, but even if 

that is not possible, then she would be willing to pursue her plans with her own resources 

“…pero si se diera la oportunidad, y si no pues, asi como sea, a hacer mi maestría, 

doctorado por allá en otro país.” Miriam also talks about her plans to study for a master’s 

degree outside of Mexico, “…seguiría estudiando más idiomas y un poco más adelante 

pretendo continuar con una maestría o estudiar otra carrera…espero irme de 

intercambio…la maestría la quiero hacer fuera de México”. 

 Carmina, in her third semester, and Miriam, in her first semester, see possibilities 

of continuing their academic trajectory to graduate school, an option that few people 

decide to undertake at such young ages, but also an indicator that they have envisioned 

themselves as actors in academia.  
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 Amanda and Gaby, on the other hand, see themselves as English teachers in 

Mexico. Gaby relates how she has this idea along with other colleagues to open up a 

“good” English school, perhaps as an alternative to a current boom of English schools of 

questionable quality in Mexico. Amanda sees herself as an English teacher to adolescents 

in Mexico because she feels it is they who need the most help.   

 The participants’ visions of themselves range from world travelers, to multilingual 

beings to local English teachers. However, all in some way or another view their 

profession as one that provides a valuable service to others, either as a means of 

integrating into a new culture or simply as providing students with new knowledge. 

For the participants who view themselves as language teachers outside of Mexico, they 

have in their own way gone past the stereotypical and often biased images of non-native 

English teachers as having less expertise than native teachers. The fact that they see 

themselves as English, Spanish or even French teachers in countries such as the United 

States, Canada or en “un país lejos de aquí” (in a faraway country) is indicative that they 

have not been affected by traditionally held biased visions of non-native English teachers 

in the field of TESOL, or have internalized these fixed identities of non-native ESL 

teachers as Others who will never be the experts (Shin, 2006). By envisioning themselves 

as language teachers in different parts of the world they are placing their training and 

expertise in applied linguistics before their non-native speaker status, and thus creating 

imagined communities of language educators (in place of English teachers) with the 

capacity to teach locally or globally.  
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Table 16: Imagined Self  

Excerpt Translation 

Es que mi sueño es enseñar a aprender a 
leer a los niños de Chiapas. Me gustaría ir 
a vivir como una indígena verdadera, como 
un año o algo asi, pero vivir así, 
experimentar (y enseñarles) español. 
(Carmina) 

It’s because my dream is to teach kids in 

Chiapas to read. I’d like to live like a 

real indigenous person, like a year or 

something like that, but to live like that, 

to experiment and teach English. 

(Carmina) 

Pues muy lejos de aquí, o sea mi plan es 
irme de aquí, yo quiero terminar una 
carrera, la termino ponerme a trabajar y 
necesito pagar otra carrera pero desde que 
se pueda hacer intercambio aquí en la 
carrera, creo que es en el sexto semestre, 
ay vámonos, me voy. 
 
O Canada, pero luego hace mucho frío por 
allá, creo que me gustaría como España, 
como Italia, por allá, esos lugares de ese 
lado del mundo. 
 
A mi lo que me gustaría por ejemplo es 
estar cambie y cambie de trabajo pero de 
lugar. A mi me encantaría todo eso que me 
estuvieran mandando para todos lados. 
Así, asi me imagino yo. (Miriam) 

Really far away from here, my plan is to 

leave. I want to finish a career, start to 

work and I need to pay another career. 

But the moment I can do a study 

exchange here, I think it’s in the sixth 

semester, I’m leaving. 

 

 

Or Canada, but then it’s really cold over 

there. I think that I’d like Spain, or Italy, 

over there, in those places of the world. 

 

 

 

What I’d like for example is to 

constantly change places where I would 

work. I would love for them to send me 

all over the place. That’s how I imagine 

myself. (Miriam)  

Y a mi me gusta mucho viajar y no nada 
mas dando clases, pero también quiero 
contacto con otras personas de diferentes 
culturas. (Gaby)  

And I really like to travel, and not only 

teaching but I would also like to have 

contact with people from different 

cultures. (Gaby) 

Pero donde me veo antes de Canadá, es 
Los Angeles. Los Angeles primero porque 
sí me gusta mucho de que hay mucho 
mexicano, porque después del D.F. es la 
ciudad más poblada de mexicanos... O sea 
que nunca me iba a sentir que extraño mi 
país porque allá hasta más se festeja 
cuando hay algo porque sí, ujum, porque 
hay más y están lejos. Pues me gustaría 
enseñar todos porque lo ocuparían más. 
(Verónica) 

But where I see myself before Canada is 

Los Angeles. Los Angeles first because 

I really like that there are a lot of 

Mexicans, because after Mexico City 

it’s the city that has the most 

Mexicans…I mean I would never feel 

like I would miss my country because 

they celebrate even more because they 

are more and are farther away. But I 

would like to teach them because they 

need it more. (Verónica) 

Pues a mi me gustaría quedarme aquí en Well I’d like to stay here in Mexico. I’d 
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México. Me gustaría quedarme en 
Hermosillo porque aquí está mi familia 
ahorita y porque queda cerca de mi 
pueblo. Pero si fuera en otra ciudad como 
Obregón pues me gustaría porque no 
conozco, pero sé que es bonito. Pero me 
gustaría quedarme aquí en México. 
(Amanda) 

like to stay in Hermosillo because my 

family is here now and becuase it’s 

close to my hometown. But if it were in 

another city like Obregon, I haven’t 

been there but I know it’s pretty. But I 

would like to stay here in Mexico. 

(Amanda) 

Quiero enseñarlo, vivirlo, ayudar a los 
demás a aprenderlo con fines integrativos. 
(Ana Cynthia) 

I want to teach it, live it, help others 

learn it in order to integrate. (Ana 

Cynthia) 

  

 I refer to imagined self as how the participants envision any transformations in 

self identity once they have culminated with their B.A. program. The participants’ 

perceptions ranged broadly but were closely connected to how they envisioned their 

imagined professional communities. Geographical mobility is a common idea among the 

participants as many of them would like to travel in the world and become more 

knowledgeable of other cultures and languages, as Gaby states: “…Y a mi me gusta 

mucho viajar y no nada más dando clases, pero también quiero contacto con otras 

personas de diferentes culturas”. Miriam is also adamant in wanting to leave Hermosillo 

and traveling around the world: “…A mi lo que me gustaría por ejemplo es estar cambie 

y cambie de trabajo pero de lugar. A mi me encantaría todo eso que me estuvieran 

mandando para todos lados. Así, así me imagino yo”. Her preferences range from 

Canada, Spain, Italy and other countries in Europe which she refers as “por allá, por  

esos lugares de ese lado del mundo”. Verónica also imagines herself as living in Canada, 

with Los Angeles being another option if only because she will never feel homesick 

given the high population of Mexicans in the city. Carmina, on the other hand, also feels 
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a need to get to know other places but she envisions herself in Chiapas, Mexico’s 

southernmost state and the most marginalized with one of the highest indigenous 

populations in the country. Her desire is to live like an indigenous woman and to teach 

Spanish to the habitants of the community. Mexico, like many other countries, is full of 

cultural contrasts with a rich diversity in geography, population and cultures. In this 

sense, Sonora, the northernmost state and border to Arizona, and Chiapas the 

southernmost state and border to Guatemala, are a good representation of extreme 

contrasts with regards to weather, geography, population and culture. To many Mexicans, 

Carmina’s decision to move to Chiapas as a Spanish teacher is as big as an adventure as 

Miriam’s decision to move to Europe. Ana Cynthia also sees herself both in Mexico as 

well as some other place where she could help her compatriots integrate into a new 

culture. The only exception was Amanda who sees herself staying in Hermosillo or 

moving to Ciudad Obregón, the next major city in Sonora located at a distance of 

approximately 150 miles. In general, the participants viewed themselves as more 

geographically mobile after completing their program, which is not necessarily a 

tendency among younger Mexicans, unless they immigrate to the US in search of 

employment. The fact that they are choosing places other than the US could be an 

indicator that they view themselves as more cosmopolitan than their average peer, taking 

on an identity of worldly citizens. They also view themselves as educators within a social 

justice perspective, from teaching Spanish literacy to indigenous children to teaching 

English to Mexican immigrants to the US or to teaching English to adolescents in public 
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schools. In sum, their training has not only allowed the participants to transcend their 

local spaces but also their current identities as students of a BA program in ELT. 

CONCLUSIONS 

 I take the position that the Critical Discourse Analysis of this textbook is not 

complete without the evaluation of the text’s users, since it is they who are directly 

exposed to the ideologies embedded in the text’s discourses on language and culture. 

Because of this the current students who are also the future teachers of English shared 

their perceptions on the following issues: language ideologies of English; and their 

imagined communities. These issues allowed the future teachers to position themselves 

with regards to their ideologies about language but also to visualize where they situated 

themselves as English language users in the future. For the purpose of this research, it 

was necessary that the future teachers situate themselves ideologically as well as to reveal 

their imagined communities in order to understand their current investment in language 

learning. Such a positioning would provide the necessary background to understand how 

they relate to the textbook and what they expect from it.  

 Language ideologies in Woolard’s (1998) terms is useful as she describes these 

ideologies not only about language alone but most importantly “they envision and enact 

ties of language to identity, to aesthetics, to morality and to epistemology” (p.3). The 

future teachers shared their language ideologies of English, specifically what roles they 

granted to English, what varieties they saw as legitimate, and their perceptions on the 

ownership of English. The participants viewed English as a global language and as the 

language of globalization, as the language of business, employment opportunities and the 
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language of the U.S. Such roles respond to wider discourses of the Commodification of 

Language (Heller 2002), English as a world language, but also to their geographical 

reality as neighbors to the United States and constant receptors of “everything American” 

in English. The student participants were able to strip the language of an absolute 

ownership and view it as something they could make their own. However, they are not 

immune to idealized models of English. Standard American English once again proved to 

be the preferred model, if only for “practical” reasons due to geographical and 

interlocutor proximity and employment opportunities, because aesthetically British 

English was seen as a “pure” and “more formal” way of speaking English. Both language 

varieties, however, hold a higher symbolic value, and it is usually these two varieties 

which are viewed as models to be emulated in the textbooks that are distributed in the 

majority of the world’s non-L1 English countries. Yet, the notion of “standard” proved to 

be a blurry term for the participants as they are able to question the assumptions of what 

this implies, agreeing with Lippi-Green’s notion of the standard as a ‘myth’. 

 Language learning was also viewed as an arena where cultural loyalty played a 

role, especially in the case of Mexico which has historically had a subjugated political 

and economical relationship to the United States. English was seen as the language that 

symbolized the neighbors to the North and some of the participants were quick to point to 

their discomfort in learning the language because to them English was the language of the 

dominant country. Even so, they expressed their reconciliation because English 

represented a tool of empowerment and even a way of transmitting Mexican cultural 

values. Other participants had no such worries as they expressed a positive attitude 
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toward the language in general, commenting on the “easy and fun” nature of the 

language, but overall on the employment and educational opportunities the language 

provides for the participants.   

 Such opportunities are reflected in the imagined communities these participants 

had envisioned. They were in the process of developing professional identities and 

English was a fundamental tool. They were investing in learning English and in a college 

education which would lead them to not only become maestras de ingles, but also 

language educators in countries in Europe, Canada, the United States or in the Mexican 

republic with indigenous women from Chiapas or teenagers from Sonora. They were 

aware that language learning went beyond an educational exercise, viewing it as a tool of 

empowerment and integration into given societies. Some of them saw themselves 

working with Mexican or Latino immigrants in the U.S and Canada while another 

participant saw herself working as a literacy teacher in indigenous communities. Their 

current investment in learning English and finishing a career in English language 

teaching would also provide a platform for studying graduate degrees outside of Mexico, 

signaling an interest in forming part of an academic community in the future. Most 

importantly, their interest in mobility and forming part of imagined communities as 

experts in language teaching indicated that they did not feel that their non-native status as 

English speakers could inhibit a full participation in the world of TESOL, on the 

contrary, their expertise in teaching English would be enough to participate on a local as 

well as at a global level. They continue to view themselves as future language 

professionals in local and global communities with the possibility of empowering other 
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language learners with a language they have appropriated and struggled for. As Claire 

Kramsch (1993) has suggested, cultural encounters cannot be framed within a framework 

of homogeneity nor heterogeneity, resistance or imperialism, rather learners are 

constantly creating a third space or third culture. This third space involves the language 

learner in a reflection of both cultures from which they can choose their own meanings 

that best reflect their current investment in language learning as well as their future 

imaginings.  
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CHAPTER 5 

THE TEACHERS’ EXPERIENCES AND IDEOLOGIES OF 

THE ENGLISH LANGUAGE AND ITS TEACHING 

  

 Dolores, Ivan, Cecilia, Ruth, Norma, Pedro, Dalila, Nancy and Rosario are the 

teachers who were interviewed for this chapter. Each teacher represents different 

learning, teaching and training experiences which have undoubtedly shaped and have 

been shaped by their ideologies of English and English language teaching and learning. 

Woolard’s (1998) definition of language ideology is helpful as she provides a meaning 

which connects the relationship between language, humans and society: 

“Representations, whether explicit or implicit, that construe the intersections of language 

and human beings in a social world are what we mean by “language ideology” (p. 3). The 

objective of this chapter is to elicit those representations by asking the interviewees to 

position themselves with regards to English Language Teaching (ELT). By doing so, 

their teaching practices and interaction with the textbook may be better understood, as 

this study draws upon the idea that teaching practices shape and are shaped by the 

representations they hold about the English language.  

The organization of this chapter is as follows:  

I) The Teachers’ Learning, Teaching And Training Experiences; this section will describe 

teachers’ age, teaching experience, English language learning experience as well as 

provide a brief description of the current changes in the ELT profession in Mexico. 

II) Ideologies about English as a Foreign Language; The teachers shared their beliefs 

about the current role of English at both a local and a global level. Through their 
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responses to my question regarding the role of English nowadays, I was able to locate 

some of the prevailing language ideologies of EFL held by the teachers.  

III) Ideologies about English language teaching; this section explores language use in the 

classroom and the ideologies that are summoned by the pedagogical choices the teachers 

make. I focus on the language varieties that teachers see as “teachable”, which they 

discriminate and what role standard and non-standard varieties have within their teaching 

practices and ideals. 

THE TEACHERS’ LEARNING, TEACHING AND TRAINING EXPERIENCE. 

 The teachers’ ages ranged from their mid twenties to mid sixties. Pedro, Cecilia 

and Rosario are the youngest teachers. Nancy, Ruth and Ivan are in their thirties and 

Dalila, Dolores and Norma are in their early fifties to mid sixties. Their ages also reflect 

their experience in teaching as shown in the table below: 

Table 17: The Teachers 

Name Age Teaching Experience 

Norma Mid sixties 33 yrs 

Dalila  Early fifties 30 yrs  

Dolores Late fourties 25 yrs 

Nancy Thirties 14 yrs 

Ruth Thirties 12 yrs 

Ivan Thirties 11 yrs 

Rosario Late twenties 8 yrs 

Cecilia Late twenties 6 yrs 

Pedro Mid twenties 3 yrs 

   

 All the teachers had taught nearly all the levels in the general English courses at 

the Universidad de Sonora, which meant they had experience with beginning, 

intermediate and advanced-level students. At the time of the study they were contacted 
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because they were teaching an advanced-level course and had first-hand knowledge about 

the textbook under study. 

 The senior teachers also had experiences in other levels of education, having been 

primary and secondary school English teachers before or during the time they were 

teaching at the Universidad de Sonora. Norma, Dolores and Ivan had had extensive 

experience in English-Spanish bilingual schools and are acknowledged teachers in the 

bilingual school circles in the city. Norma, also known as ‘Miss Norma’, had retired from 

those schools at the time of the study but she remains popular among the teachers, parents 

and students of bilingual schools in the city because of her experience but also because 

she has been a teacher to multiple generations of students. Ruth and Rosario, on the other 

hand, were employed in the state government; Rosario as the current coordinator of the 

state’s program in the teaching of English at the public primary schools (Programa de 

Inglés en Primarias) and Ruth as curriculum developer of these programs at the time of 

the study. Pedro and Cecilia were also teaching English in private middle schools while 

Nancy and Dalila worked exclusively at the Universidad de Sonora. All the teachers had 

broad experience in ELT having worked with different populations of English learners in 

Hermosillo at one time or another. 

 Almost all the teachers come from a bilingual schooling experience as they 

attended Spanish-English bilingual schools from the beginning of their school years. 

Norma, like Dolores and Nancy, attended an English-Spanish bilingual school in 

Cananea Sonora, El Instituto Minerva, a school founded by American mining companies 

for the offspring of the higher-level Mexican and American mine employees at the turn of 
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the century. Dalila had studied in a public elementary school in Nogales, Arizona at a 

time when crossing the U.S.-Mexico border was a much simpler process and Mexican 

children could attend American schools for free if they desired. Pedro, like Ivan, are the 

offspring of bilingual school teachers who are now retired but attended bilingual schools 

only for short periods because they claim that even their parents questioned the feasibility 

of English immersion as an educational option, thus Pedro attended only primary school 

in a bilingual school while Ivan attended one for two months. Ruth is the granddaughter 

of an American couple who made Mexico their home many years ago, so English was as 

much part of their schooling experience as it was of the home. Cecilia and Rosario, on the 

other hand, are graduates of the general English courses at the Universidad de Sonora, 

having learned it when they were teenagers and during their college years. In spite of 

learning English “late” in life, Cecilia and Rosario have achieved a high level of fluency 

in the language. These participants have taken different routes in the learning of English 

but at the end, they all have converged on the “teaching route”. 

 With regards to training, the teachers’ experiences have significantly ranged. This 

is caused by the fact that English language teaching in Mexico has until recently achieved 

the level of being a profession, rather than an activity that could be carried out if the 

person happened to know English, as was my particular case. The B.A. programs in 

English Language Teaching (ELT) in Mexico are relatively new, the Universidad de 

Sonora’s program was founded in 1995, and other programs in the country are not much 

older. The participants’ training experiences reflect these circumstances, as the older 

teachers started teaching as young women and made a career based on experience rather 
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than on a college degree. The younger teachers such as Cecilia, Rosario and Pedro were 

recent graduates of the ELT program while teachers such as Nancy, Norma, Dolores and 

Dalila had on-the-job training. At the time of data collection, Ivan had just enrolled in the 

ELT program after having taught English for over ten years and having achieved a degree 

in law. Ivan realized that his heart was with teaching English rather than with litigation, 

but in order to compete with newer generations he needed an ELT degree in hand. Such a 

push towards professionalization is in reaction to a noticeable shift in the requirements to 

become an English teacher in Mexico. Knowledge of the language does not seem to 

suffice any longer, and more importance is given to pedagogical, theoretical and 

methodological knowledge in English language teaching, a reason why the number of 

programs has surged at different higher education institutions in the country in the last 

few years.  

 A common denominator among all the teachers is that they learned English as a 

second language, some earlier in their lives than others. All decided that they could make 

a profession in English language teaching in their own country, situating themselves as 

experts in English. At the same time they are still considered non-native teachers of 

English who are constantly reflecting between a world in English and a world in Spanish 

as they are members of both to some degree. Thus, the following chapter reflects some of 

these teachers’ ideologies about English as a foreign language and about English 

language teaching. 
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IDEOLOGIES ABOUT ENGLISH AS A FOREIGN LANGUAGE 

 In my attempt to understand the teachers’ ideologies about English as a foreign 

language through an interview rather than through close observation of lived experiences 

(which would have been preferable given the complexity of understanding language 

ideologies), I asked them a broad question which had the potential of invoking multiple 

beliefs and interpretations of English as a foreign language. Specifically,  I asked the 

teachers, just as I asked the students in the previous chapter the following question:  

“What is the role of the English language nowadays?” to which they provided a wide 

range of interpretations, which were, in turn, thematically analyzed for topics on 

ideologies about the English language. Hence the topics are as follows: 

• The Cultural and Social Function of English  

• English as Political Control 

• English as the Foreign Language of the Region 

• Questioning English as a Lingua Franca 

• English as Lingua Franca 

• English as a Gateway for Academic Participation  

• English as a Gateway for Economic and Professional Possibilities 

 

 

Table 18: The Cultural and Social Functions of English 

Interview Excerpt Author’s Translation 

En un nivel está el poder de la cultura en 
que se basa el inglés, se hace muy 
conocida en todo el mundo, a todo nivel. 
Que se cierre a todo nivel, de las artes, 
las películas y la cultura. (Dolores) 

At one level, there is the power of culture 

that bases itself on English, it’s well 

known all around the world, at all levels. 

It is present at all levels, in art, film and 

culture (Dolores) 

Bueno pues el inglés tiene un estatus 
elitista, un estatus muy alto, el que no 
habla inglés, el que no lo lee, y que no lo 
escribe, pues se está quedando 
atrás…(pero) yo digo que mi percepción 
ha ido cambiando un poquito a raíz de 
que he estudiado en que el inglés… no es 

Well English has an elite status, a very 

high status. The person who does not 

speak English, who doesn’t read and who 

doesn’t write it, is staying behind…(but) I 

say my perception is gradually changing 

since I’ve been studying English…it’s not 

hugely important, but it is important 
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lo máximo pues, pero sí es importante 
porque muchas de las cosas vienen en 
inglés. (Cecilia) 

because a lot of things come in English 

(Cecilia)  

(Pero en Hermosillo), de una manera muy 
obvia es la aculturación que se está 
llevando a cabo, muy marcada la forma 
en que las personas, sobre todo los 
jóvenes adoptan la cultura con lo que 
respecta a la música, la diversión, a la 
plática, a la forma en que hablan y todo. 
(Dolores)  
 

(But in Hermosillo), in a very obvious 

way, it’s the acculturation that is going on. 

It’s very obvious the way that people, 

especially the younger ones, are adopting 

the culture with regards to music, 

entertainment, everyday conversations, 

the way they speak. (Dolores) 

 

Many people enjoy it and they see English with the more social function, we use it to 

communicate through Internet, to do the chatting and look for information on the 

Internet… For younger people it's kind of more like a fashionable thing to do... you 

know, "I know English and I know the lyrics to songs" (Ruth) 

  

 English is viewed as fulfilling a social and cultural function, and it is not 

surprising given the presence it has in different dimensions of culture in Mexico. By 

different dimensions, I refer to culture viewed as a product or artifact, for example 

literature, music, art, film, television; or culture interpreted as “the values, symbols, 

interpretations, and perspectives that distinguish one people from another in modernized 

societies” (Banks, 1990, p.14). Dolores and Ruth point out such dimensions as they view 

how English is present in art, music, television, Internet and movies, artifacts which are 

widely distributed and account for most of mainstream entertainment. Its consumption is 

widely accepted and even more popular than national or Latin American production, 

especially for the younger populations. However, in Hermosillo, Dolores notices that 

English and its cultural implications prod even deeper from a level of mere exposure to 

one of acculturation: 
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  “de una manera muy obvia es la aculturación que se está llevando a cabo, muy 
 marcada la forma en que las personas, sobre todo los jóvenes adoptan la cultura 
 con lo que respecta a la música, la diversión, a la plática, a la forma en que 
 hablan y todo”  

 

She notices how English artifacts have not only become a favorite among many of the 

younger people, but also how their everyday conversations, the way they speak and 

“todo” (everything they do) are molded after cultural expressions in English which in 

their great majority are imported from the U.S. I would agree to some degree; when 

hearing young people speak it is not uncommon to hear utterances in English on the street 

such as “Loser” (while making out an L with their thumb and index finger) and placing it 

in front of the other person’s face as a way of dissing (disrespecting) them, or 

“Hellooo!!!”, a phrase made popular by “Barbara”, a bratty rich Mexican soap opera 

protagonist, used as a way to aggressively point out someone’s ignorance. “Attitude t-

shirts”, with emblems in English such as “It’s all about me!” or “Too cute for you” are as 

popular as they are in the United States. Such expressions are widely circulated and form 

part of everyday talk, but which may also reflect a new outlook on life.
10

 Cecilia 

describes the use of English at another level, which she characterizes as having an elitist 

                                                 

10
 It is important to note however, that the bordering region with the United States does not imply a 

complete acceptance of American cultural values. Sociological work on the U.S.-Mexico border has found 

important sociocultural resistance movements, enacted through verbal symbols, visual images, 

reinterpretations of regional history, and even an outspokenness against the United States, asserting a 

cultural identity opposing the United States (Valenzuela Arce, 1993). In a study on cultural identity on the 

U.S.-Mexico border, Jorge Bustamante (1988), found that Mexicans from the border region assumed a 

stronger Mexican identity than Mexicans who lived in the central part of Mexico, perhaps due to the 

constant reminder that border residents were indeed positioned as opposing the United States, while 

Mexicans living in the central region did not need to assert their national identity- thus an unmarked 

identity. (Thanks to Dr. Jane Hill for bringing this important point up in my discussion) . 
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status and conditions people’s social mobility: “Bueno pues el inglés tiene un estatus 

elitista, un estatus muy alto, el que no habla inglés, el que no lo lee, y que no lo escribe, 

pues se está quedando atrás”. However, paradoxically, she also says that now that she is 

a professional in English, her perception of its importance has attenuated: “…(pero) yo 

digo que mi percepción ha ido cambiando un poquito a raíz de que he estudiado en que 

el inglés… no es lo máximo pues, pero sí es importante porque muchas de las cosas 

vienen en inglés”. She concedes that English can be found in many places but she also 

realizes that it is not as crucial as she envisioned it prior to studying ELT. Her reasoning 

resonates with discussions of the politics of the expansion of English (Pennycook 1994, 

Canagarajah, 1999a), which question the “internationality” and use of English as the 

language as one that helps all people of the world communicate across language 

boundaries, precisely because of its elite status. In other words, internationally, English is 

constrained to a select group, serving more as a gatekeeper than as facilitating 

communication among a broader world community. Cecilia’s analysis rests upon the 

realization that English’s elite status is not necessarily a positive characteristic and people 

do manage to succeed without it (for more on this topic see Hidalgo (1984)).  

 Ruth, Dolores and Cecilia were able to describe the different levels where English 

is used in their community. Their perceptions reflect a conflicting picture where English 

can potentially affect social or professional mobility, thus either creating or closing off 

opportunities; but also where English has been appropriated by a younger generation in 

order to express new outlooks on life, that of a more “in your face” and individually 

oriented vision of place in society - a sort of third culture (Kramsch, 2002). Such analyses 
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reflect a realization that English use in Mexico is not necessarily a hegemonic process, 

but one where speakers (in this case, a younger generation) are appropriating the 

language for their own uses and expressions of new outlooks on life. 

 Table 19: Political Control 

Pero en otro nivel, es como una forma de 
dominar las ideas políticas y la economía 
global… (¿Dominio de quién?) 
Pues Estados Unidos e Inglaterra, hasta 
cierta forma también Canadá, pero 
Canadá no siento que sea tan 
intensamente, como se dice, impositiva 
como lo son Estados Unidos e Inglaterra. 
(Dolores) 

But at another level, it’s like a way of 

controlling political ideals and global 

economy…(Whose control?) 

Well that of the U.S. and Great Britain, 

until a certain point Canada too, even 

though it doesn’t feel as intense or as 

imposing as the US or Great Britain 

(Dolores) 

Tienes que saber inglés porque estamos 
muy cerquita y casi nos compran… 
(Cecilia) 

You have to know English because we are 

really close and they almost buy us 

out…(Cecilia) 

  

I don't know, I think it's a necessary evil…it dominates but it’s necessary (Ruth) 

  

 Like the students I interviewed in the previous chapter, Dolores, Ruth and Cecilia 

also believe that English indexes political control. Dolores makes a metonymical 

relationship between English and the world superpowers, understood as the United 

States, Great Britain and to a lesser extent Canada: “Pero en otro nivel, es como una 

forma de dominar las ideas políticas y la economía global” I ask her to expand on her 

idea of control, by asking “whose control?”, to which she answers, “Pues Estados Unidos 

e Inglaterra, hasta cierta forma también Canadá, pero Canadá no siento que sea tan 

intensamente, como se dice, impositiva como lo son Estados Unidos e Inglaterra”. She 

feels that part of the importance that has been attributed to English rests on the United 

States’ and Great Britain’s role in the domination of global politics and economy, 
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invoking an awareness that the expansion of English is due in large part to acts of 

political and economical control carried out by the world’s superpowers. In this case, 

English serves as a vessel in which political or economical control is enclosed. Cecilia 

also finds a direct relationship between English and the power of the United States: 

“Tienes que saber inglés porque estamos muy cerquita y casi nos compran” Upon using 

the expression “tienes que” she describes the endeavor of learning English as obligatory 

because of the fact that in geographical terms Mexico and the U.S. are so close, but also 

because of the power that the U.S. has over Mexico, perceived in her expression “casi 

nos compran” (roughly translated as “buying us out”). For Cecilia, learning English 

would serve as a way of protection against the United States’ potential domination over 

Mexico.  

 Ruth qualifies the use of English as “a necessary evil”, referring to the fact that it 

may not be healthy to have one dominating language, especially one that conveys the 

exercise of power at so many different levels, “I don't know, I think it's a necessary 

evil…it dominates but it’s necessary”.  However, she also concedes that it is necessary to 

have a language that can be shared by different people and that will facilitate 

communication. In this case, that language happens to be English.  

 Ruth, Cecilia and Dolores all agree on the hegemonic origins of the English 

language, described by Ruth as “a necessary evil”. Paradoxically, such origins lead to 

further motivation to learn it, either for self protection from the world’s superpowers and 

the political and/or economical control over a developing country such as Mexico, or as a 

simple need to navigate in a globalized world.  



 

 

   

 

  180 

 

 

Table 20: English as the foreign language of the region 

Excerpt Author’s Translation 

Pienso que en Hermosillo se le ve como 
lengua internacional aparte más que nada 
es la cercanía que tenemos con los 
Estados Unidos, más que nada se usa 
para tratar con personas en Estados 
Unidos que vienen a México. Aunque aquí 
en Hermosillo no estamos tan en contacto 
con el resto del mundo, estamos más en 
contacto con Estados Unidos. La relación 
sería con Estados Unidos. (Pedro) 

I think that in Hermosillo we see it like an 

international language, but most of all it’s 

due to the proximity with the United 

States, most of all we use it to deal with 

people from the United States who come 

to Mexico. Even though here in 

Hermosillo we are not so much in touch 

with the rest of the world, we are most in 

touch with the United States. The 

relationship would be with the United 

States. (Pedro) 

…es fundamental más en la parte norte, 
acá o en los estados del norte como Nuevo 
León o como Chihuahua es muy 
importante…Tienes que saber inglés 
porque estamos muy cerquita y casi nos 
compran…para el D.F. para México, 
para Guadalajara, San Luis Potosí, si no 
sabes inglés…no hay problema, entonces 
a mí me parece que por estar más 
pegados al país, que se usa acá en el 
norte (Cecilia) 

…it’s fundamental, more so in the 

northern part, here or in states like Nuevo 

León, Chihuahua…you have to know 

English because we are really close and 

they almost buy us out…for Mexico City, 

Guadalajara, San Luis Potosí, if you don’t 

know English…it’s not a problem, so I 

think that because we are closer to the 

country, is why we use it up here in the 

north (Cecilia). 

….Obvia mente la cercanía con un otro 
país geográficamente hablando, entonces 
estamos cercanos a otro país donde se 
habla otro idioma, hay lazos donde 
tenemos mucha relación. Incluso 
sanguínea. ¿Cuántos de nosotros no 
tenemos algún familiar que está viviendo 
en Estados Unidos? Entonces es también 
esa parte. (Rosario) 

…Obviously the proximity with another 

country, geographically speaking, so we 

are close to another country where another 

language is spoken, there are bonds based 

on relationships. Even blood related ones. 

How many of us have a family member 

who lives in the United States? It’s that 

part too. (Rosario)  

  

 Pedro, Cecilia and Rosario mention that part of the importance of English rests on 

the geographical proximity of the United States, an issue which was amply discussed in 

the previous chapter because it was also addressed by the interviewed students. Rosario 
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and Pedro though, have the view that the importance rests on the relationships that arise 

from the proximity between both countries.  

 Rosario reminds us that there are bonds or “lazos” between Mexico and the U.S, 

and English is the language to learn in order to keep these bonds, enacted in family ties, 

because as Rosario says, who in Mexico doesn’t have family members in the US?: 

“…hay lazos donde tenemos mucha relación. Incluso sanguínea. ¿Cuántos de nosotros 

no tenemos algún familiar que está viviendo en Estados Unidos? Entonces es también 

esa parte.” Lozano (1997) explains the importance of these bonds, especially because he 

found that in the Sonora-Arizona region it is not uncommon to find third-, fourth- or 

fifth-generation families of Mexican origin who still visit their families in Sonora. The 

constant visits strengthen the family and social bonds despite the presence of a physical 

border which could potentially weaken them. 

 Pedro feels that despite the fact that Hermosillo is not a metropolitan city, and 

contact with the rest of the world is scarce, a degree of “internationalism” is possible due 

to people who visit from the United States:  

 “Pienso que en Hermosillo se le ve como lengua internacional aparte más que 
 nada es la cercanía que tenemos con los Estados Unidos, más que nada se usa 
 para tratar con personas en Estados Unidos que vienen a México. Aunque aquí 
 en Hermosillo no estamos tan en contacto con el resto del mundo, estamos más en 
 contacto con Estados Unidos. La relación sería con Estados Unidos”.  
 

Cecilia finds that English is even more important in the northern part of Mexico, because 

of the geographical proximity, more so than in other parts of Mexico:  

 “…es fundamental más en la parte norte, acá o en los estados del norte como 
 Nuevo León o como Chihuahua es muy importante…Tienes que saber inglés 
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 porque estamos muy cerquita y casi nos compran…para el D.F. para México, 
 para Guadalajara, San Luis Potosí, si no sabes inglés…no hay problema, 
 entonces a mí me parece que por estar más pegados al país, que se usa acá en el 
 norte”.  

  

 Rosario, Pedro and Cecilia view the learning of English as tied to the relationships 

that emerge because of the geographical positioning between the United States and 

Mexico. In this positioning, northern Mexico is more prone to building relationships with 

the US counterparts than other parts of Mexico because of the coming and going of 

Mexicans, Mexican-Americans and Americans from one side of the border to the other, 

thus resulting in transborder communities (Ojeda, 1994). Learning English is seen as 

important by the teachers because it is a way to preserve the relationship with American 

counterparts, but as Rosario reminds us, also with the tíos, tías, primos y primas del otro 

lado (aunts, uncles and cousins who live in the U.S.).  

Table 21: English as lingua franca 

Pero si un tiempo, no sé desde cuándo, 
que el inglés se convirtió como la lengua 
franca del mundo…Llegó el momento en 
que pensé, pues así es, como lingua 
franca (Cecilia). 

But at one time, I don’t know since when 

that English turned into the world’s lingua 

franca…The time came when I thought, 

well that’s what it is, a lingua franca. 

(Cecilia)  

Pues el papel del inglés como lengua es, 
…es que se ha estandarizado un código 
comunicativo en muchos países, si tu vas 
a Asia o vas a Europa oriental o en África 
y necesitas comunicarte y no conoces la 
lengua del país que visitas y si hablas 
inglés por lo menos te puedes comunicar 
porque hay personas que tienen 
conocimiento del idioma, lo dominan 
entonces se puede dar esa comunicación. 
(Ivan) 

Well the role of English as a language is 

that a communication code has been 

standardized in a lot of countries. If you 

go to Asia or Eastern Europe or Africa 

and you need to communicate and you 

don’t know the language of the country 

you are visiting, and you speak English at 

least you can communicate because there 

are people who know English, they are 

fluent in it and communication can take 

place (Ivan) 

En un curso en el que estuve hace poco, se 
nos informó que en inglés, como dijo la 

In a course I was in recently, we were told 

that English, like the presenter told us, 
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presentadora es más la gente que habla 
inglés en el mundo, inglés como lingua 
franca que como lengua nativa. Entonces 
eso lo hace muy importante, es la lengua 
universal (Pedro). 

was the most spoken language in the 

world, English like a lingua franca, more 

than as a native language. So that’s what 

makes it important, it’s the universal 

language. (Pedro)  

Pues que es muy importante porque la 
mayoría de los países lo hablan, ¿la 
mayoría no?(Norma) 

Well it’s really important because most of 

the countries speak it, the majority, right? 

(Norma) 

Yo creo que se está viendo como un 
idioma, como habíamos platicado hace 
poquito, como idioma 
internacional…(Rosario) 

I think that we are seeing like a language, 

like we were saying before, like an 

international language…(Rosario) 

  

 The participants view English as “lingua franca”, “international language”, or a 

“standard communicative code”. Norma evaluates its importance by the amount of 

countries that use it: “Pues que es muy importante porque la mayoría de los países lo 

hablan, ¿la mayoría no?” Thus, the perception of its importance rests on the number of 

speakers and the number of countries in which it is spoken. Such an appreciation is 

reflected in circulating discourses of English as an international language, discussed in 

the previous chapter. However, some of the teachers also realize that the meta-discourse 

of English as an international language is subject to questioning, since they have been 

able to witness different realities with regards to the use of English, as seen in the next 

section. 

Table 22: Questioning the status of English as an International Language 

Excerpt Author’s Translation 

Pero entonces, viendo el resurgimiento de 
otros idiomas, por ejemplo el japonés o el 
chino…ya se están poniendo estos 
idiomas a la par con el inglés (Cecilia). 

But then, as we see the resurgence of 

other languages, for example Japanese or 

Chinese…we see that they are reaching 

the same level as English (Cecilia) 

 

I would have said that it's very important. But I visited Europe, and they don't like 

English over there very much. Because before I would say yes. It's an international 
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language, everybody should know it, but I was appalled to see that there was 

movement to stop English. And things are changing very fast, but immigration has 

shown us that all languages are important. English is very important for language and 

technology, but worldwide, things are changing. I've been seeing that and it's been 

shocking to me. I never imagined that I would get to that point (Dalila) 

  

 Cecilia and Dalila both agree that the international status of English is 

questionable, especially because they have seen how English can be easily replaced by 

other languages. Cecilia, for example, sees how languages such as Japanese and Chinese 

are gaining more importance, and she qualifies these as potentially being on the same 

“level” as English. At the Department of Foreign Languages at the Universidad de 

Sonora, Japanese and Chinese are relative newcomers to the rest of the language 

programs, but they have been well accepted by the students who are interested in learning 

foreign languages. In fact, from one course of Chinese and Japanese in 2003, there are 

now three courses of Japanese and four of Chinese. Foreign language students are aware 

of the importance of these non-Western languages because they view them as potential 

tools for wider communication. Dalila, on the other hand, was greatly surprised on a trip 

to Europe when she realized that English was not widely accepted by the Europeans she 

met. This experience led her to question the assumption that English was the default 

language in multilingual communicative events. Both Cecilia and Dalila have witnessed 

changes in attitudes towards English and recognize that other languages can fulfill the 

same role.  

With regards to the future of English as an international language, David Graddol 

(1997) explores some of the modern myths around the English language which originated 



 

 

   

 

  185 

 

in the nineteenth century. English was viewed then as the current and future international 

language, as it was thought to be a modern, expansible and expanding language fit for 

current and future developments in science and technology. Graddol finds, though, that 

modern communications technology such as the Internet shows a decline in the use of 

English and Chinese, Spanish, Korean and Japanese are increasing, along with an 

increase in multilingual web sites.  

Immigration also plays a role in ascribing more importance to other languages as 

mediums of international communication, as Dalila mentions. Non-English speakers 

immigrate to English speaking countries and contribute to the forging of multilingual and 

multicultural communities as evidenced by the vast amount of other languages in use in 

countries such as the United States, Great Britain or Australia. Another reality about 

native English speaking populations, according to Graddol (2001) is their decline while 

the population of L2 English speakers increases. In fact, he predicts that L2 English 

speakers will be majority in the future and it is they who will decide the future of English 

when he states, “the more significant fact may be that, unlike the majority of present day 

native English speakers, they will also speak at least one other language – probably more 

fluently and with greater cultural loyalty” (p.63). Cecilia and Dalila seem to be aware of 

this tendency, as they interact with these L2 English speakers of the future on a daily 

basis, but are also witnesses to changes in the perception of English, which increasingly 

cede more importance to other languages as well, both in Hermosillo as well as abroad. 
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 Table 23: English as Gateway for Academic Opportunities 

Excerpt Translation 

Pues que es muy importante… pues para 
todo y para estudiar…Pues ahorita 
Hermosillo es muy importante porque 
muchos de los estudiantes de las 
universidades están yendo a trabajar, o va 
a seguir estudiando maestrías o 
doctorados a Estados Unidos y a Canadá, 
entonces tienen que tener un cierto nivel 
de inglés para poder estudiar allá 
(Norma) 

Well, it’s very important…for everything 

and for studying too…well now in 

Hermosillo it’s really important because 

many of the students in the universities 

are going to work or to pursue graduate 

studies in the United States and Canada, 

then they have to have a certain level of 

English to be able to study over there. 

(Norma) 

Pero a nivel internacional si se está 
viendo esta tendencia de salir a estudiar, 
cada vez la gente quiere estar fuera, tener 
las oportunidades de acercamiento 
internacional con otros países, con otra 
lengua… Y no, no es por razones 
laborales, sino que es por cuestiones de 
desarrollo de los niños, en que los niños 
necesitan más herramientas para poder 
competir en el mundo, en general, y 
entonces el inglés es una de esas 
herramientas. Si quieren ellos acceder a 
alguna educación en otro país entonces 
necesitan poderse comunicar. (Rosario). 

But at an international level, you see this 

tendency to go out there and study. More 

and more, people want to go abroad, to 

have opportunities of contact with other 

countries, with another language…and it’s 

not for employment reasons, it has to do 

with the children’s development, children 

need these tools to be able to compete in 

the world in general. So then English is 

one of these tools. If they want to have 

access to education in another country 

then they need to be able to communicate.  

(Rosario) 

En México creo que es ya se le está dando 
la importancia que necesita, que hay 
mucha gente que no lo toma en serio. 
Cree que es un juego, que es algo simple, 
pero ya así hay mucha gente que está 
diciendo "hijole, por qué no estudié 
antes?, me hace falta para esto". 
Simplemente para ayudarle a sus hijos 
con sus tareas, no pueden hacerlo las 
mamás. Ahora sí ya tienen que estudiar 
para poder ayudar. (Nancy) 

I think that in Mexico, it’s getting the 

attention it deserves, there are a lot of 

people who don’t take it seriously. They 

think it’s a game, that it’s simple, but 

there are a lot of people who are saying, 

“my gosh, why didn’t I study it before, I 

need it for this” Simply moms can’t help 

their kids with their homework. Now they 

really have to study to be able to help. 

(Nancy) 

  

For some other people it's more like the academic side of English. It opens the door to 

academic programs such as degrees and even books and information if they want to do 

any kind of research….  What I see in my students is that I have students who are in a 

master’s degree, and they're needing English to do research. (Ruth) 
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 Almost all the teachers mentioned the importance of English for academic 

purposes, which is not surprising given the fact that they are academics at the university 

and an important part of their student population are college students, professors and 

professionals as well. Ruth, Norma and Rosario notice that an important reason many 

students are studying English is because they are interested in studying for graduate 

degrees abroad and English is usually a requirement, especially if the majority of the 

students are aiming towards graduate studies in the United States, Canada or other 

English speaking countries. The national educational funding agency Consejo Nacional 

de Ciencia y Tecnología (better known as CONACyT) funds an important number of 

students who wish to study graduate degrees nationally and abroad, but one of the 

requirements for all of these students is that they demonstrate competence in English. At 

a local level, and perhaps the greatest pressure, is the Universidad de Sonora’s 

requirement of intermediate level competency in English in order to graduate, a reason 

why the great majority of students enroll in the English courses at one time or another.  

The Universidad de Sonora’s professors on the other hand also know that in order 

to participate in academia, they need English to publish or to present at conferences, as 

Ruth comments: “For some other people it's more like the academic side of English. It 

opens the door to academic programs such as degrees and even books and information if 

they want to do any kind of research”. This phenomenon is well known among most of 

the world’s academics. In fact, Graddol (1997) describes how since World War II, 

journals in many countries stopped publishing in their national language and began to 

publish in English. He cites Gibbs’ (1995) study in which the case of the Mexican 
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medical journal Archivos de Investigación Médica and its shift to English is described. At 

first, the journal started to publish abstracts in English, later all the articles had an English 

version, subsequently they hired an American editor and only accepted articles in 

English, until finally the journal’s name was changed to Archives of Medical Research. 

This case is not an isolated one; the majority of Mexican journals at least require an 

abstract and a list of keywords in English. 

Nancy finally reminds us that not only is English needed at a higher education 

level, but also now that English is a requirement in the public elementary schools, 

mothers must study in order to help their children out with their English homework: 

“Simplemente para ayudarle a sus hijos con sus tareas, no pueden hacerlo las mamás. 

Ahora sí ya tienen que estudiar para poder ayudar”. English learning is now also turning 

into a family project. 

The interviewed teachers note that academic requirements are pushing their 

students to learn English. The college students need to learn it to be funded and accepted 

in national and foreign educational institutions if they are planning on pursuing a 

graduate degree, but most important is that proficiency in English is required in order to 

graduate. Professors are also learning it to participate in academia, at national and 

international levels, while mothers are also studying it to help their children out with their 

homework. At the Universidad de Sonora as well as in Mexico, the correlation between 

academic success at all levels and English language learning has become stronger. 
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Table 24: English as Gateway for Economic and Employment Opportunities 

Excerpt  Author’s Translation 

Siento que es importante hablar el inglés, 
no solamente por la cultura, también por 
cuestiones económicas y cuestiones de 
intereses profesionales. (Pedro) 

I think it’s important to talk English, not 

only for cultural reasons but also for 

economic reasons and professional 

interest. (Pedro) 

Pues que es muy importante porque la 
mayoría de los países lo hablan, la 
mayoría ¿no?…con fines comerciales, y 
de negocios. (Norma) 

Well it’s very important because the 

majority of the countries speak it, the 

majority…with commercial and business 

purposes. (Norma) 

Es algo muy importante, mucha gente se 
ha dado cuenta que lo necesita para las 
carreras, en sus empleos, ya si no saben 
se están quedando atrás. Entonces es algo 
muy importante. (Nancy) 

It’s really important, a lot of people have 

noticed that they need it for their careers, 

in their jobs, if they don’t know it they are 

staying behind. It’s something really 

important then (Nancy) 

Y luego pues, por el lado de la economía, 
igualmente por tanta empresa que viene 
para inversiones y con tantas desarrollos 
turísticos que hay en Sonora, yo creo que 
eso también afecta mucho. (Dolores) 

And then, on the economic side, because 

of so many businesses that come to invest 

and with so many tourist developments in 

Sonora, I think that also affects a lot 

(Dolores) 

Pues a mí me parece que, para los 
estudiantes o para las personas que 
piensan hacer negocio pues el inglés es 
fundamental más en la parte norte, acá en 
los estados del norte como Nuevo León o 
como Chihuahua es muy importante. 
(Cecilia) 

Well I think that for students or people 

who are doing business, English is 

fundamental, especially in the North in 

states like Nuevo León or Chihuahua, it’s 

really important. (Cecilia) 

…por la población que tiene Hillo… y 
tomando en cuenta que Hillo no es un 
lugar turístico, el turismo que tenemos en 
Hermosillo o la afluencia extranjera es 
más por negocio que por esparcimiento. 
(Ivan) 

…because of Hermosillo’s 

population…and taking into account that 

Hermosillo is not a tourist center, the 

tourism that we do have in Hermosillo is 

due more to business than to pleasure 

(Ivan) 

…hay compañías donde se usa, por 
ejemplo en la Ford, los muchachos que 
saben inglés son los que tienen los 
mejores puestos y mejores salarios. Y 
como la Ford, también hay otras 
compañías donde también necesitan 
inglés porque están relacionadas con otro 
lado que tienen que ir y venir, 
intercambios de lo que sea. (Norma) 

…there are companies where it is used, 

for example, the Ford company, the guys 

that know English are the ones that have 

the best positions and best salaries. And 

like the Ford company, there are also 

other companies where they need English 

because they are related to the U.S. they 

have to come and go, exchanges of 

different types. (Norma) 

…Yo creo que por tanta empresa I think it has to do with so much 
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internacional que está entrando, y que es 
lo que está dando fuentes de trabajo. Yo 
creo que realmente por esa razón, entró 
mucho…Hay mucha empresa 
internacional, hay muchas empresas, los 
muchachos, la gran mayoría están 
buscando irse, a otras partes tanto como 
para mejorar su futuro como para 
trabajar les piden el inglés. Yo creo que 
es por la razón que los muchachos 
quieren mejorar el día de ahora. Y 
trabajos que ya hay existentes aquí. 
(Nancy) 

international businesses that are here, and 

because they are employment sources. I 

think that is really the reason why there is 

so much English around…There is so 

much international business, the great 

majority of young people are looking 

towards going to other places to improve  

their futures or to work, and they need 

English. I think that it is due to the fact 

that a lot of the younger people want to 

work today. And of course, jobs which are 

here now. (Nancy) 

 
Because of the opportunities, we have most of the industries, the economy, everything 
is American.  So our students need to know English just to get a better job.  A job!  Not 
even a better job.  A job period.  It’s competition.(Dalila) 
  

 Like the students, the teachers’ major consensus was the role of English in 

employment and economic activity in Mexico. Nancy, Dalila and Norma emphasize that 

English has practically become an employment requirement: “Because of the 

opportunities, we have most of the industries, the economy, everything is American. So 

our students need to know English just to get a better job. A job! Not even a better job - a 

job, period. It’s competition” (Dalila). Like the interviewed students, the teachers are 

aware of their role in improving employment possibilities for their students, as a result of 

their awareness of the role of industry, usually American, and the requirements to secure 

employment:  

 “Hay compañías donde se usa, por ejemplo en la Ford, los muchachos que 
 saben inglés son los que tienen los mejores puestos y mejores salarios. Y como 
 la Ford, también hay otras compañías donde también necesitan inglés porque 
 están relacionadas con otro lado que tienen que ir y venir, intercambios de lo 
 que sea”(Norma). 
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 The teachers view themselves as instrumental in providing their students with the 

needed tools to be able to participate in the country’s economy. English is not seen so 

much through the lens of a language that represents American ethnic or national identity, 

but as a tool that improves their students’ futures due to the impact of globalization in 

Mexico. As discussed in the previous chapter, English is viewed as a marketable 

commodity, which according to Cameron (2002) is the result of a modern transformation 

of language as symbol of ethnic and national identity to an economic commodity – a 

reality which is very visible in Hermosillo.  

IDEOLOGIES ABOUT ENGLISH LANGUAGE TEACHING 

 My interest in this section is to explore the interviewed Mexican EFL teachers’ 

ideologies about EFL teaching and the role of language and culture in the context of 

teaching. The open-ended nature of the interview allowed the teachers to share issues of 

importance to them which were indicative of their ideological positions on language 

teaching. The way the teachers talked about language allowed me to locate two differing 

ideological positions the teachers held with regards to language: a “prescriptivist” or a 

“descriptivist” view. The first understands language use as predefined rules on how one 

should speak according to these predetermined rules while the second understands 

language as how people actually speak. 

 Thus, in order to explore the teachers’ views on the nature of language, I asked 

them their opinions about the introduction of other language varieties in the classroom, 

which are classified under the following subtopics:  

a) Varieties in the language classroom; 
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b) The teachers’ attitudes towards language varieties other than Standard English; In 

other words, what value do the teachers ascribe to varieties other than Standard 

English? 

 Another issue which would also reflect their view of language is related to the 

teaching approaches they ascribe to, as these reflect their views as to what components of 

language should be emphasized when teaching: 

c) The teaching approaches    

 Finally an important topic that reflects their view on approaches to language teaching 

is the role of culture. Does culture play an important role in the teaching of language? If 

so, which culture(s) should be emphasized in the EFL classrooms? These questions are 

reflected in the following subtopic: 

d) Role of Culture in ELT 

Table 25: Varieties in the language classroom   

Excerpt Author’s Translation 

Pues de Estados Unidos, porque el inglés 
británico es diferente, y pues no lo usamos 
aquí. Claro que sí lo entiendes y todo eso, 
pero no es el que nosotros enseñamos aquí. 
Nosotros enseñamos el inglés de Estados 
Unidos. (Norma) 

Well from the United States, because 

British English is different, and we 

don’t use it here. Of course you 

understand it and all, but it’s not what 

we teach here. We teach the English 

from the United States. (Norma) 

Yo creo que es estándar, yo no he logrado 
identificar cuál es mi variación dialectales. 
Pienso que es mi idiolecto y ya. No siento 
que hable como lo hablan los de Arizona o 
cómo hablan los de California o cómo 
hablan en Nueva York o en Texas...pero mi 
inglés es americano, no canadiense, 
porque he estado en Canadá…Sí he 
logrado identificar como el que se oyen 
diferentes. Pero mi idiolecto, no sé. Según 
yo, es cómo hablan en los tapes. (Ivan) 

I think that it is the standard, I haven’t 

been able to identify my dialectical 

variation. I think it is my idiolect and 

that’s it. I don’t feel like I speak like 

from Arizona, from California, New 

York or Texas...but my English is 

American, not Canadian, because I’ve 

been in Canada…I’ve been able to 

identify that they sound different. But I 

don’t know about my idiolect. 

According to me, it’s what you hear on 
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the cassettes. (Ivan)  

A mí se me hace que es más algo entre el 
inglés de California y el de Texas, porque 
luego cuando escuchan acentos más 
marcados, así como los deTexas se les 
hace más difícil. Siento que ello que se 
habla en Arizona, en California es a lo que 
se le va acostumbrando su oído. (Dolores) 

I think it’s something between 

California English and Texas English, 

because later when they hear accents 

that are more marked, like from Texas, 

they are more difficult. I think that what 

is spoken in Arizona, in California is 

what their ear is used to. (Dolores) 

Inglés americano…Sí, yo creo que si, en el 
caso de México pienso que es el tipo de 
inglés que deben de aprender porque más 
que nada se van a comunicar con 
americanos. (Pedro) 

American English…yes, I think so. In 

Mexico’s case I think it’s the type of 

English that students should learn 

because they will mostly be 

communicating with Americans (Pedro)  

 

I think the answer to that is that students tell you, we're studying American English, 

and that's what they would say, American English. And I would try to say I guess I use 

American English, because I can't fake a pronunciation I don't have. When I talk about 

vocabulary I try to point out if there are similarities or differences between British 

English and American English. (Ruth) 

  

 My interest in hearing the teachers’ perceptions on their usage of English comes 

from the premise that accent is related to identity and/or membership of a given 

community of practice (Lippi-Green 1997, Lave & Wenger,1991). Thus, upon hearing 

the teachers identify their own variety of English, they would at the same time declare 

membership in a given community of practice. In the case of the interviewed Mexican 

English teachers from Sonora they identify their variety as “American”, which to them 

serves as a synonym for a “standard” variety. Dolores identifies her variety as one 

between California and Texas, even though she has never lived in any of these states. Yet 

the fact that she lives in Northern Sonora gives her reason to believe that the closest 

accent she can account for is a Southwest American accent. Ivan on the other hand, feels 

he sounds like someone from the listening exercises in an EFL textbook’s cassettes, thus 
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identifying his variation as a standard one. Ivan’s perception of his accent is, to my view, 

on target, as all the teachers use a highly monitored standard variety inside and outside 

the classroom. English is a language they learned in a classroom with limited or no actual 

experience using it in a native English speech community, one which by its very nature 

plays a role in shaping the accent and conventions of language use to fit the given 

community. Rather than being members of a speech community, they are members of a 

community of practice where standard English is the expected norm. The teachers are 

aware that their students’ judgements are largely based on how “well” they speak 

English, where “wellness” is defined as to how close their speech and pronunciation is to 

that on the audio exercises in the textbook and to native speakers of Standard American 

English: 

  “On the other hand, I'm wondering about students’ expectations, I’m guessing 

 that you'll have the chance to ask several students, and in many cases, students are 

 actually looking for role models or they're looking for perfect pronunciation, and 

 the moment that you say, even when you're talking about teachers, she's a 

 Mexican teacher; one of the first things they say is "is her English good?" (Ruth)  

  

 Ruth’s experience parallels all non-native EFL/ESL teachers’ experience, as their 

professional value is largely based on their native or native-like proficiency. To these 

teachers from Northern Mexico, their native speaker models are their closest English 

speaking neighbors: Americans, but more specifically, the Americans they listen to in the 

textbooks’ audiocassettes. The variety they teach, then, is of course the variety they have 

made their own, Standard American English, as Norma puts forward:  
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 “Pues de Estados Unidos, porque el inglés británico es diferente, y pues no lo 
 usamos aquí. Claro que sí lo entiendes y todo eso, pero no es el que nosotros 
 enseñamos aquí. Nosotros enseñamos el inglés de Estados Unidos”. 
  

The teachers’ identity as English speakers seems to be kept separate from their Mexican 

identity, as none of the teachers ever expressed having a Mexican accent when speaking 

English, nor do they feel that they speak a Mexican variety of English. Rather than 

identifying as Mexican speakers of English, they situate themselves as English teachers 

who are required to speak as “native-like” as possible, where native-like is understood as 

an American Standard variety. Until now, English in Mexico does not have the same role 

as English does in countries of the outer circles (Kachru, 1986) where English has an 

official status and is viewed as a variety of the world’s Englishes, such as Indian English, 

West Indian English or South African English. Rather, English is still seen as a foreign 

language, and as such, the variety to model their speech after is the U.S. variety: 

  Inglés americano…Sí, yo creo que sí, en el caso de México pienso que es el tipo 
 de inglés que deben de aprender porque más que nada se van a comunicar con 
 americanos. (Pedro). 
  

 A native variety of English has not been appropriated and these teachers resort to 

Standard American English speakers as their models. 

 As seen in the excerpts, the teachers’ views of their variety of English and what 

they consider as teachable English is a Standard American English. They are not quite 

members of speech communities, they are members of communities of practice of EFL 

teachers, where the conditions for legitimate participation are to be as native-like as 

possible but also to speak a Standard American English variety. While the term “native-
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like” connotes many possible varieties (i.e. African American Vernacular English, 

Chicano English, Southern U.S. variety), the unmarked choice is the standard variety- 

one which as discussed previously is more of a myth than a reality. Nevertheless, the 

Mexican EFL teachers’ requirement for legitimate participation in their community of 

practice is to teach and to percieve themselves as speakers of a standard American 

English variety. 

 Table 26:Attitudes towards varieties 

Excerpt Author’s Translation 

Pero yo no siento que estarían más 
abiertos a aceptar otro tipo de dialectos y 
en realidad reconocer que el inglés es un 
idioma global, como tú dices. No 
americano. ¿Pero cuál es la realidad? Que 
tú estás en Estados Unidos y en los hoteles 
tienes a indios, tienes a árabes en los taxis, 
de todas partes del mundo y son personas 
que tienen generaciones viviendo ahí. Y 
ellos no hablan el dialecto americana 
porque no quieren. Muchos de ellos a mí 
me ha tocado que conservan, no es por qué 
no puedan, no quieren. Es totalmente 
válido. Para mí una lengua es algo que te 
permite comunicar. Entonces, mientras yo 
logre mi objetivo de poder comunicarme y 
que logre que los mensajes sean 
transmitidos, pues yo pienso que ya 
cumplió su misión. (Ivan) 

But I don’t think the students would be 

very open to accept other types of 

varieties and really recognize that 

English is a world language, like you 

say. Not American. But what are the 

facts? That you are in the United Status 

and in the hotels you have Indians, 

Arabs driving taxis, people from all over 

the world and they are people who have 

been living there for generations. And 

they don’t speak an American dialect 

because they don’t want to. I’ve noticed 

that a lot of them keep their varieties, 

not because they can’t acquire an 

American variety, but because they 

don’t want to. It’s completely valid. I 

think that a language’s purpose is to 

communicate. So if I achieve my 

communication objective and my 

messages are transmitted, then I think 

I’ve completed my objective. (Ivan) 

El hecho de que ellos practiquen y 
reconozcan variedades dialectales, les 
ayudara a poder escuchar en inglés en 
diferentes contextos por qué el pretexto que 
ellos tienen a decir no le entiendo, es 
porque lo hablan muy raro. Por qué no lo 
pronuncia bien, entonces ya ahí, se están 
limitando ellos a entender el inglés 

If students practice and recognize 

different varieties in English it will help 

them to listen in different 

situations.Their excuse for not 

understanding is saying that people 

“speak funny”. Either because they 

don’t pronounce well, but then at that 

moment they are limiting themselves in 
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hablado a cuando se les habla un 
americano o cuando se les habla un inglés, 
porque dicen que lo hablan muy clarito. 
Entonces, ese tipo de cosas yo les he 
dicho…pero realmente se ve en los 
alumnos sus, se ve el descrédito. Se nota 
que dicen, bueno no podría valorar porque 
me lo está diciendo el maestro, pero no me 
convence. Por eso te digo Nolvia, a mí se 
me hace muy importante, pero a los 
estudiantes se les hace muy difícil de 
digerir, en el estudiante de Hermosillo. 
(Ivan) 

understanding spoken English to when 

an American speaks English because 

they pronounce it clearly. So I tell them 

that sort of thing…but you can tell that 

there is a type of discredit among the 

students. You can tell that they they are 

not convinced. I tell you Nolvia, I think 

it’s really important, but students can’t 

digest this idea, at least the typical 

student from Hermosillo doesn’t. (Ivan) 

El inglés estándar? 
Pues si! Por que si escuchas el incorrecto, 
así como hablan los pochos o los chicanos 
de allá, a lo mejor eso se les graba, digo 
así como para estar dando la clase, no. 
Eso se escucha donde sea, pero no aquí. 
Porque se les va a pegar, y lo malo se 
pega. (Norma) 

Standard English? Of course! Because if 

you listen to incorrect English, like the 

language that Chicanos or pochos from 

over there speak, maybe that’s the 

English that sticks to them. I mean you 

can’t use this type of English to teach. 

You can listen to that anywhere but not 

here. Because it’ll stick to them, and bad 

stuff usually does. (Norma) 

Representa para mí, una gramática 
correcta y muchas veces los alumnos de 
otros cursos en los que han estado ya traen 
un esquema de cómo quieren decir algo, es 
difícil entonces cambiarles eso. Porque no 
les puedo decir, así como lo dices es 
incorrecto, esta es la única forma correcta 
de decirlo, siempre les digo, es que hay 
muchas maneras de decir la misma cosa 
(Dolores) 

(The kind of English I teach) represents 

to me a correct grammar, and a lot of 

times students who come from other 

courses have a set idea of how to say 

something, and it’s hard to change their 

ideas. Because I can’t say, “the way 

you’re saying that is incorrect - this is 

the only way to say it”. I always say to 

them that there are many ways to say the 

same thing (Dolores) 

  

 The teachers’ attitudes towards the possibility of introducing varieties other than 

Standard American English differed but the end-result remained the same: A standard 

variety is the only acceptable variety for learning and teaching purposes. Ivan, the 

younger teacher who was starting his B.A. program in ELT discussed the advantages of 

being exposed to non-standard varieties: 
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  El hecho de que ellos practiquen y reconozcan variedades dialectales, les 
 ayudara a poder escuchar en inglés en diferentes contextos, porque el pretexto 
 que ellos tienen a decir “no le entiendo”, es porque lo hablan “muy raro”.  
  

 Ivan recognized that being exposed to more varieties would allow the students to 

have more opportunities for understanding more English speakers. His students - as do 

many other native and non-native interlocutors - usually blame the non-standard or non-

native speaker as speaking “funny” when they claim not to understand, instead of actually 

making the effort to listen. Ivan sees that exposing his students to other varities would 

permit his students to practice their listening skills but also recognize that there are other 

varieties and these are worth listening to, therefore not truncating possibilities of 

communication.  

 Norma, a teacher with many years of experience with a more conservative view of 

language teaching tends to see English as either “correct” or “incorrect”. In her case she 

juxtaposes standard American English with correctness, and Chicano or “pocho
11

” 

English with incorrectness:  

 “El inglés estándar? Pues si! Por que si escuchas el incorrecto, así como hablan 
 los pochos o los chicanos de allá, a lo mejor eso se les graba, digo así como 
 para estar dando la clase, ¡No!. Eso se escucha donde sea, pero no aquí. 
 Porque se les va a pegar, y lo malo se pega”. 
  

She is convinced that varieties other than Standard American English have no place in the 

classroom, as they are “bad” and will easily “contaminate” the students’ language. Norma 

subscribes to a traditional teaching position where non-standard varieties belong on the 

                                                 
11

 Pocho: literally short or incomplete. However “pocho” is a descriptor that Mexicans use to describe 

code-mixing practices which are common among many Mexican-Americans. Roughly, it means that their 

language practices are short or incomplete.   



 

 

   

 

  199 

 

streets but not in a classroom. In turn, the classroom is a place for “correct” English, 

which to Norma is Standard American English. 

Ivan and Norma hold different positions with regards to what can be deemed as 

legitimate language, but Ivan also adds that students would never accept being exposed to 

other varieties as their objective is to speak as “clearly” as possible, where clarity is 

associated to a standard American variety. He adds that even though he tries to convince 

his students of the usefulness of being exposed to multiple varieties, they are not 

convinced:  

“pero realmente se ve en los alumnos sus, se ve el descrédito. Se nota que dicen, 
 ‘bueno lo podría valorar porque me lo está diciendo el maestro, pero no me 
 convence’ ”.   

 
Ruth echoes his claim:  

 

“I'm wondering about students’ expectations…in many cases, students are 

 actually looking for role models or they're looking for perfect pronunciation”. 

 

 The students locate their “role models” or examples of “perfect pronunciation” in 

standard varieties, and the teachers claim that students would be unwilling to be exposed 

to varieties that do not offer those set expectations. Oddly enough, the students I 

interviewed in the previous chapter held a more open position towards the introduction of 

non-standard varieties in the classroom, but then again they are not necessarily 

representative of a larger EFL learner population, as future EFL teachers themselves. 

However, I would be tempted to question whether the teachers ever ask students their 

opinions or if previous assumptions guide their teaching, but that would be a further 

research task. 
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 The teachers’ attitudes towards non-standard varieties were shaped by their 

ideologies as to what constitutes legitimate language. Ivan and Ruth recognize that 

English is diverse and students should be made aware of the variations, while Norma 

claimed that these had no place in the classroom. Yet, despite their differences, in the end 

all the teachers agreed that the most adequate variety for learning and teaching purposes 

was Standard American English. 

The Teachers’ Teaching Approaches  

 Teaching approaches in the history of TESOL have undergone shifts in response 

to the different views of language throughout the years. While there have been many 

important approaches, I mention three of the most influential, if only to illustrate how 

they have differered across the years. In its beginnings, the Grammar Translation Method 

emphasized the view of language as a set of rules, much like those used when teaching 

classical languages such as Latin or Greek. Written language was prioritized over spoken 

language, therefore language was learned via translation of texts. Later, a major 

approach, known as the Audio-Lingual Method, played an important role in language 

learning. The focus was on structures, rather than rules per se. Speaking and listening 

were the most important skills, but this was achieved through listening and repetition, 

such as drilling exercises, or repeating and extending.  Based on Behaviorist psychology, 

learning was largely seen as a process of stimulus and response. Contemporary views on 

language learning see Communicative Language Teaching as the preferred paradigm. Its 

main focus is to help learners create meaning rather than the development of perfectly 

grammatical structures or the acquisition of native-like pronunciation. Language learning 
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is evaluated in terms of how learners develop their communicative competence - that is 

the ability to apply knowledge of both formal and sociolinguistic aspects of a language in 

order to communicate in an array of social contexts. In the classroom, Communicative 

Language Teaching is done through pair and group work which requires negotiation and 

cooperation between learners.  

 As current participants in the TESOL community of practice who have based 

much of their teaching approaches on their experience as well as on the teaching program 

at the Department of Foreign Languages (which has in turn based its program on the 

Interchange textbook series), the interviewed teachers view the nature of language 

learning and teaching as communicative in nature, even though they also offer their own 

perspectives on what is to be considered teachable:   

 

Table 27: Teachers’ Teaching Approaches 

Excerpt Author’s Translation 

Trato de enseñar un inglés funcional, real. 
Por lo general cuando vemos algo de 
gramática, les digo, " bueno pero en la 
vida real, se puede usar, o se puede decir 
de otras maneras…Pero ya se van dando 
cuenta que hay diferentes lugares en los 
cuales los vas a usar, entonces trato de 
usar un inglés real, y que sea funcional, 
algo que le sirva. No puedo evitar no caer 
en la gramática, tampoco te puedo decir 
que utilizó el método comunicativo al 
100%; porque muy en lo particular no creo 
que el método comunicativo sea "the one". 
(Rosario) 

I try to teach a functional English, a real 

English. Generally when we see some 

grammar point, I tell them, “but in real 

life, you can use it like this, or you can 

say it in different ways”…But they 

recognize that there are different places 

in which they will use it so I try to use 

real English, a functional English, 

something which is useful. I can’t avoid 

not teaching grammar, I can’t also say 

that I use the communicative method 

100% of the time, because I personally 

don’t think it’s “the one”. (Rosario) 

Es inglés como lengua extranjera para 
fines comunicativos, más que nada en este 
nivel nos tratamos enfocar en las cuatro 
habilidades pero trato de que más que 

It’s English as a foreign language for 

communicative purposes. At this level 

we mainly focus on the four skills but I 

try to get the students to practice it in 
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nada los alumnos, de lo que aprenden en 
clase, lo que practiquen, lo pueden 
aprender en un contexto real, que puedan 
comunicarse con los demás en inglés, de 
hecho con los explica la gramática es con 
el fin de que se practique y se 
use…Algunas cuestiones le sirve, y otras 
no del todo. Pero como no es una clase de 
inglés con fines específicos, académicos los 
enfocamos más en cuestiones culturales, 
pero siento que si ellos aprenden a utilizar 
la estructura gramatical lo pueden llegar a 
utilizar en una misma manera en un  
contexto académico. Siento que para fines 
académicos, no batallen tanto ellos. 
(Pedro)  

class, in a real context, that they are able 

to communicate with others in English. 

In fact when I teach grammar, the 

purpose is for them to use it and practice 

it…Some things are useful, others 

aren’t. But since it isn’t a course on 

English for specific purposes, or 

academic ones, we focus it more on 

cultural issues. But I feel that if they 

learn to use the grammatical structure 

they can use it in the same way in the 

academic context. I feel that for 

academic purposes they won’t struggle 

as much. (Pedro) 

Pues es para comunicarse más que nada, 
para hablar, es para comunicación. Por 
los niveles que tienen ahorita, que les 
puedes enseñar…Para comunicarse sobre 
todo uno porque para el inglés que tienen 
de aquí, se pueden comunicar en cualquier 
parte. Si siguen macheteando pueden usar 
el inglés en sus trabajos pero tienen que 
seguir estudiando, porque solamente que 
fueron cursos en sus carreras para fines 
específicos, pero ya sería inglés técnico 
para un objetivo, ya sea para medicina, 
para leyes, ya es otro vocabulario. 
(Norma) 

Well first of all, it’s to communicate. 

How much can you teach the students 

with their levels?...To communicate, 

with the English they have here they can 

communicate anywhere. If they study a 

lot they can use their English at work, 

but they have to keep on studying, 

unless they were courses for specific 

purposes, but then it would be technical 

English for a specific purposes, like for 

medicine, law, that’s another 

vocabulary. (Norma) 

Según yo, yo quiero enseñarles un inglés 
que les sea práctico, una experiencia de 
aprendizaje que les ayude a incorporar lo 
que pueden escuchar, lo que pueden leer 
para producir algo que otras personas le 
pueden entender. Para mí eso es lo más 
importante, que ellos piensan que lo que 
están manejando pueden comunicarse, que 
pueden establecer una comunicación que 
sea efectiva. Entender y además darse a 
entender. (Dolores) 

I want to teach them an English that’s 

practical, a learning experience that 

helps them incorporate what they can 

hear, what they can read, to produce 

something that they can understand. To 

me that is the most important part, that 

they think that they can communicate 

with what they have, that they can 

establish effective communication. To 

understand and to be understood. 

(Dolores) 

 

Communicative English, a lot of oral English, maybe that's why I like advanced 
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groups and I like the psychological part of producing English when they are a little 

afraid. (Dalila) 

  

 Even though communicative language teaching ideally promotes both form and 

function, there is still a tendency to view it in terms of an approach that privileges 

function over form, after all the emphasis is on getting the learner to convey his or her 

message relying on communication strategies rather than knowledge of grammatical 

structures. Among the teachers there seems to be a tendency to position themselves as 

“functionalists” or “formalists”, or somewhere in between. Rosario, a younger teacher 

who considers herself on the functionalist side says the following:  

 Trato de enseñar un inglés funcional, real. Por lo general cuando vemos algo de 
 gramática, les digo, " bueno pero en la vida real, se puede usar, o se puede 
 decir de otras maneras…Pero ya se van dando cuenta que hay diferentes 
 lugares en los cuales los vas a usar, entonces trato de usar un inglés real, y que 
 sea funcional, algo que le sirva.” 

 

In Rosario’s case, she counterposes knowledge of grammar with “real life” language. My 

assumption is not that she considers “real life” language ungrammatical, but rather that 

the teaching of grammar only gets at part of real language. Her strategy then is to teach 

textbook grammar -because it is a requirement in the program and offers the students 

knowledge of the language- but also presents a “functional” alternative to her students 

described as “real” language. 

 Pedro would somewhat agree, as he also emphasizes how he makes an extra effort 

for his students to be able to communicate with the textbook’s grammar in a “real” 

context: “ 
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 …pero trato de que más que nada los alumnos, de lo que aprenden en clase, lo 
 que practiquen, lo pueden aprender en un contexto real, que puedan comunicarse 
 con los demás en inglés, de hecho cuando les explico la gramática es con el fin 
 de que se practique y se use”. 
  

As seen, textbook language is viewed separately from “real life” language by Rosario and 

Pedro. They view that their job is to transform textbook language into something “real” 

by providing scenarios in the classroom where that language would really be used, as 

Pedro states, or to provide alternative language which would serve the textbook’s 

purpose, as Rosario does.  

 Norma, on the other hand, holds other courses as responsible for teaching 

language that could potentially be more useful for the students, especially the university 

students who are studying in order to fulfill academic requirements. She believes that 

courses in English for Specific Purposes would fulfill many of the students’ needs, since 

she positions them as future professionals in need of specialized language. She contends 

that the general English courses based on the Interchange textbook do not offer all the 

language that the students need for full professional development, rather the course she 

teaches offers basic language for everyday communication needs. 

 Dolores and Dalila both agree that their purpose as English teachers is to have 

students communicate. Dalila highlights the “psychological” process of having students 

communicate; for her, language learning anxiety is a natural process of language learning 

and students must be taught how to deal with such issues for learning to take place. 

Besides being a language teacher who believes that oral communication should be 

prioritized, she takes on a more therapeutic role in relieving her students of the anxiety 
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caused by language learning. Dolores takes on a similar approach in scaffolding her 

students in the learning process, guiding them in achieving communication, and 

convincing them that they can communicate:  

 “Para mí eso es lo más importante, que ellos piensen que con lo que están 
 manejando pueden comunicarse, que pueden establecer una comunicación que 
 sea efectiva. Entender y además darse a entender” 
 
 Both teachers seem to place less emphasis on the linguistic component of teaching and 

more on the learning process to eventually reach their goal in achieving communication. 

 Each of the teachers has his or her own philosophies about the teaching of 

English. Rosario and Pedro believe that by translating the textbook’s content into “real 

life” English they will provide their students with more authentic language as well as 

more authentic context. For them, “functionality” and translation to real world context is 

a language learning condition, since to them the textbook’s content does not fulfill that 

condition. Norma, on the other hand, limits her teaching to the textbook content, which is 

based on the Communicative Approach. She emphasizes that in her course students will 

be able to verbally communicate, but if they seek more specialized knowledge they can 

turn to a course on English for Specific Purposes. Dalila and Dolores take on a nurturing 

approach as they strive to have students lose their fear and believe that they can speak 

English. They are more interested in the “the psychological part of producing English”. 

As an end result, however, all the teachers agree that the purpose of teaching English is 

for communication, although each one has infused the course with their own teaching 

beliefs ranging from a traditional teach by the textbook approach to a more nurturing 

role. The ultimate objective shared by all the interviewed teachers is that students are 
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taught how to exchange opinions and information with other speakers, unlike previous 

paradigms which emphasized reading, writing and translation skills rather than face-to-

face interaction in the second language.  

The Role of Culture 

 As previously explained, the general English courses taught by the interviewed 

teachers are based on the Interchange textbook series, one of the many textbook series 

based on the Communicative Approach. In a critical and useful examination of the 

relationship between the pedagogical tenets of the Communicative Approach and the 

status of English as an international language, Alptekin (2002) describes how the 

Communicative Approach views native speaker-based communicative competence as 

essential for foreign language learners’ full participation in the L2 culture. Hence, the L2 

culture and its speakers are ideally the teaching models with regards to language and 

cultural practices. Learners are expected to acquire accurate forms of the target language 

through native speaker models, but they are also taught models of appropriacy, coherence 

and effectiveness which are modeled after native speaker discourse. For Alptekin (2002) 

“Learning a foreign language becomes a kind of enculturation, where one acquires new 

cultural frames of reference and a new world view, reflecting those of the target language 

culture and its speakers” (p.58). Teachers then are encouraged to develop L2 

communicative competence for the learners by integrating L2 language and culture. 

Having described the relationship between language and culture in a classroom based on 

the Communicative Approach, my interest rests on how the teachers in this study 
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interpret the role of culture in the classroom, to which they provided the following 

answers:  

 

Table 28: The culture to teach in the EFL classroom 

Excerpt Author’s Translation 

El inglés que yo enseño, yo lo relaciono 
con la cultura americana porque siento 
que tiene una influencia muy grande en la 
lengua que yo enseño y en la lengua que 
mis estudiantes quieren aprender y en la 
lengua que nuestros estudiantes necesitan 
para hacer sus negocios en su futuro para 
entender los programas y televisión que 
ven, para entender las películas que ven en 
el cine, y para poderse comunicar con los 
turistas, con una chica que quieren 
abordar por ahí. Entonces yo pienso que la 
influencia cultural que tiene el inglés que 
yo enseño y que mis estudiantes precisan o 
muestran interés es de influencia 
americana. (Ivan) 

I relate the English that I teach to the 

American culture because I feel that it 

has a deep influence on the language 

that I teach and on the language my 

students want to learn and on the 

language our students need to do 

business in the future, to understand the 

movies they see at the cinema, to be 

able to communicate with tourists, and 

with a girl they want to approach. So I 

think that the cultural influence that the 

English I teach and my students are 

interested in is influenced by the 

Americans. (Ivan) 

Pues sí los usamos para platicar acerca del 
otro país no, por qué hay muchos alumnos 
que no saben. Además hay información de 
otros países, no nada más de Estados 
Unidos. Y está bien por qué son 
universitarios y cero en geografía. No 
saben ni donde está en la Ciudad de 
México, me entiendes, para darte un 
ejemplo…o sea que viven en el limbo. 
Pues no (les interesa) mucho, porque ya 
vienen con esa cultura de que no les 
interesa. Eso de meterle cultura mexicana, 
pues quien sabe qué reacción tendrían, 
porque no hay una relación de inglés con 
mexicano, entonces tendría que ser inglés 
con lo americana. (Norma) 

Well we do use it to talk about the other 

country, because there are a lot of 

students who don’t know about it. 

Besides there is information from other 

countries, not only from the United 

States. And that’s good because they are 

university students and they fail 

geography. They don’t even know 

where Mexico City is, you know what I 

mean? Just to give you an example…in 

other words, they live in 

limbo…They’re not very interested 

because they come from that culture 

where nothing is interesting. If you add 

Mexican culture, I don’t know what 

their reaction would be, because there is 

no relationship between English and 

Mexico, so it would have to be English 

with American. (Norma) 

Es muy importante que vean que no It’s really important that they notice that 
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importa si lo dices en chino un francés, la 
vida de las personas en general es muy 
igual, las experiencias que la gente quiere 
narrar, que las cosas que te suceden 
cotidianamente son muy similares. Todo 
mundo está haciendo lo mejor que 
podamos con lo que tenemos, y siento que 
es una oportunidad para que ellos se 
ubiquen dentro de este mundo, más 
diferentes, pero podemos tener similitudes. 
(Dolores) 

it doesn’t matter if you say it in Chinese 

or French. People’s lives in general are 

very similar. The experiences people 

want to talk about, everyday things that 

happen to you are very similar. The 

whole world is doing the best we can 

with what we have, and I feel it is an 

opportunity for them to situate 

themselves in this world, with 

differences but also with similarities.   

  

 Given the relationship between Mexico and the United States (one that has been 

amply discussed by the interviewees), it is not a surprise that the culture associated with 

the L2 is the American culture, as Norma and Ivan indicate in their responses. Moreover 

Ivan feels that for purposes of English language learning his students are interested in the 

American culture. He sees that his students’ interactions with English speakers will take 

place either in the United States or with someone from there. Business, entertainment and 

even personal relationships in English will more likely be with someone from the United 

States than from another English speaking country. 

  Norma’s response is similar, but for her the relationship between the English 

language and the American culture is so naturalized that she refers to the U.S. as “el otro 

país”. In referring to the U.S. as “the other country” she invokes an unmarked 

relationship between the English language and the American culture. Norma’s conception 

of culture in the language classroom is understood as geography facts that students 

should know, but which they know nothing about given their “poor” attention to such 

issues. Her take on culture is knowledge of facts, rather than the learning of behaviors 
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and social conventions which the textbook promotes. Norma makes clear, however, that 

Mexico and Mexican culture have absolutely no relation with an English class, even if 

that English class is held in Mexico and English may also be used within Mexico. Like 

Ivan, she is sceptical about the reaction students would have if national or local cultural 

practices were introduced as content for teaching English. In her opinion the English 

language’s cultural relationship is with the United States. In so doing, she distances the 

English teaching and learning practice from forming part of an everyday Mexican 

experience, one where the students’ cultural background does not play a part in the 

learning and teaching practice. Norma views the role of culture in the classroom as 

geography facts, but at the same time separates Mexican identity and cultural practices 

from the ELT practice. I would be interested in knowing if such a separation is a way of 

protecting Mexican national identity, situating the ELT practice to the classroom and the 

textbook, or if she subscribes to a traditional view of English in which ownership and 

issues of legitimacy are determined by the “original” proprietors: Great Britain and the 

United States. In any case, Norma formulates a clear and unmarked relationship between 

American cultural and linguistic models and the English language. 

 Dolores, on the other hand, views culture as people’s everyday experiences which 

can be very similar regardless of the context. Dolores interprets culture as people’s 

practices to do the best they can with what they have: “Todo mundo está haciendo lo 

mejor que podamos con lo que tenemos”. Thus, people can share these experiences 

which will frequently be more similar than different. In some ways many of the topics 

presented in the textbook appear to be rather universal, but as found in the Critical 
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Discourse Analysis of the textbook, such events are more prone to happen in White, 

middle-class contexts than in other contexts. For Dolores, however, such topics have 

been helpful for finding similarities rather than differences, which according to her, bring 

about opportunities for meaningful communication.  

 The teachers conceive of the role of culture in different ways, which have much to 

do with their ideas of what culture is. Ivan and Norma relate the L2 culture to American 

culture for different reasons. Ivan for example, feels that the geographical location of 

Mexico in relation to the United States and the constant interaction with the neighbors to 

the north set the cultural patterns that students recognize as appropriate for the learning of 

English - students need to know both the language and the culture of the United States 

because most of their interaction will be with this population. Norma, on the other hand, 

considers that English’s unmarked L2 and C2 relationship is with the United States, 

excluding any possibility that Mexican cultural manifestations could potentially be 

included as cultural referents to teach English. Norma’s conception of culture in the 

teaching of a foreign language is related to geographical facts, which makes it 

understandable that there is no relationship between Mexico and English. Dolores, on the 

other hand, views the presentation of culture in the textbook as everyday situations which 

could potentially affect everyone the same way, regardless of where the students are 

from. In this way, being invited to someone’s house, tipping practices and dealing with a 

noisy neighbor are experiences which can happen anywhere according to Dolores, and 

these should be seen as opportunities for communication. From a critical perspective, 

however, and as seen in chapter three, such practices are mainly presented from an 
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Anglo-centered, middle-class view which ignores realities that may be even more 

meaningful for non-Anglo students (i.e. how Mexicans and Mexican immigrants are 

racially viewed in the United States). It is not clear if the teachers have enculturated, 

acquiring “…new cultural frames of reference and a new world view, reflecting those of 

the target language culture and its speakers” (Alpetekin 2002, p. 58) yet they have 

accepted that when referring to the target language, the only legitimate cultural frames 

and world views are from the U.S. (in Norma and Ivan’s case), or are so politically 

neutral that there is no need to include local accounts of everyday experiences.   

CONCLUSION 

 The objective of this chapter was to evaluate where the interviewed teachers 

situate themselves with regards to experience and beliefs in language teaching by 

covering the following aspects: i) The teachers’ learning, teaching and training 

experiences; ii) ideologies about English as a foreign language and iii) ideologies about 

English language teaching. 

 The seven female and two male teachers’ learning, teaching and training 

experience differed greatly. Their ages ranged from the mid twenties to mid sixties and 

experience in teaching highly correlated with their ages; the oldest participant had over 

33 years experience in teaching English while the youngest had been teaching for three 

years. Their years of professional training inversely correlated with age, with a tendency 

for the younger teachers to have been trained in four year B.A programs in ELT before 

entering the workforce, while the older teachers received shorter training at a time when 

they had had ample teaching experience. Such a phenomenon is due to the relatively 
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recent tendency in Mexico to view English language teaching as a profession rather than 

an on-the-side job people could do with the right amount of knowledge of English and an 

ability to follow a textbook. With the new outlook on the ELT profession, I would 

venture to say that there is a tendency among English language teachers in Mexico, or at 

least at the University of Sonora, to be better prepared in terms of pedagogy, theory and 

decision making in the field of English language teaching.  

 Their teaching, learning and training experiences reflect their views on what the 

English language is, what it should be like and what and how it should be taught. 

Concerning the representations they hold about English, or their ideologies as to what 

English is, the teachers viewed the role of English the following way: English as 

complying with a cultural and social function in Mexico, since the learning of it and to 

some extent its usage has become an important and a naturalized part of everyday life in 

Mexico. On the other hand, other teachers explicitly connected the language with issues 

of colonialist power, especially because of the association of English with the world’s 

superpowers: the United States and Great Britain. As explained in the analysis, the 

United States’ hovering presence in Mexico places the language in a difficult position 

because of the historically difficult political relationship with the northern neighbor, but 

in pragmatic terms it is also considered as the foreign language of the region due to the 

constant interaction with the U.S. at many different levels, from personal to business. At 

the same time, English is viewed as the language of globalization by some teachers, while 

others also question this fact. Finally, there was also a consensus among the teachers (and 

one which largely justifies their work) that the learning of English was a gateway for 
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academic participation and for economic and professional possibilities. In many ways, 

their relationship with English was also a reflection of the country’s difficult relationship 

with the United States, a cautious but a necessary one.   

 The third section of this chapter summarized the teachers’ ideologies about 

English language teaching as they were asked to value the place of standard language as 

well as language varieties in the language classroom. Their adjudication of values to 

standard and non-standard varieties was a result of their membership in communities of 

practice of non-native EFL teachers where possession of native-like competency is a 

requirement for legitimate membership. They perceived themselves as Standard 

American English speakers, but they also perceived the standard variety as the only one 

worthy of teaching in the classroom. Even though some of them were aware that the 

exposure to other varieties for their students could be helpful, they also felt that their 

students would not be receptive to an alternative practice of introducing English language 

varieties. Yet, at the same time, the younger teachers felt that the textbook English was 

not necessarily “real” English, creating a separation between “functional” English (or 

“real life” English) and “formal” English (or textbook English). Their teaching practices 

consisted of introducing “real life” English, complete with slang, movies, recreation of 

daily life scenarios and sitcoms as material along with the textbook, while the more 

traditional teachers adhered to the textbook.  

 Finally, because the textbook is based on the Communicative Approach, which 

considers the teaching of culture as intrinsic to the teaching of language, I was interested 

in their views as to what culture is and who is represented in the implied culture, a 
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component which would complement my CDA of the textbook. The teachers related the 

learning of English to the learning of American culture due to an unmarked relationship 

between the English language and American culture in Mexico. Culture for another 

interviewee was not necessarily viewed as related to an ethnic or a national 

representation, but rather the everyday experiences that are reflected in the textbook, 

experiences that could be shared by almost all the learners regardless of their origins. In 

the latter case, my CDA findings reflected how such experiences are largely based on 

class and racial positionings, one of the many findings which will be discussed further in 

chapter seven. 

 Having described the teachers’ underlying ideologies about the English language 

and language teaching, the next chapter will describe the students’ and teachers’ 

interaction with the textbook and the actual teaching practices in the classroom. 
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CHAPTER 6: STUDENTS’ AND TEACHERS’ EXPERIENCE 

AND INTERACTION WITH THE TEXTBOOK 

  

 Until now, this dissertation has explored the following issues: my analysis of the 

textbook under the lens of Critical Discourse Analysis and the language ideologies held 

by both the English Language Teaching students and teachers towards the use, the 

learning and the teaching of English.  

 This chapter will now focus on the students’ and teachers’ views and practices 

towards the textbook’s representation of language and culture, that is what they say about 

these issues in the interviews, but also what they do in the classroom as the teachers “talk 

around the text” (Sunderland, 2000). Data for the participants’ views of the textbook was 

collected from the interviews, and data for classroom practices with the textbook was 

collected from interviews and at least two observations during a one semester period with 

each of the participating teachers.    

 In the observations I focused on how teachers introduced the language and 

cultural components of the textbook. For the cultural component, teachers were observed 

in their presentation of the “Snapshot”, or the cultural capsules typically presented as 

icebreakers or introductions to the lesson in the textbook. As previously explained, the 

textbook’s Communicative Approach-based purpose is to introduce language through 

opportunities for “meaningful communication” (Richards, et al. 2005 p.viii) by 

introducing cultural information that “stimulates cross-cultural comparison and 

discussion” (Richards, et al. 2005 p.viii) in exercises such as “Snapshot”. The 

interviewees were very familiar with these exercises as they happen to be a central 
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activity in each of the units. Generally, the units start with this exercise and students 

discuss or at least read the cultural information. Subsequently, vocabulary and grammar 

are related to the topic. In the observations, my guiding questions were the following: Did 

the teachers present the cultural information as it was presented in the textbook? Or did 

they employ other strategies? Were the cultural references familiar or strange to the 

teachers and the students? And how were these introduced?  

 For the language component I observed how the teachers presented grammar 

lessons and vocabulary, while observing the rest of the class for specific comments or 

questions they had about the lesson. I also focused on the strategies the teachers used to 

exemplify the language lessons: What examples did the teachers use for the presentation 

of the grammar lessons? How closely was the textbook followed for setting the 

examples? Were there alternative language lessons to those offered in the textbook?  

 Finally, participants were asked to answer the following question: What do you 

think about the textbook, specifically about the language and cultural content? The results 

of these interviews allowed me to compare their perceptions on the language and culture 

content with my critical discourse analysis of the textbook.  

TEACHING CULTURE IN THE CLASSROOM 

Rosario went up to the board and started drawing a hang man figure with three spaces. 

She turned around and called out to the class, “Okay, give me a letter”.  

“ ‘A’ teacher!” called out some girls at the same time. 

“No vowels yet!” replied Rosario. 

“ ‘B’, teacher, ‘B’!” yelled out another group of students. 
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Rosario proceeded to add a body part to the hangman figure every time the students gave 

out the wrong letter, until someone yelled out, “G!” 

She turned around and nodded approvingly, “whew, you almost killed the guy” 

The students showed relief and in the excitement of the game, they were working in 

spontaneously created groups eliminating and providing each other with possible 

solutions to the word game. 

“¡Danos una pista maestra!” called out someone from the back of the room. (Give us a 

clue teacher!) 

Rosario wrote “BRAND” on the board and continued to wait for the response. 

The group of high school girls who were next to me said to each other “es una marca y 

empieza con G ” (It’s a brand and it starts with G) 

“Ohhh, ‘Gap’ teacher, es ‘Gap’” yelled out one of the girls in the group.  

“Yes, good, now another one” said Rosario as she wrote out six spaces on the board. 

By now the students had figured out that they were supposed to think of brands while 

playing hangman, so they proceeded to play by calling out different letters. 

Rosario wrote all the correct letters that students called out in their corresponding spaces 

on the hangman game. When they had only one more opportunity, the game looked like 

this: A _ i l  _  s.   

The group looked at each other confused and anxious because they had only one more 

opportunity before hanging the man. 

Finally, someone yelled out “O”, but the game was lost. 

“Nobody got it!” said the teacher. 
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“Ay, teacher, ¿qué es?” said a girl in front. (Oh teacher, what is it?) 

“It’s a brand” and Rosario completed the word by adding a “v”, and an “e”, writing out 

“Avilés” 

“Ay teacher, that’s not a brand” called out a college student. 

“It is, haven’t you heard of Productos Aviles12
” 

“Ni al caso teacher!” yelled out the students. (No way, teacher!)  

 Rosario’s approach to the introduction of the cultural capsule differed greatly 

from the textbook’s recommended approach. The textbook’s cultural Snapshot was about 

“Five of the world’s most successful businesses”, which included a brief description and 

information about Coca-Cola, Sony, Levi-Strauss, Nike and Nestlé. After the presentation 

of this information, the textbook’s next exercise was for students to think of successful 

companies in their own country. Yet, Rosario never asked the students to open the book, 

rather she relied on a popular game as a way to get students to talk about local businesses 

without taking a look at the textbook’s account of successful businesses. Students were 

also caught off guard, as they expected to talk about more widely known American or 

transnational brands, an issue Rosario was aware of, and which she consciously 

countered by introducing an unexpected cultural reference. Without opening the 

textbook, much less reading the cultural capsule, the teacher engaged the students into 

thinking about local businesses and their success stories. But, she did not limit them into 

thinking locally, rather the intention was to get the students to talk about issues they were 

familiar with. Her strategy worked when several hands went up to talk about business 

                                                 
12

 Productos Avilés is a local spice company which distributes its products in Northwestern Mexico as well 

as in Southwestern United States.  
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success stories in English. The first student talked about the success story of 

Lamborghini, the Italian automobile company. After he had concluded, another student 

shared her story about Lanix, a major Mexican computer company, and finally the last 

student talked about VH, a regional Mexican supermarket with headquarters in 

Hermosillo. Rosario knew that by introducing local references, the students would have 

more to say and thus more of an opportunity to practice in the target language. 

 Rosario’s approach was not unusual in the classroom, and proof that teachers do 

not necessarily adhere slavishly to the textbook’s recommended practices (Sunderland, 

2000). In fact, the teachers, in general, considered the textbook as a centering device 

which guides but does not prescribe what they are to do in the classroom. Teachers 

express they feel free to omit some exercises and add some of their own:  

Excerpt Author’s Translation 

“el libro de texto es un texto que ya 
tenemos como mucho tiempo 
manejándolo, Fue como para empezar a 
introducir este tema, pero hay ejercicios 
que me salto completamente” (Rosario).  

We have been using the textbook for a 

long time now. It was used to introduce 

topics, but there are exercises I completely 

skip.  

 

  

 Cecilia, for example, views the textbook as a reference to the grammar points that 

will be taught, but that will not limit her own initiatives in classroom activities:  

 

Excerpt Author’s Translation 

“Ahorita en el nivel siete es más como una 
referencia hacia los temas de la gramática 
pero no exactamente a hacer las 
cosas…hacer el libro cada día, no me 
interesa ahorita.” (Cecilia) 

Now in level seven it’s more like a 

reference to grammar topics, but not 

exactly on how to do things…I’m just not 

interested in using the book everyday 
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 Their view of the textbook aligns well with the actual classroom activities, as 

every one of the teachers tended to use local referents when teaching instead of having to 

turn to the examples in the textbook. Gaby, a teacher I was able to observe, introduced 

the cultural topic about the environment by asking: “When you go to Kino13, what do you 

notice?” Students immediately shared their stories about how the beach was more 

contaminated with litter people left behind, or even how the water had oil residues, 

whereas before it was a cleaner place. Gaby’s question replaced the cultural capsule in 

the textbook titled “Waste not, want not: Some alarming facts” which referred to the 

amount of waste the average American in the 1990’s produced. The exercise was not 

even commented on because Gaby felt that such information was irrelevant to her and her 

students. Other interviewed teachers felt the same about such facts:  

 “…and other times they could care less what happens in other places, and they 

 see it as something that they can't relate to, meaningless. So it's a little bit 

 difficult to talk about culture.”  (Ruth) 

 

Excerpt Author’s Translation 

“de repente los snapshots, a mí no me 
gusta casi. Siempre trató de adaptar algo 
que pasó aquí en el periódico, en las 
noticias y les pongo él headline ahí, no, de 
la noticia. Y luego, "Car crash in front of 

Pepsi" de ahi lo relacionan con el tema, 
por qué comentan, ‘a mí que me importan 
los nombres de Estados Unidos, que si 
Elizabeth, a mí no me importan pues. Y a 
mí qué me importa si él Times dice que los 
50 trabajos más pesados son estos, y que 
los mejor pagados, en este momento no me 

The snapshots, for instance, I don’t like 

them too much. I always try to adapt them 

to something that happened here in the 

local paper, on the news, and I give them 

the news headline. For example, "Car 

crash in front of Pepsi". From that point 

on, they relate it to the topic because they 

will say to me, “I am not interested in the 

most popular names in the United States, 

if it’s Elizabeth, what’s it to me? And what 

do I care what the Times says about the 

fifty toughest and best paid jobs, at this 

                                                 
13

 Kino is the nearest beach to the city, a comfortable one hour drive for the people of 

Hermsosillo who often spend weekends or brief vacation breaks there.  
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interesan’”. (Cecilia) moment in my life, I am not interested.”   

  

 In the excerpts, the teachers feel that oftentimes the cultural capsules about an 

American way of life are “meaningless” to their students, but also to them, so they 

appealed to local cultural references to introduce the overall topic. In Rosario’s case the 

overall topic was about successful businesses which she introduced by having students 

talk about local businesses, a topic of which they would be more knowledgeable. Gaby 

introduced environmental problems by having students talk about the local beach and the 

pollution problems. Later, she referred to a popular folklore band, known as El Recodo, 

integrated by eighteen members with tubas, trumpets and drums, as responsible for “noise 

pollution”, a vocabulary word she was trying to explain in the same lesson.  

 Teachers often metamorphosed the textbook characters into more locally known 

characters, either by changing their foreign names into their Spanish versions, or simply 

replacing the name with a Spanish one. Gaby, for example, let her class know that  

Roberta Chang, a textbook character representing a Chinese-American candidate for city 

council, looked like Dolores Del Río, a famous Mexican actress of the 1950’s. The 

students took a closer look at the picture, some agreed and some did not, but it certainly 

had them focus more on the exercise, which could otherwise have been meaningless, 

given the unfamiliarity with the U.S. political system, as well as the foreignness of the 

portrayed character.  

 Despite these strategies, an interesting issue came up when asking the teachers 

their opinions on ethnic and cultural representation in the textbooks: it simply had not 
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been an issue until they were being interviewed. The limited ethnic and cultural 

representation in textbooks, in particular, the virtual non-representation of EFL learners 

such as the Mexican students in EFL teaching materials, was a practice that had become 

so naturalized that it became unnoticed. In other words, non-representation of Mexican 

characters and over-representation of Anglo characters was an unmarked feature in 

textbooks. Some teachers had not paid attention to this issue. Dalila reasoned that she did 

not consider this problematic because race and ethnicity “was not a problem in Mexico” 

while Cecilia questioned the actual societal impact a textbook could have:  

 “I don't know, maybe I haven't paid too much attention. I would say maybe a 

 little bit more variety. There's always some of the better English someone 

 American with a good English, and then you have someone from South 

 America, but it's only like one in the group”. (Ruth) 

 

Excerpt Author’s Translation 

“Viene uno de un país, otro de otro, y 
luego otro de otro. Pero hay muchos de 
Corea, muchos coreanos, muchos 
japoneses…. Pues viéndolo así, pues es un 
libro pues, así muy superficialmente no 
tiene un impacto”. (Cecilia) 

“There is one character that comes from 

one country, and then another one and 

another one. But there are a bunch from 

Korea, a lot of Koreans and 

Japanese…But seeing it this way, it’s just 

a book, on a superficial level it does not 

necessarily have an impact.” 

 

 “I'm talking about here in Hermosillo. My experience, we don't have those 

 kinds of problems here in Mexico, in Sonora, about having those kinds of ethnic 

 problems. We don't have black people, white ones, we are more like the same, 

 we do have native people. So they to see it like part of a learning process. I 

 think I wouldn't care and they wouldn't care, they are focusing more on the 

 output. I don't think we have those same problems”. (Dalila) 

  

 Yet in practice, teachers automatically transformed the characters on the spot to 

make them more familiar as a way to arrive at sounder educational practices, and even in 

the interviews teachers talked about their approaches of transformation: 
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 “I would try to include even names of characters that they can relate to. We have 

 Diane and Rob and Yoshiko, what about Verónica and Maria, we have that, but 

 other names you know, maybe including more people”. (Ruth) 

 

 
Excerpt Author’s Translation 

“Y pues todos los nombres que vienen en 
el libro, Huan Yo y Lin Mei,  entonces los 
convierto a Pepito y se ríen. Y pues es más 
fácil para ellos, porque no es un hombre 
que yo utilice y no se ve real. Es lo que 
está pasando, que la conversación sea 
real. Yo les digo, ‘pónganles el nombre 
que les dé la gana’”. (Cecilia) 
 

And then there are all those names that 

come in the textbook, HuanYo and Lin 

Mei. Then I convert them into Pepito and 

they laugh. And it’s easier for them, 

because it’s not a name I would use, and it 

doesn’t look real. It should be what is 

actually going on, that the conversation be 

real. And I tell them, ‘name the characters 

with any name you feel like’.   

 
 As seen, the teachers’ classroom strategies seemed as if they responded to 

unconscious efforts of self-inclusion, because ethnic and cultural representation was not a 

problematic topic on the surface. However, when directly asked, they did notice that 

representation was in fact limited to certain characters, most prominently Anglo-

Americans, and when there was mention of a Hispanic or Latino, he or she was grouped 

as Latin American, an issue which was also noticed by the students, as will be seen later: 

Table 29: Teachers’ perceptions of textbook characters by ethnicity 

Excerpt Author’s Translation 

Los orientales, los americanos por 
supuesto, y en todo el libro he visto en el 
libro uno del nivel dos y tres hay una 
unidad que se llama ‘Please call me 

Chuck’ que es de un chavito que se llama 
Carlos, ahí les pega mucho a ellos y ahí se 
quieren hacer los nombres en inglés, claro 
que no todos los nombres se pueden. Y dos 
tres ahí, latinoamericanos, pero no 
especifican de qué país. (Cecilia) 

Asians and American, of course. And in 

the whole textbook series, I was able to 

see in Book One, the one used in levels 

two and three, a unit called, ‘Please call 

me Chuck’ that is about a guy named 

Carlos. The students seem to relate well 

to this chapter and they want to find 

English equivalences for their names, of 

course not all names have them. And two 

or three Latin Americans, but they never 

specify what country they are from.  

Que son americanos, lo que pasa es que 
también meten gente asiática en muchas 

They are Americans, but there are also 

some Asian people in a lot of the 
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de las conversaciones. (Norma) conversations.  

Me parecen sumamente estereotipado. O 
sea, por lo general salen los gueritos, o te 
imaginas tú güeritos, blancos en sus 
veintes, treintas. De hecho como que 
algunas veces hace en burla cuando sale 
alguien viejitos… Por ejemplo si tú 
ahorita me dices negritos o de raza 
afroamericana, por decir la palabra 
política más correcta, sale uno, que me 
acuerdo, uno que va saliendo de un 
gimnasio y no tiene cita y que quiere 
conseguir una cita y el otro le da consejos 
de cómo, porque recién había roto con su 
novia. Es el único que me acuerdo. 
Asiáticos por ejemplo, sale un Ethan por 
ahí que tampoco le va muy bien. Hispanos, 
hay una foto de una boda mexicana, muy 
fatal el vestido. Incluso agarras la foto, 
nada que ver la foto, parece una foto de 
los 80. Si es algo estereotipado.(Rosario) 

I think there are a lot of stereotypes. I 

mean, you will generally find blondes, or 

you imagine that they are blond, or 

whites in their twenties and thirties. And 

when there is someone elderly, it’s 

usually to make fun of them…For 

example, if you ask me about Blacks or 

African-Americans, to use the more 

politically correct term, there is one that I 

can remember, that is walking out of a 

gym and doesn’t have a date but wants 

one, and the other character gives him 

tips on how to get a date because he had 

just broken up with his girlfriend. That’s 

the only one I can think of. Asians for 

example, there is an Ethan who doesn’t 

do too well either. Hispanics, there is this 

picture of a Mexican wedding, an 

atrocious bride’s dress. When you see 

the picture, it’s a picture from the 

eighties! It’s somewhat stereotyped. 

There's always someone with the better English someone American with a good 

English, and then you have someone from South America, but it's only like one in the 

group (Ruth) 

Americans, American, white Americans. Yeah, definitely (Dalila) 

  
 Initially the representation of race and ethnicity was not an important issue for the 

teachers due to several reasons, among them the fact that until now, race has not been an 

overt topic in Mexico and in Latin America, like it is in countries such as the United 

States. This is not to say that race and ethnicity are not an issue of conflict, the 

indigenous and African origin populations would be the first to protest such an 

affirmation. Yet for the Mexican mestizo population, a homogenous Mexican identity 

prevails over other racial and ethnic differences among Mexicans. Such ideas may 

contribute to the fact that teachers initially overlooked the racial and ethnic make up in 
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the book. However, the direct prodding about these issues stirred reactions from the 

teachers when they realized that people like them were in fact excluded from the textbook 

they used everyday to teach English. Furthermore, their observed actions in the classroom 

were evidence that they were indeed conscious that students needed to identify with 

characters that looked or were named like them. As seen, teachers were constantly 

“localizing” the cultural referents introduced in the textbook by omitting the proposed 

textbook exercises, but keeping the objective of the exercise by elaborating alternate 

lessons. This was especially true when the cultural information was not deemed relevant 

by the teachers. The observed practices were the following: 

1)  Inclusion of local references, such as local successful businesses and local 

environmental problems;  

2) Transformation of textbook characters into Mexican characters by explicitly 

changing their names or even transforming their appearance as “looking like” 

someone they all knew.  

 Such strategies are an indication that there is a separation between the English 

language and the North American cultural practices that are typically represented in EFL 

teaching materials. But perhaps such a separation need not be ideological, rather it stems 

from the teachers’ experience that the more a student knows about a topic the more the 

student will have to say about the topic. Hence, if the ultimate objective is for students to 

achieve communicative competence than it is best to present the students with issues they 

can talk about, such as local events, widely known people, and by seeing people with 

their shared cultural experiences in the textbook, even if this means changing the 
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characters’ names to create new identities. The teachers adapt their textbook’s cultural 

content to achieve communication, and their teaching sense tells them that students need 

to perceive that what they are learning also applies to their own surroundings.   

TEACHING LANGUAGE IN THE CLASSROOM 

 I observed how the teachers presented grammar lessons and vocabulary, while 

observing the rest of the class for specific comments or questions they had about the 

lesson. I also focused on the strategies the teachers used to exemplify the language 

lessons: did the teachers use the examples offered by the textbook, or did they use 

examples that may have been more relevant to the students’ lives? The following 

vignettes are examples of such strategies: 

Vignette 1 

While the students are busily working in their workbook, Ivan calls each student over to 

his desk and returns their graded exams. As I look at them, I see that they are copies of 

the exams provided in the textbook’s teacher’s guide. After Ivan finishes handing out the 

exams he asks the students to get into circles to check their workbook. He calls out to 

each of the students for the correct answer to the exercises, sometimes intervening with a 

related question, such as one about a movie:  

“Did you watch Kill Bill?”  

 “Yeah”, his students answer. 

“Did you like it?” 

“It’s too bluff”, calls out a teenage boy from the back of the classroom. 

“It’s too bluff?” Ivan answers back as he raises an eyebrow, “I would say it’s too violent”  
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Vignette 2 

From the textbook Pedro copies “My aquarium keeps leaking” on one side of a column 

he had drawn on the board. He then copies “My jeans keep shrinking” under the first 

sentence. On the other side of the column, he writes “it needs to be repaired” next to the 

first sentence and “it needs repairing” after the second sentence. He then proceeds to 

explain the grammar rule to the rest of the class. Later, students produce new sentences 

by substituting nouns Pedro displays to them on a flash card. 

Vignette 3 

 Nancy plays the listening exercise on the CD player. It is a listening exercise 

where the speaker literally reads the sentences in the corresponding textbook exercise. 

Students listen while following the sentences in the textbook. “Is the bedroom window 

broken? Is the bedroom window broken? Is the bedroom window broken?” The purpose 

of the exercise is for students to recognize that differences in word stress can convey a 

different meaning. Nancy plays the CD again and students repeat each sentence. 

 Such scenarios were typical when presenting grammar in the classrooms, giving 

evidence of the fact that the textbook provided a steady direction in how grammar should 

be taught. Like Ivan, teachers relied heavily on the pre-designed exams, all the teachers 

of the same level applied the exams in a predetermined time period. The exams were 

based heavily on grammar and vocabulary with one reading and one listening exercise. 

Oral communication abilities were not measured and neither was cultural competence, 

issues which are originally stressed in the textbook series. Teachers complained, such as 

Dalila who says the following: 
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  “I really don't think very highly of it, of that part, because they give little 

 excerpts and then the book says it's communicative, and then the tests are 

 grammar focused. So I just don't like that, I don't like that part of the book…and 

 they do the grammar test because I need a number to grade them, that's another 

 thing I don't like, but I'd just give it a very low percentage…because I don't think 

 it's fair, and telling them from the beginning and the book is telling them talk, 

 talk, talk, communicate, communicate, communicate. And then they get the test, 

 and it's only grammar, and then I have to boost their morale.” 

  

 Like Dalila, the teachers still worked with the exams as these were considered an 

obligatory component of the course. However, such a status also had an effect on their 

teaching practices given that the exam placed a strong emphasis on grammar. In the 

classroom, grammar was taught “by the book” because the exam developed by the book 

primarily evaluated grammar, thus contributing to a dependence of classroom practices to 

standardized evaluation practices. All the teachers only taught the grammar structures in 

the textbook, no other structures or variations to the grammar structures were ever 

witnessed in the observations I conducted, nor did teachers ever express that they 

introduced alternatives. There is anecdotal evidence that students, especially the younger 

ones, ask why is it that songs in English use “ain’t” or rap songs use double negatives, 

confronting the grammar rules they are taught in class. Ruth tells of one such experience:  

 “I recently had a student who said "teacher, what is ain't?". I answered, “Ain't 

 grammatically stands for he isn't or she isn't or we aren't, but it's not the correct 

 grammatical”. But the student was saying, how come they use it all the time, and 

 how come we don't have it in the book? And I said you won't find this English in 

 the textbook, like you won't find "haiga14
" in this Spanish textbook, even though 

 lots of people say it.” 

                                                 
14

 “haiga” is a non-standard variation of the word “haya” or “to have”. It originates from colonial era 

Spanish when such a use was customary, yet it is often stigmatized as vulgar by Standard Spanish speakers 

because it is used among the working class population.  
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 Ruth, like many language teachers, view ain’t as ungrammatical, despite her 

student’s claim that he constantly heard this expression everywhere. The student was 

right, parting from the linguistic fact that there is nothing ungrammatical about ain’t due 

to its perfect functionality in English, and rule-governed grammaticality. In fact, many 

U.S. varieties include ain’t within their grammar structures, an issue which is 

acknowledged but discarded by these same teachers who claim to teach American 

English. Yet Ruth, like the majority of language teachers, and most importantly the 

textbook, suscribe to the prescriptivist view of language, using Standard American 

English as the only legitimate variety of English, with one set of morphological rules that 

serve as a rule of measurement for other spoken varieties of English. Given that ain’t is 

not a part of the morphological rules of SAE, it is therefore ungrammatical, when in pure 

linguistic terms there is nothing ungrammatical about ain’t.  

Teachers, such as Rosario, at best acknowledge these comments:  

 

Excerpt Author’s Translation 

“Hay algunas cosas que por lo menos hay 
que hacer una anotación. Porque el libro 
se va muy lineal. Así es. Y en realidad tú 
dices, "pues a lo mejor no es así siempre." 
Y muchos de los estudiantes te lo dan a 
notar, es cuando les dices tú, ‘Good, extra 

point, he has a point’” 

There are some things which you need to 

at least comment on. Because the textbook 

is very linear. And in reality you have to 

say, ‘well maybe it’s not like that always’, 

and a lot of the students actually point 

these things out and then you say,‘Good, 

extra point, he has a point’ 

 

 Other teachers dismiss such comments, explaining that they should stick to the 

grammar rules they are taught in class, with the justification that these would be more 

useful for them in the real world, as I was told to do by senior teachers when asking for 
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advice when I was confronted with such a situation. But even teachers recognize that 

only acknowledging and teaching the SAE textbook variety can be problematic: 

 

Excerpt Translation 

“…y nos dimos de topes contra la pared 
cuando andábamos en Nueva York y 
nosotros sacábamos nuestra gramática 
perfecta. ‘I was wondering if you could 

take us to the Empire State Building 

please?’ Y la gente, ‘what?’ O sea, si te 
entendían pero, ‘warwarwarh15’, y todas 
las maestras, era un shock y nos 
preguntamos, ‘a la torre, ¿qué le estamos 
enseñando a nuestros 
alumnos?’”(Rosario) 

“…and we were bewildered when we were 

in New York and we would come up with 

our perfect grammar, ‘I was wondering if 

you could take us to the Empire State 

Building please?’ And people would say, 

‘what?’ I mean they understood you, but 

we would hear ‘warwarwarh’. All of the 

teachers, we would be in shock and we 

would ask ourselves, ‘My gosh, what are 

we teaching our students?’” 

  

Rosario’s greatest shock was that as perfectly competent teachers of English, she along 

with Ruth, who was also with her on this particular trip, and other English teachers felt 

incompetent as speakers and as listeners in New York, leading them to wonder whether 

what they were teaching their students was actually appropriate for the “real world”. As 

seen in the vignettes, teachers typically introduce the grammar points with examples and 

exercises provided in the textbook with little or no modifications. They copy the 

examples down on the board, as Pedro did, and students reproduce the same sentences 

limiting their production to substitution of nouns. Nancy played a listening exercise off 

the textbook CD of isolated sentences which students repeated out loud. Ivan had his 

students answer fill-in-the-blank questions in the workbook included in the textbook, 

which he later checked for accuracy. Later, when a student described a movie with “too 

                                                 
15

 ‘warwarwarh’ is a common expression used among Spanish speakers when they refer to English that 

cannot be understood.  
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bluff” as a slang - a moment he could have taken advantage of to explain what is meant 

by “too bluff” - he stopped the conversation by questioning the use of this expression and 

proceeded to describe the movie as “too violent”.  

 Students, however, are concerned about language usage outside of the classroom, 

as evidenced when they introduce new vocabulary into the classroom or when 

confronting the rules set in the textbook. Yet teachers continue teaching grammar “by-

the-book” and they find ways of avoiding the inclusion of non-standard varieties in the 

classroom, even when they are aware that SAE is not a variety students will be 

necessarily exposed to, especially in situations of verbal communication. This is not to 

place the onus on the teachers, as “the standardization process is grounded in our culture 

more generally” (Lippi-Green 1997, p.64). Teachers may have arguments in favor of 

standardization, but they have also been lifelong receptors of such discourses. 

Furthermore, if textbooks promote such linguistic ideals, then the understanding is that 

there has to be some element of truth in providing one single variety due to the implied 

authority of the textbook. Another fundamental issue is that these teachers are non-native 

speakers of English who happened to learn English with a textbook, and as non-native 

speakers their history with English is limited to the voices and examples in the textbook. 

Some of the teachers eventually lived in English speaking countries, but even in these 

contexts their native speaker English teachers used the textbooks as role models. As in 

any discourse of legitimization, they are receptors but also reproducers of discourses of 

language standardization.  
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 Yet the teachers’ practices for the representation of language and culture differ 

radically. As described previously, the teachers taught the cultural components with more 

liberty than when they taught the grammar components. In the cultural components, 

teachers actually used the textbook exercises as mere ideas for conversing about certain 

topics, but the foreign cultural referents were generally transformed into local cultural 

issues. Oftentimes teachers did not even open the textbook, but appropriated the 

suggested topics into new games, or used different strategies for the introduction of the 

suggested topics. Instead of the North American cultural references, teachers used 

Mexican ones. They sometimes changed the characters’ names into familiar Spanish 

names, or they even reported the cartoon characters to look like famous Mexican icons. 

In sum, the detached textbook examples were transformed into local realities, unlike the 

language component which was taught by the textbook’s instructions. Teachers are 

respectful of the standard varieties, yet at the same time they are using this variety to talk 

about their own cultural practices. In this sense, teachers exert autonomy over the 

textbook by developing a third culture in linking a foreign language to their and their 

students’ own cultural practices.   

THE STUDENTS’ EXPERIENCES AND PERCEPTIONS OF THE TEXTBOOK 

 The previous section discussed what the teachers did in the classroom and some 

of their reflections on the language and cultural content. The next section reflects the 

students’ experiences with and perceptions of the textbook they were using at the time of 

the interview. The interview excerpts are organized under the following themes:  
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• Language variety; a topic I introduced if the participants did not address it on 

their own by asking them to be more specific about the amount of language 

varieties they heard in the textbook. Their response triggered more data relating to 

their beliefs and the textbook’s approach to language varieties. 

• Cultural Variety; a topic that came up generally after I introduced specific 

questions as to how many people they saw in the textbook and what cultural, 

racial or ethnic background they represented.  

Table 30: Language Varieties 

Excerpt Author’s Translation 

Está bien de los cultural snapshots, pero 
no nada más del inglés en los EU, que 
puede ser el inglés de Inglaterra, y de 
diferentes partes, por las diferentes 
variedades. Pero más bien se enfoca en el 
de los EU, no sé por que será… 
… grabaría a personas hablando o 
conviviendo para eso de las variaciones, 
pudiera hacerlo al grabar a personas 
hablando para las personas conviviendo 
para la cuestión de la cultura. (Ana 
Cynthia) 

The cultural snapshots are okay, but not 

only in U.S. English, it could be British 

English, and from other places because 

of the different varieties. But it mostly 

focuses on (the varieties) of the US, I 

don’t know why this is so...I would 

record people having conversations or 

socializing to capture variations, I could 

record people talking and socializing in 

order to represent culture. (Ana Cynthia) 

…para poder entenderle de dónde viene 
cada uno, por ejemplo el de la India, diría 
yo, a bueno pónmelo diferente aunque sea 
varias veces y agarro la tonalidad con que 
lo hacen, y a lo mejor ponme uno, por 
decir de China, y ya pues de ahí va a ser 
diferente, voy a poder distinguir. 
(Miriam)… 

…so I can understand where each one 

comes from, for example, the Indian 

one. I would say, okay put it differently, 

even though I would have to hear it 

several times and I could get the tone 

that they use. And maybe include one, 

for example from China, and from there 

on it would be different, I would be able 

to distinguish. (Miriam) 

en este caso si tuvieras cierta exposición a 
cualquiera de los acentos del ingles, de 
otra variedad, si tendrías que conocer un 
poquito. Por ejemplo, a nosotros sí 
sabemos un poquito de variedades, pero 
los alumnos que no saben de eso, también 

In this case, if you had any exposure to 

any of the accents in English, of any 

other variety, you would have to know a 

little. For example, we know a little 

about varieties, but the students don’t 

know about that, they would also remain 
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se iban a quedar…pero si estaría bien 
meterlos, solo que no hay…Pero sí, o sea 
no tan centrarte en eso sino que se 
mencionen, que los escuchemos (Celeste) 

(with doubts)…but it would be good to 

include them, except that there aren’t 

any…But yeah, not only focus on those 

(standard American variety), but 

mention others, listen to others (Celeste) 

  

 When asking the student participants directly whether they felt the need to include 

more language varieties in the textbook, all felt that the prevalence of the American 

standard variety was the most appropriate because it was the variety with which they 

were going to be most in contact. As they mention, their geographical location, as not 

only a country but also as a bordering state with the US plays a strong role in determining 

what variety they see as closer to their lives. Standard American English seems to suffice 

in order to interact in their imagined communities, which lies not far from their current 

location. Yet, there also seemed to be a favorable attitude (even though this did not mean 

that they were altogether convinced) that references to other varieties should be 

“mentioned”. Ana Cynthia was the only interviewee who questioned why everything in 

the textbook was in Standard American English: 

  “Está bien de los cultural snapshots, pero no nada más del inglés en los EU, que 
 puede ser el inglés de Inglaterra, y de diferentes partes, por las diferentes 
 variedades. Pero más bien se enfoca en el de los EU, no sé por que será”.   
 

Her alternative was British English, which does not break away from the canonical 

varieties in English, but there is awareness that exposure to other varieties is needed. She 

talks about recording people in real conversations as something she would do to alleviate 

the preponderance of standard American English, perhaps as a way to include authentic 

language in the conversations rather than inauthentic standard varieties which prevail in 
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language textbooks. Miriam says that given that people from different parts of the world 

speak English too, then one should at least be able to distinguish and understand where 

the speakers are coming from. Similarly, Celeste talks about the need to include examples 

of different varieties in the textbook, at least for students to know that they exist. She 

considers that as a student in the ELT program, she is aware of varieties but it is not 

necessarily something regular EFL students are aware of, thus the need to include 

samples in the textbook.  

 As seen in chapter 4, the student participants are satisfied with the Standard 

American English variety used in the textbook, which they see as representative of all 

English speakers in the U.S. To them, the English they need to know is a standardized 

American version. There is no mention of other varieties that exist in the U.S. and they 

are surprised when I ask if they would like to listen to Chicano or African-American 

vernacular English, such as Gaby who answers,  

 “Pero por eso estamos hablando de un estándar. Como maestros no nos vamos a 
 poner… creo que no sería conveniente enseñar una variedad de afroamericanos 
 en los Estados Unidos”  

  

 (That’s why we are talking about the Standard. As teachers we aren’t going to…I 

 don’t think it would be convenient to teach an African-American variety from the 

 United States). 

  

 Yet, they do complain that when listening to “real people” speak on the street or 

in the movies they struggle to understand them. In other words, there is an awareness that 

people in the US speak everything but the standard, yet the standard variety is what holds 

most value to them as teachers of English and as learners of English as a foreign 
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language, rarely having had the opportunity to use English outside of the classroom. 

Privileging Standard American English was considered the common-sense choice, never 

subject to any questioning, even though they were aware it did little to help them fully 

understand “real” English speakers. In a sense, Standard American English is their tool to 

perform their job as English teachers suitably and the most practical choice given the 

value of a standard language on the linguistic market (Bourdieu, 1991). 

 Ana Cynthia, Miriam, Celeste and Amanda, though, talk about the utility of 

mentioning or including samples of other varieties at least to make users aware that they 

exist, not because they would serve a pedagogical purpose, but because mentioning them 

would at least make learners aware of varieties. The participants’ reasoning resonates 

with the textbook’s approach to the representation of the linguistic varieties, which does 

not offer a cadre of varieties but rather one single standard variety along with rare 

instances where other varieties are heard. In other words, within this ideology, English is 

standard American English and anything that differs from this variety is an exception to 

the rule. EFL learners and teachers subscribe to this ideology of language as they have 

been lifelong receptors of messages as to what constitutes “real” English.  

Table 31: Cultural variety 

Excerpt Author´s Translation 

Me gustaría ver de otras partes el mundo, 
no nada más de dónde se habla inglés. 
Sería interesante que al mismo tiempo que 
estas aprendiendo inglés aprendieras dos 
que tres cosas importantes acerca de otros 
países o de otros lugares donde no se 
habla ni el inglés ni el español…por 
ejemplo de África, dónde la vida es muy 
diferente…Sí, o por ejemplo yo sé que se 

I´d like to see other parts of the world, 

not only where English is spoken. It 

would be interesting that at the same 

time that you’re learning English you 

would learn two or three interesting 

things about other countries or other 

parts where neither English nor Spanish 

are spoken…for example Africa, where 

life is really different…yeah, or for 
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habla ingles y por eso mismo me gustaría 
ver diferentes cosas o culturas de otros 
lugares donde se habla inglés por que al 
fin de cuentas lo que quiero es aprender 
inglés, (***) estaría bien saber de la 
cultura de África por medio del inglés. 
…Tal vez que las lecturas con las que 
empiezan los libros tengan información 
cultural de otros países, no solamente de 
EEUU, que a la vez que estés aprendiendo 
la gramática estés aprendiendo algo más. 
(Ana Cynthia) 

example I know that English is spoken 

and because of that I would like to see 

different things or cultures from other 

places where English is spoken because 

at the end of it all, what I want is to learn 

English (***) It would be good to know 

about Africa’s culture through 

English…Maybe the readings that are at 

the beginning of the book could have 

cultural information from other 

countries, not only from the U.S. At the 

same time that you are learning grammar 

you’re learning other things (Ana 

Cynthia) 

Para eso, entonces yo pienso que sí es muy 
importante que conozcamos a las personas 
de allá. Pero como a mi también me 
interesa de otras culturas entonces sería 
bueno que aunque sea un poquito de la 
cultura que tu quieras, o alguna que otra 
palabrita, como los británicos que tienen 
unas palabras extrañas, ahora que el 
inglés es diferente. (Amanda) 

Then I do think that it’s really important 

that we get to know people from over 

there (referring to the U.S.). But since I 

am also interested in other cultures then 

it would be really good, even if it is a 

little of any given culture, or maybe 

some words…like the British who have 

strange words, English is different 

(Amanda)  

por ejemplo en EEUU te encuentras a 
personas de todo el mundo, cualquier 
gente estaría bien. Cualquier persona, 
porque todos en EEUU deben de aprender 
a hablar inglés. Podía ser cualquier 
cara…no nada más de la güerita blanca. 
(Celeste) 

For example in the U.S. you find people 

from all over the world, so any 

population would be okay. Any person, 

because in the US everyone needs to 

speak in English. It could be any 

face…not only the white face (Celeste) 

De eso que se enfocaba mucho en lo 
norteamericano, en EEUU, de que es no 
nada mas, ellos no nada más hablan el 
inglés pues. (Verónica) 

It focuses too much on the North 

American, on the US, there’s never 

anything else, not only they speak 

English. 

  

 The question I had in mind was whose culture is represented in these particular 

exercises, a question which I had to explicitly ask only one person, Miriam, because all 

the other participants had much to say on this topic on their own when asked the 

following question: What don’t you like about the book? What would you improve? The 
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participants’ answers revolved around one issue: how the culture that is represented in the 

textbook is limited to that of the U.S. 

 Ana notes that while the textbook’s objective is to connect language and culture, 

in this case English and North American culture, it would also be beneficial to include 

cultural information from other countries, not only from the U.S: 

  “Tal vez que las lecturas con las que empiezan los libros tengan información 
 cultural de otros países, no solamente de Estados Unidos, que a la vez que estés 
 aprendiendo la gramática estés aprendiendo algo más.”  

In this sense, she extends the utility of English to learn not only about American culture 

but also cultures as far away as Africa, emphasizing that English can also be used to learn 

content about other countries. Amanda agrees,  

 “…entonces yo pienso que sí es muy importante que conozcamos a las personas 
 de allá. Pero como a mi también me interesa de otras culturas entonces sería 
 bueno que aunque sea un poquito de la cultura que tu quieras, o alguna que otra 
 palabrita, como los británicos que tienen unas palabras extrañas, ahora que el 
 inglés es diferente”.  

 

Amanda notes that the textbook’s approach is on target as she feels that it is necessary to 

learn about US culture, but she would also like to see other cultures represented, as well 

as variations of vocabulary, such as British equivalences to American words.  

 Celeste’s and Verónica’s responses are more critical as they focus on the actual 

representation of people in the textbook, noting a Eurocentric approach in the textbook:   

 “…por ejemplo en EEUU te encuentras a personas de todo el mundo, cualquier 
 gente estaría bien. Cualquier persona, porque todos en EEUU deben de 
 aprender a hablar inglés. Podía ser cualquier cara…no nada más de la güerita 
 blanca” (Celeste). 
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Celeste’s concept of the United States’ is that of a multicultural country and because of 

this reality, a wider representation of races and cultures should be included in the 

textbook’s cultural referents to the United States. She claims how any face would do to 

represent American cultural reality, not only the face of the fair-skinned, blonde- haired 

individual which as seen in the previous chapter on the textbook’s CDA, tends to 

permeate the images of people represented in the textbook. Verónica offers a similar 

stance, arguing that English speakers represented in the textbook are limited to North 

Americans when English speakers extend beyond the limits of the United States,  

 “De eso que se enfocaba mucho en lo norteamericano, en Estados Unidos, de 
 que es no nada mas, ellos no nada más hablan el inglés pues “. (Verónica) 

  

The participants felt that the representation of culture in the textbook was limited to a 

primarily white North American context. Ana and Amanda felt that the represented 

cultures could be extended to other countries, both because there is an awareness that 

English is spoken in other countries but also because the learning of English can be tied 

to the learning of other content. Celeste and Verónica, on the other hand, were concerned 

about the textbook’s representation of English speakers in which the textbook limited 

these faces to White characters or to Americans. According to Celeste the population of 

English speakers is more racially diverse than the textbook’s representations, and 

Verónica is very aware that English speakers extend further from the geographical 

constraints of the United States. 
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 The discussion of culture evoked even further responses from the participants who 

also agreed on the limited representation of cultures, but who also emphasized a personal 

exclusion from the textbook as seen below. 

Table 32: The exclusion of Mexico and Mexicans 

Excerpt Translation 

Y luego también, por ejemplo, aunque sea 
en inglés, pero también creo que es 
importante que nuestras tradiciones 
también se traduzcan al inglés para decir 
“Pues nosotros para el Día de Muertos 
hacemos esto. O si ellos están aprendiendo 
allá en México el Día de Muertos se hace 
esto. O así por ejemplo nos gusta esta 
comida aunque la comida casi nunca se 
coma por allá. (Amanda)  

And then there’s, for example, even if 

it’s in English, but I also think that it’s 

important that our traditions translate 

into English so that we can say, “For us, 

on the Day of the Dead we do this. Or if 

they are learning in Mexico, on the Day 

of the Dead we do this. Or for example, 

we like this food even if that food is 

never eaten over there. (Amanda) 

R Si ven a un mexicano, para que vean que 
también sí puede. Es que a lo mejor no nos 
ponen porque han de decir, ay es que ellos 
hablan ingles  con su acento feo. Pero no, 
nadie dice cual acento está bien y cual está 
mal. 
S cual acento está bien y cual está mal. 
S Ay pues, es así como que el inglés está 
limitado a los estadounidenses. Cualquiera 
lo puede hablar, si eres mexicano, ay que 
padre, yo soy mexicano. Y hablamos los 
dos como mexicano, pues que gusto. 
R Los mexicanos podemos estar en todos 
lados. 

R: If they see a Mexican, so they can see 

that we can do it! I think that maybe they 

don’t include us because they must say, 

“oh they speak English with their ugly 

accent”. But no, nobody says which 

accent is good and which is bad. 

S: which accent is good and which is 

bad. 

S: Yeah, it’s like English is limited to 

the North Americans. Anybody can 

speak it. If you’re Mexican, that’s cool! 

I’m Mexican. And we both speak like 

Mexicans, well that’s great! 

R: As Mexicans, we can be anywhere.   

que no incluyen a México, nunca lo ponen 
en los ejemplos, me cae gordo, pero ponen 
lo más básico, pero no siempre, casi 
siempre la cultura es estadounidense o 
todo eso. A veces me ha tocado ver así 
como se saluda en Rusia, en China, en 
Japón. Pero casi siempre, cuando se 
refieren a América Latina…es Latin 
America, pero no es como “en México, en 
Peru, en Venezuela”. No es como… 
(Carmina) 

…that they don’t include Mexico. They 

never put them in the examples. I hate it. 

They include the most basic, but not 

always, it’s almost always the U.S. 

culture and all that. Sometimes I’ve been 

able to see how people greet each other 

in Russia, in China, in Japan, But almost 

always when they refer to Latin 

America, it’s “Latin America”, it’s not 

like, “in Mexico, in Peru, in Venezuela” 

It’s not like…(Carmina) 



 

 

   

 

  241 

 

Ay, pues es como “porque no?” No somos 
menos importantes, al contrario tenemos 
muchas tradiciones. A lo mejor porque yo 
estoy muy interesada en la cultura 
latinoamericana pero es como mas 
sabroson, como que hay mucho de que 
hablar. No dudo que en las demas culturas 
tambien y que me gustaria aprender 
mucho de ello, pero se siente raro pues 
que no nos incluyan a nosotros.(Carmina) 

It’s like, “why not?” We’re not less 

important. On the contrary, we have 

many traditions. Maybe because I’m 

really interested in Latin American 

culture, because it’s spicier, it’s like 

there’s a lot to talk about. I don’t doubt 

that other cultures do too, but it feels 

weird that we’re not included. (Carmina) 

Sí! Por que sería algo más real que 
nosotros como mexicanos sabemos lo que 
pasa, al saber que muchos muchos 
mexicanos viven allá, a lo mejor…es algo 
que estamos viviendo o sea tenemos 
situaciones de conversación, yo creo que si 
a nosotros nos presentan con cosas más 
reales, pues como que le entiendes mejor 
porque muchas personas en los cursos 
generales a lo mejor nunca van a los 
EEUU, a lo mejor no saben como es una 
conversación entre anglo parlantes, o sea 
estadounidenses. Uno mas o menos conoce 
poquito, no se te hace inusual, pero a lo 
mejor a otra gente no, y cree que a lo 
mejor así salen como si salieran del 
gimnasio, así van a comer, no sabemos. A 
lo mejor por experiencia, pero algo real 
real, no hay. Y luego que las 
conversaciones no son muy reales. 
(Carmina) 

Yeah! Because it would be more real 

that we as Mexicans know what is going 

on, we know that alot of Mexicans live 

over there (the U.S.)… it’s something 

that we are living, we have 

conversational situations. I think that if 

we are presented with things that are 

more real, you would understand it 

better because a lot of the people in the 

general courses might never be able to 

go to the U.S. Maybe they don’t know 

what a conversation between English 

speakers is like, in other words, people 

from the U.S. One more or less knows a 

little, it’s not unusual, but maybe other 

people don’t and they think that that’s 

the way people are when they walk out 

of the gym, that’s the way they talk, we 

don’t know. Maybe by experience, but 

something real, there isn’t any. And then 

the conversations aren’t very real. 

(Carmina) 

Ah, mexicana? Más porqué aquí en 
México se usa el libro, entonces estaría 
mejor, te sentirías más identificados con 
los personajes que (---)…Te motivaría 
aprender más.. 
 Sí, porque sientes que sientes que es una 
ocasión que tú ya has vivido en tu idioma 
no, pero en otro idioma. O que podrías 
vivir algo así (Celeste) 

Oh Mexican? More so because in 

Mexico, the book is used. Then it would 

be better, you would identify more with 

the characters that (**)…You would be 

more motivated to learn more. 

Yeah, because you feel like it’s an 

occasion that you’ve lived already in 

your language, but in another language. 

Or that you could potentially live 

something like that. (Celeste) 

Incluiría a más gente mexicana. Porque I would include more Mexicans. 
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estamos en México y sería como una 
motivación que una persona mexicana que 
este en la ilustración, que puede aprender, 
que puede llegar a dominar el idioma. 
Creo que también incluiría el material 
situaciones que pasan aquí en México, no 
tanto en otros países. (Gaby) 
 

Because we are in Mexico and it would 

be like a motivation that a Mexican 

person be in the drawing, that (s)he 

would be able to learn, that (s)he would 

be able to fully acquire the language. In 

the material, I think I would also include 

events that happen here in Mexico, not 

so much from other countries (Gaby).   

R Sí porque los mexicanos también 
hablamos inglés…Sí de todos colores y de 
todos lados. 
N Eso que haría por ustedes, si vieran a 
algún mexicano hablando inglés 
S Que yo también puedo 
R Sí, que yo también puedo. 
S Así como que “Ay, también ellos hablan 
inglés. Nos podemos comunicar en inglés y 
español”. ¡Qué padre! 
R aja, nos sentimos orgullosos 
N Sería bueno por ejemplo? 
R Si ven a un mexicano, para que vean que 
también sí puede.  

R Yeah, because we Mexicans also 

speak English…yeah all colors and from 

all over the place. 

N What would that do to you, if you 

were to see a Mexican speaking English? 

S That I can accomplish it too. 

R Yeah, that I can do it too. 

S It’s like, “Oh, they can speak English 

too. We can communicate in English and 

in Spanish” How cool! 

R U-huh, we would feel proud. 

N Would that be good, for example? 

R If they see a Mexican, so that they can 

see that we can do it…  

 

Sí Se Puede 

As future pedagogues in English language teaching, the participants are aware that 

educational materials should ideally be relevant to the students’ realities in order to 

motivate them. However, when taking a critical look at the textbook, Amanda, Gaby and 

Celeste find almost null representation of themselves and their experiences, and propose 

that including Mexicans would be a motivation for Mexican users like themselves: 

 “Incluiría a más gente mexicana. Porque estamos en México y sería como una 
 motivación que una persona mexicana que este en la ilustración, que puede 
 aprender, que puede llegar a dominar el idioma. Creo que también incluiría en 
 el material situaciones que pasan aquí en México, no tanto en otros países” 

 (Gaby) 
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 “Ah, mexicana? Más porqué aquí en México se usa el libro, entonces estaría 
 mejor, te sentirías más identificados con los personajes que (---)…Te motivaría 
 aprender más…” (Celeste) 

 

 “Si ven a un mexicano, para que vean que también sí puede… Cualquiera lo 
 puede hablar, si eres mexicano, ay que padre, yo soy mexicano. Y hablamos los 
 dos como mexicano, pues ¡qué gusto!” (Amanda) 

 

Aware that the textbook is used in Mexico, Gaby, Celeste and Amanda contend that the 

textbook should include physical, verbal and experiential representation of Mexicans in 

the textbook. Such representations would motivate the users to speak out (an issue with 

which many language learners grapple) as well as achieve a legitimate status. The 

representations of Mexicans would serve a pedagogical purpose, mainly the setting of an 

example of others like them who are able to speak and interact fluently with other 

English speakers. The expression of “Sí se puede”, as they state in their interviews serves 

not only as an expression of encouragement, but also as an expression for the 

achievement of legitimacy. 

Racism 

 The participants’ reflections on why they are not included in the textbook leads to 

the countering of stereotypes traditionally held about Mexicans in American society. 

Amanda and Verónica discuss the struggles of having a Mexican accent while being 

acknowledged as legitimate speakers:   

 “Es que a lo mejor no nos ponen porque han de decir, ay es que ellos hablan 
 ingles  con su acento feo. Pero no, nadie dice cual acento está bien y cual está 
 mal”. (Amanda) 

 

 “Sí porque los mexicanos también hablamos inglés…Sí de todos colores y de 
 todos lados”. (Verónica) 
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In her response to the exclusion of Mexicans in the textbook, Amanda points out that a 

Mexican accent in English “is not considered worthy enough to be included in a 

textbook”. With this statement, she is aware that accents have their value on the linguistic 

market (Bourdieu 1991) and a Mexican one does not have a high currency. In fact they 

are often accompanied by negative stereotypes such as the greaser, a Mexican paisano (or 

poor rural inhabitant), a mojado (or illegal alien) and as a bandido (a robber) (Penfield & 

Ornstein-Galicia 1985 as cited by Lippi-Green 1997). “These characters are portrayed as 

speaking English with extreme dialect features; the more stereotypical the role, the more 

extreme the features” (Lippi-Green 1997, p.236). Even though the participants are not 

part of American society, they are not immune to such stereotypes, as they project all the 

way back to the home country. However, as a student in applied linguistics and as a 

proud Mexican woman, Amanda vocalizes resistance against such a stereotype by 

pointing out that in linguistic terms there are no accents that are more worthy than others.  

 Verónica reminds us that Mexicans, along with people of all colors and of all 

places, also speak English, arguing for a World Englishes approach, and criticizing the 

limited repertoire of speakers and voices in the textbook. Carmina adds that Mexicans are 

just as important as the other populations represented in the textbook, and asks why it is 

that Mexicans are excluded given that they have many cultural traditions worth knowing: 

 “Ay, pues es como ‘¿porqué no?’ No somos menos importantes, al contrario 
 tenemos muchas tradiciones”. (Carmina) 

 

 Yet, when they are included, Carmina points out that Mexicans are often 

categorized as “Latin Americans”, a common practice when creating categorizations of 
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racial and/or ethnic populations in the US. Such a practice gives way to creating artificial 

groupings in order to find homogeneous traits among culturally different populations, a 

categorization which people of different nationalities from Latin America often perceive 

of as imposed because of the vastly heterogeneous cultural practices among them. In fact, 

Mexicans, Peruvians, Ecuadorians or Argentineans are never Latinos or Hispanic until 

they come to the U.S. and take on such a role because it is the only one that is available. 

Zentella (1996) uses the term chiquitificación to describe the public policies and practices 

in the U.S. which bundle Latino cultures and languages into an organized package for the 

purpose of labeling. These range from institutional practices such as the U.S Census’ 

ethnic and racial categories where “Hispanic” serves as a metonymy for the vast social, 

political and cultural experiences of people who may potentially be constrained to 

identify as “Hispanic” given the lack of other choices, to naming practices at an 

individual level, where people of Mexican, Peruvian, or Chilean origin (among many 

others), who most likely never had anything in common other than the language before 

arriving to the United States, are referred to  as “Hispanic” upon arriving to the U.S. 

Carmina notes that when Mexicans, or physically or verbally similar people are included 

in the textbook, it is under the categorization of Latin American, and never referred to as 

citizens of a given country on the Latin American continent. In agreement with my 

findings, she notes how Asian countries are individually referred to by their names such 

as China or Japan: 

 “… que no incluyen a México, nunca lo ponen en los ejemplos, me cae gordo, 
 pero ponen lo más básico, pero no siempre, casi siempre la cultura es 
 estadounidense o todo eso. A veces me ha tocado ver así como se saluda en 
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 Rusia, en China, en Japón. Pero casi siempre, cuando se refieren a América 
 Latina…es Latin America, pero no es como ‘en México, en Peru, en Venezuela’” 

 (Carmina) 

 

The fact that Mexicans are not included in the textbook lends evidence to make one 

believe, like Carmina, Amanda and Verónica do, that they, along with their customs, are 

not worth knowing nor much less are part of an English speaking community. Inclusion 

on the other hand, would have the opposite effect: Mexican EFL speakers like them can 

and do participate fluently in English speaking worlds, even if they may not do so with a 

“native accent”.   

Physical Presence 

 A reality both for the United States as well as for Mexico is the strong numerical 

presence of Mexicans in the US. In fact, Mexican immigrants are the largest minority 

group in the U.S. as well as the largest group within the Latino population. The 

participants are not oblivious to this, as their experience with such immigration patterns 

hits close to home. Almost all of the interviewees have direct family members “en el otro 

lado” or have lived previously in the United States, as immigrants themselves or 

temporarily visiting their family. Their first experiences with English were either with 

immigrant family members who visited the participants in Mexico on the holidays or 

when visiting their family in the United States. Such a reality renders the importance of 

recreating those initial experiences, as the closest referents to English speakers are 

oftentimes their cousins, aunts, uncles who look very much like them, but who are not 

commonly found in the textbook. Both Verónica and Carmina claim that Mexicans have 
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an important physical presence as English speakers in the real world, a reality that is not 

represented in the textbook. 

    “Los mexicanos podemos estar en todos lados” (Verónica) 

 

 “Sí! Porque sería algo más real que nosotros como mexicanos sabemos lo que 
 pasa, al saber que muchos muchos mexicanos viven allá, a lo mejor…es algo 
 que estamos viviendo o sea tenemos situaciones de conversación, yo creo que si  a 
 nosotros nos presentan con cosas más reales, pues como que le entiendes 
 mejor.” (Carmina) 

 

Carmina emphasizes the usefulness of including conversational situations a student is 

familiar with, situations which can abound for Mexicans as they are knowledgeable about 

the U.S. because of their constant contact with Mexicans who live there. She adds that 

such content would facilitate language learning because of its direct relevance to their 

everyday lives, a basic tenet when designing language learning material. 

English for our Own Cultural Expression  

 Finally, Amanda and Carmina noted the importance of being able to showcase 

Mexican traditions and culture in the textbook, since the textbook is based on a teaching 

approach that combines language and cultural practices.  Amanda notes how Mexican 

traditions which provide an ample opportunity for language use such as the Day of the 

Dead or Mexican food can be discussed in English:   

 “Y luego tambien, por ejemplo, aunque sea en inglés, pero también creo que es 
 importante que nuestras tradiciones también se traduzcan al inglés para decir 
 ‘Pues nosotros para el Día de Muertos hacemos esto’. O si ellos están 
 aprendiendo allá en México el Día de Muertos se hace esto. O así por ejemplo 
 nos gusta esta comida aunque la comida casí nunca se coma por allá”. 
 (Amanda)  
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Amanda’s suggestion rests upon the importance of having an opportunity to introduce 

ourselves as Mexicans to the rest of the world. The textbook would serve as an ideal 

venue since it includes information about other countries, especially the United States, 

but its worldwide distribution also would allow for other countries to get to know 

Mexican customs.   

 Carmina has a similar opinion regarding the inclusion of Mexican traditions. She 

feels that including these would provide ample learning opportunities for Mexican 

English language learners; but more importantly, how such an inclusion would grant a 

sense of importance to Mexicans, a quality she has not felt in the textbook. The 

systematic exclusion has made her feel “strange”, given that cultural practices from other 

countries are frequently discussed in the textbook. 

 “Ay, pues es como “porque no?” No somos menos importantes, al contrario 
 tenemos muchas tradiciones. A lo mejor porque yo estoy muy interesada en la 
 cultura latinoamericana pero es como más sabrosón, como que hay mucho de 
 que hablar. No dudo que en las demás culturas también y que me gustaría 
 aprender mucho de ello, pero se siente raro pues que no nos incluyan a 
 nosotros”. (Carmina) 

 

As future English teachers the participants note that the practice of inclusion of Mexicans 

and Mexico would be a sound pedagogical practice because it would fulfill a basic 

principal in language teaching: to provide relevant opportunities for language use. 

Learners will use the language most when they have something to talk about, more so 

when they can relate to the content. In terms of their national and cultural identities as 

Mexicans they feel they have much to share with other English language learners. Proud 

of their traditions, the English language could serve as a tool to convey their cultural 
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practices and identities, just like the textbook amply does with Anglo-American practices 

and on a smaller scale with other countries.  

CONCLUSION 

 The students’ and teachers’ views and practices towards the textbook’s 

representation of language and culture represent the other sides to the triangulation of 

data in this dissertation, namely because CDA is often faulted with not including the 

perspectives of those involved in the transmission and reception of ideologies in 

discourses (Widdowson, 1995). Since the textbook is defined as the conveyor of 

ideological discourses (van Dijk, 2001, Fairclough, 1995), students and teachers were 

directly asked their opinions about the language and cultural components, and they were 

also observed in terms of what they do to present these components of the language 

course. 

 In terms of the presentation of language, both student teachers and teachers were 

convinced that the standard American variety, as it was presented in the textbook was the 

only legitimate variety for teaching and learning due to their following perceptions: SAE 

would be the variety they would be most in contact with given their geographic location; 

it was also the variety that would have more value in the imagined communities of 

speech outside of the classroom. Teachers taught only the grammar structures in the 

textbook, and variations to the standard which were often brought up by the students 

were generally dismissed, or in the best case, superficially acknowledged. Yet, both 

student teachers and teachers were aware that the omission of non-standard varieties 

hindered communication and comprehension, especially in interactions with native 
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speakers. They were also aware that not being introduced to varieties of World Englishes 

could potentially result in miscommunication with other speakers of varieties of English 

in the world. After reflecting on such issues, both groups of participants agreed that the 

mentioning of non-standard American varieties would be useful, at least to be more 

aware of such differences in the use of English.   

 The representation and perception of culture significantly differed from those of 

the language component, such that the cultural practices introduced in the textbook were 

appropriated and transformed into local realities, and frequently the textbook’s 

representation of culture was altogether omitted, whereas for the language component, 

the textbook was followed closely and exclusively. The following cultural teaching 

practices were observed: Inclusion of local references, such as local successful businesses 

and local environmental problems; and transformation of textbook characters into 

Mexican characters by explicitly changing their names or even transforming their 

appearance as “looking like” someone they all knew. Students responded well to the 

teachers’ presentation strategies, as they had more to say when presented with local 

realities. 

 Students and teachers were both aware that the textbook limited the presentation 

of ethnic and cultural diversity to mainly Anglo-American characters, thus the practice of 

changing the characters’ names into Spanish ones was a way of making the characters 

more familiar. Even though the inclusion of more diverse racial and ethnic groups did not 

seem problematic initially, the interview allowed the participants to reflect more about 

such issues. In general, the teachers noticed that inclusion of characters like them and 
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their learners was sound pedagogical practice because students responded more to 

cultural experiences to which they could directly relate. From a more critical view, the 

student teachers found that the inclusion of characters like them would: a) convey a 

source of pride and a “sí se puede” attitude; b) lend more credibility to the textbook in 

that it would not play a role in institutionalized racism against Mexicans in Anglophone 

countries, particularly in the U.S.; c) reflect the physical reality of a vast presence of 

Mexicans in the U.S and finally; d) allow the participants to legitimately appropriate the 

language and use it for their own cultural expression.  

 As seen, the observed practices and perceptions are aligned with my CDA 

findings in the textbook as both student teachers and teachers are aware of the limited 

representations of characters to which the users can culturally relate. The student 

teachers, in particular, were aware of the racist underpinnings in the representations of 

characters and cultural experiences in the textbook, while the teachers agreed that their 

teaching practices are a reflection of the need to incorporate more local characters and 

cultural experiences.  

 On the other hand, the formal and structured introduction of more non-standard 

varieties to the ELT curriculum was not deemed as necessary by either of the groups. 

They were convinced that SAE was the variety to formally learn, given its value on the 

linguistic market (Bourdieu, 1991), and because they viewed this variety as the most used 

within their imagined speech communities. Upon further reflection, though, they agreed 

that given the wide use of non-standard varieties by actual native speakers, and the high 
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probability of interaction in English with non-native speakers, alternate varieties should 

at least be mentioned in textbooks.  

 Finally, they proposed alternatives for future textbooks, some of which can and 

should be incorporated into future material development in EFL. The next chapter will 

explore the pedagogical implications more closely.   
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CHAPTER 7: CONCLUSIONS AND PEDAGOGICAL IMPLICATIONS 

SUMMARY 

 Three different but intersecting perspectives are reflected in this study: the 

researcher’s, the EFL students’ (who are also future EFL teachers) and the current EFL 

teachers’. All three populations have in common that they have been extensively in 

contact with the textbook under study, but they also have in common that they will all 

eventually share a place within the EFL teaching community in Mexico.   

The first part of this research focused on Interchange Book 3, a textbook which states that 

it reflects “the fact that English is the major language of international communication, 

and is not limited to any one country, region or culture” (Richards, Hull & Proctor, 2006, 

back cover). The purpose of this part of the research was to analyze how the textbook 

conveys such a statement. CDA provided the needed analytical scope, bearing in mind 

the powerful but contested role English plays in contemporary society. Because CDA 

focuses on textual practices and presentations, a complementing framework for an 

analysis of representations is through the concept of Imagined Communities because it 

elucidates how the textbook writers envision an English-speaking community through the 

framing of the characters and the cultural and linguistic practices. The questions that 

guide my research are: Who is part of the community? Who has a voice? And how are 

native and non-native English speakers, as well as Americans and foreigners, presented in 

the textbook? The findings are very similar to previous studies of textbooks, especially in 

the subordinated representation of non-native English speakers and foreigners with 

regards to native speakers and Anglos (Dendrinos, 1992, Tsai, 1997, Gray, 2004, 
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Shardakova & Pavlenko, 2004). The textbook’s imagined community passes comfortably 

as a multicultural one to the non-critical eye, since there are, in fact, images of different 

racial and ethnic characters and “lively international” scenes. Yet upon taking a closer 

look, a disparate representation of White Anglos is evident in relation to a 

disproportionately low representation of other ethnic and racial representations, given the 

fact that the textbook intends to reflect English as a language for international 

communication. Moreover, native Standard American English speakers overwhelmingly 

dominate the conversations and only they are used as role models for the presentation of 

grammar and vocabulary. Other linguistic and cultural experiences are largely ignored, 

and when they are included, they are done so from the predominantly White Native 

Standard American English (SAE) speakers’ perspective. 

  Such a conveyance of characters and speakers legitimizes language ideologies of 

(SAE), because despite the fact that the textbook’s intention is to reflect English as a 

language for international communication, the only legitimate variety reflected in the 

textbook for international communication is SAE. Furthermore, despite the fact that the 

majority of the world’s English speakers are non-native speakers, who can be just as 

fluent and communicatively competent as native speakers (oftentimes more so), the 

native speaker model is still exclusively portrayed as the only model.  

 The privileging of SAE voices and predominantly white characters over non-SAE 

voices and non-North American characters results in an Us vs. Them dichotomy, as 

found in previous research on textbooks (van Dijk 2004, Ducar 2006). Non-Americans, 

namely non-Europeans and non-English speakers, are portrayed as nameless, faceless and 
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voiceless, while SAE speaking Americans, through a tourist’s gaze, have much to say 

about their experiences abroad, usually in forms of complaints or bewilderment with 

customs viewed as “foreign”. I maintain that if EFL textbooks circulate on an 

international level, intercultural communication must be privileged, given the assumption 

that English is the language of international communication. Yet, as my findings show, 

the textbook never constructs an intercultural community; ESL and EFL speakers are 

rarely included (13 out of 378 voiced participations) and the great majority of the 

conversations are between native Standard American English speakers.  

 The misalignment between the textbook’s purported objective of reflecting 

English as the language for international communication and the English speaking 

imagined community it constructs in the textbook leads to the reiteration of ideologies 

about who English belongs to and who can be considered a legitimate speaker. As Lin 

and Luke (2006) contend, TESOL (Teaching English to Speakers of Other Languages) by 

its very name assigns a Self-Other dichotomy between the teacher and learner. “It 

interactionally and officially positions the Anglo teacher as Self and positions the learner 

in a life trajectory of forever being the Other” (p.67). In such a view, non-native models 

will never be regarded as learning models, since they have not achieved a legitimate 

status as such, and as seen, the textbook enacted this dichotomy well.  

 The next part of this research analyzed the ideologies of English and the imagined 

communities held by the students and teachers. The participants in the study constitute 

the Other in a postcolonial sense, considering that both the students and the teachers are 

non-native English speakers and Mexican. Their historical memories also render uneasy 
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relationships with the United States, their most proximate English language and cultural 

model. Yet, despite their positioning, they engage in English language teaching and 

learning with heavy investments in future imagined communities.  

 The dominant discourses of English as an international language carries over to all 

the participants. Part of their investment in teaching and learning (and wanting to teach 

English in the future, in the case of the interviewed student participants) is because they 

view English as a global language, as the language of business, employment, 

opportunities and as the language of the United States- their closest and most powerful 

neighbor. Heller’s (2002) theory on the commodification of language describes the 

learners’ rationales well, explaining how a transformation in ideology and practice in 

bilingualism is in response to worldwide economic tendencies. The shift, in times of 

globalization, from an economy where skilled labor was largely valued to one based on 

tertiary service and information sectors, where language and communication skills are 

more valued, has transformed language learning into an economic commodity, rather 

than an index of ethnic or national identity. Such a rationale makes it easier to understand 

why these English speakers, like many others around the world, view English language 

learning as a means for economic progress rather than associating it as belonging to a 

specific country. The implication of such an ideology is that it allows the users to strip 

the language of particular ownership and view it as their own, or at least as a means to 

reach a determined investment, thus attenuating the colonial relationship they may 

ascribe to it. Yet, even when English is viewed as an economic commodity, and is being 

viewed as having a global role, language use models are still centered on traditional 
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canonical models, such as the Standard U.S and British models. These varieties are still 

considered to have more value on a linguistic market (Bourdieu, 1991), and the users are 

well aware of the higher value. Their investment is geared towards acquiring the variety 

with the highest value, regardless of the fact that it may belong to the neighbors to the 

north, a fact some of the students, and a few teachers, were uncomfortable with when 

they expressed the historical and political tensions between the U.S. and Mexico. Yet, for 

the students, learning English is a means to empower themselves as professionals in the 

future and, as future teachers, it is a way to guarantee their future livelihood. For the 

current teachers, teaching English is a way of complying with a social function in 

Mexico, as learning English has become an important part of everyday life and the 

teachers view themselves as responsible for broadening their students’ economic and 

professional possibilities.  

 The students’ sense of an imagined community in English is closely related to 

their current investment in the development of professional identities, and again, English 

is viewed as a fundamental tool. However, many of the students not only envision 

themselves as maestras de inglés (English teachers), they see themselves as language 

educators, providing more than the grammar and vocabulary of a language, but language 

as a resource of empowerment to disenfranchised populations such as Spanish-speaking 

immigrants in the US and Canada, or indigenous women in Chiapas, Mexico or 

rebellious teenagers in their own state of Sonora. Such a wide ranging interest as 

language educators also leads to the conclusion that their non-native status is not seen as 

problematic in their imagined communities. They actually view themselves as 
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professionals on the local as well as on the global scale empowering other language 

learners with a language they have appropriated. The learners are a clear example that 

cultural encounters cannot be necessarily framed within a framework of homogeneity nor 

heterogeneity, resistance or imperialism, as Kramsch (1993) has suggested, rather 

learners can choose their own meanings from both cultures, and create their own space.  

 The teachers I interviewed have created their own space in the English language 

teaching community in Sonora, Mexico. Their experience in language teaching ranges 

from 3 to 33 years, and all of it as English teachers in Mexico. They are members of a 

community of practice where experience is as important as actual training, traits which 

differentiate each of the teachers. However, they share that the teaching of English is a 

way of complying with a social function due to the economic and professional 

possibilities that English promises to those who learn it. Thus, they see themselves as 

carrying out a much needed role in contemporary Mexican society, as their imagined 

community of English language use for their students aligns well with their students’ 

visions, and as such they perceive themselves as empowering their students with the 

necessary tools to be able to compete professionally and academically both locally as 

well as internationally.  

 The language content they teach is predetermined by the textbook, and all the 

teachers find the language curriculum to be useful. The preparation time is minimal and 

they feel comfortable with the textbook, due to the number of years they have worked 

with it. They rarely question the language content, except for some teachers who express 

the need to include language that is “used in real life”, meaning the inclusion of more 
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slang, or the mentioning of varieties of English, at least to make students aware that these 

exist. Language content is usually taught “by the book”, with unsystematic and limited 

presentation of idiomatic expressions or alternative vocabulary. The cultural 

representations, however, are overtly criticized by the majority of the students and 

covertly countered by most of the teachers, as they are viewed as constrained to an 

American context, when teachers and students are, in fact, aware of the multicultural and 

international nature of English. Like the CDA findings, they notice the systematic 

exclusion of Mexican characters, but also of Mexican cultural representations. The 

participants, but more so the students, reflect on the derogatory stereotypes of Mexicans 

and consider that such stereotypes were reflected in the textbook via actual exclusion. In 

other words, the fact that Mexicans, as non-native but fluent speakers, were not 

considered as conversational interlocutors in the textbook reflected that Mexicans were in 

fact not deemed as legitimate speakers nor as legitimate members of an English speaking 

community. Both teachers and students state the importance of including characters 

learners can relate to, because of the motivational benefits as well as including language 

samples that are phonologically more attainable.  

 One of the most important findings in this research is what teachers actually do in 

light of the systematic exclusion of Mexican cultural representations, in other words, how 

they mediate between the textbook’s content and their teaching practices (Sunderland, 

2000). In observing the teachers, the following practices were found as ways of repairing 

the textbook’s systematic exclusion: Teachers substituted the textbook’s foreign cultural 

referents into local ones, Nike and Coca Cola were replaced by Hermanos VH, a regional 
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supermarket with headquarters in Hermosillo, or Lanix, a Mexican computer company. 

The textbook’s suggested discussion of pollution problems in a fictional city was 

replaced by actual pollution problems at the local beach. The most popular practice was 

the actual transformation of textbook characters into Mexican characters by explicitly 

changing their names or even transforming their appearance as “looking like” someone 

they all knew. Thus, RoDolores Chang, a cartoon of a city council member, is said to 

look like Dolores del Río by one of the teachers, while Diane, Rob and Yoshiko, names 

of characters in the conversations are replaced by María, Pepito and Ana. According to 

the teachers, their practices are not necessarily an ideological stance in resistance to the 

lack of Mexican characters, rather they are “common-sense” pedagogical practices, that 

elicit more participation from the students because they can actually relate to the 

examples set by the teacher, rather than remain passive due to the irrelevant cultural 

representations in the textbook. 

PEDAGOGICAL IMPLICATIONS 

 As direct recipients of the textbook’s content, the participants offered 

recommendations on what changes they see as necessary in the textbook. I would like to 

add that I make these recommendations my own (with further suggestions later), due to 

the compatible findings between my analysis and the participants’ perceptions of the 

textbook’s content:  

With regards to the language content. 

1) Teachers and students expressed the need for inclusion of more American 

dialectal variety, such as colloquial American English, similar to the English used 
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in American films, sitcoms and on the streets in American cities. Students 

complained that even though they were advanced learners of English, they still 

were not able to fully understand American movies and sitcoms without the help 

of the subtitles, evidence that they were trained more in written than in spoken 

and less formal varieties of English.  

2) Students recommended inclusion of other standard canonical varieties of English 

from other parts of the world, mainly Australian and British varieties. Although 

students are adhering to language ideologies of language standardization, I would 

add that by including more varieties (both canonical and non-canonical), students 

would be better equipped to understand the complexity of the English language 

and its users. 

3) Students noted the importance of including non-native Mexican fluent speakers as 

models and characters in the textbook, as these would be more attainable 

pronunciation models, and would serves as examples that successful language 

learning can, in fact, be achieved.   

 It is important to note, however, that neither of the populations actually suggests 

that such varieties should substitute the SAE variety in current use in the textbook, rather 

their function would be to broaden students’ passive knowledge of other varieties.  

With regards to the cultural content: 

4) Students suggested that the representation of cultures in the textbook be extended 

to other countries in order to represent a broader community of English speakers 

in the world. Students also perceived that the learning of other cultural content 
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could be done through the learning of English, echoing strategies of content-based 

teaching.   

5) Students and teachers propose including more Mexican (in lieu of “Latin 

American”) characters and cultural events. Similar physical, cultural and 

linguistic experiences features, to those of the users’, generate more discussion 

among the students, according to teachers’ experiences. Students also agree that 

such representations a) convey a source of pride and a “sí se puede” attitude; b) 

attenuate racist practices against Mexican accents and characters due to the 

legitimizing role the textbook has; and c) reflect the physical reality of a vast 

presence of native and non-native English speaking Mexicans in English speaking 

communities. 

With regards to the pedagogical practices in the textbook,  

6) Many teachers assessed the need to include more exercises that promote critical 

thinking skills helping learners to act critically through using EFL. Learning 

should be more than getting at a previously known correct answer, it should teach 

learners how to negotiate differences, find solutions and alternatives, and to make 

decisions. Teachers evaluated the textbook’s discussion and reading topics as “too 

friendly”, therefore omitting content that could potentially provoke more 

discussion among the students. Topics lacked “conflict and reality”, as Pedro put 

it. Other teachers insist that including thought provoking topics, which affect their 

daily lives, should indeed be used in the EFL classroom, even if they may be 

viewed as controversial: 
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  “hay una  infinidad de posibilidades en el mundo real… por ejemplo hay un 
 montón de problemas reales, prostitución, violencia, asesinatos y todo eso nos 
 afecta todos, porque todos somos el mundo” (Cecilia) 

 

Topics such as these could potentially elicit meaningful language use.  Following are 

the teachers’ excerpts:  

 Table 33: Teachers’ Recommended Pedagogical Practices 

Excerpt Author’s Translation 

Lo que lo mejor trataría de incluir serían 
más actividades de pensamiento crítico en 
la que los estudiantes tuvieran que evaluar, 
analizar, no nada más comentar sobre algo 
que está pasando.  Sino actividades donde 
el estudiante realmente necesite.. A lo 
mejor sí, con cultura general, no me estoy 
refiriendo a que únicamente tenemos que 
hablar de Hermosillo, pero si por ejemplo, 
no sé, el ejemplo de la contaminación, de 
el tratar de que el problema de la 
contaminación de las diferentes 
perspectivas de los diferentes países, y ya 
como lo podemos analizar... más análisis 
pues, no nada más de que "which is your 
favorite?" Nada más estás hablando de dos 
niveles, pero pues ya análisis, evaluación a 
lo mejor aplicación de algo. Algo más así, 
que ya los estudiantes sí son más críticos, 
ya no nada más, ya no se quedan con él 
"okay"... les gusta ir un poquito más allá. 
(Rosario) 

What I would most like to include 

would be critical thinking activities in 

which students would have to evaluate 

and analyze, not only limit themselves 

to comment on what is going on. I 

would include activities the student 

really needs. Maybe with general 

cultural, we do not only have to talk 

about Hermosillo, but maybe talk about 

the pollution problems, from the 

perspectives of different countries, and 

analyze this…we need more analysis, 

not only stay at the level of “which is 

your favorite?” We’re only talking at 

two levels, but we need more analysis, 

evalution, maybe applying the 

knowledge to something. Something 

more critical, because students are more 

critical now, they do not only conform 

to the “okay”…they like to go a little 

further. (Rosario) 

Algo que me haga pensar, algo que me 
haga de verdad pensar.(Cecilia) 
Y en verdad no te hacen pensar mucho los 

ejercicios?(Nolvia) 
No no no. Muchos de ellos si tienen un 
tema interesante, por ejemplo el de Global 
Village, viene una muestrita de lo que es, 
mientras hay en infinidad de posibilidades 
en el mundo real. Pero por ejemplo hay un 
montón de problemas reales, prostitución, 
violencia, asesinatos y todo eso nos afecta 

Something that would make one think, 

something that would really make one 

think. (Cecilia) 

And the exercises really don’t make 

you think? (Nolvia) 

No, no, no. A lot of them have 

interesting topics, for example Global 

Village is a small sample of one, but 

there are infinite possibilities in the 

world. For example, there are a bunch of 

real problems, prostitution, violence, 
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todos, porque todos somos el mundo. 
Entonces sacarlo de allí, sacar un buen 
tema, muchos de los temas son buenos, 
pero la lectura es muy limitada. Entonces 
yo digo, que sacarlo de allí y dispararlo. 
…Que te dejara algo más…que nada más 
preguntas de las cuales me sé  todas las 
respuestas. Algo más que te dejara. 
(Cecilia) 

murder and all this affects everyone, 

because we are all part of this world. So 

we need to bring this stuff up, we need 

to bring up a good topic. A lot of the 

topics are good but the reading is really 

limited. So, I say, use this as a reference 

but blow up its proportion…the topic 

should leave you with something…not 

only questions to which I know all the 

responses. It should leave you with 

something extra. (Cecilia) 

Pero siento que lo que le hace más falta al 
libro es poner a los estudiantes en un 
contexto donde haya un tipo de conflicto y 
que pueden ellos discutir o debatir…de que 
haya un poco más de conflicto para que 
haya más...discusión, que estén más 
motivados a hablar. (Pedro)  

But I feel that what the textbook is most 

lacking is placing the students in a 

conflictive context which would bring 

on more discussion or debate…with 

conflict they are more motivated to talk. 

(Pedro)  

This second unit is about jobs, but it's about unusual jobs that we don't have here in 

our community.  I would like them to talk more about their own careers, what subjects 

they are looking at, what really matters. Not the characters, but the reality of it… we 

could have more about transportation, they talk about commuting, but we don't have 

commuting here. I use it, we talk about it when complaints arise, I always talk about 

that the horrible transportation, they love that. I separate a lot from the book and then 

we talk about these horrible stories about transportation and things like that. So if I 

could summarize, I could say that perhaps I would be interested in having more 

relevant topics in the textbooks and the characters aren't really as important, because 

they are detaching themselves from the textbook’s reality. 

Unit seven that has to do with environmental concerns. I think they can use two or 

three units about that. They just do it in one and it's so huge. Water, for instance, so 

why stop there. I take a week, they have to present 10 minutes of an environmental 

concern they have worldwide or that's happening in your community. Sometimes they 

go and interview children on the street, I don't know why it's one bitsy unit, when they 

can do a lot with that. And then there is no technology, and if they do, they just 

mention it, and students are interested in technology right now! I mean, I don't know 

how they can look at us with just a little board and a marker.  (Dalila)  

 As seen, teachers interpreted the textbook’s authors intentions through an 

understanding of what would work best for their students. Experience and insider 

knowledge of the students’ cultures played crucial roles. Teachers (re)interpreted the 
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textbook’s authors’ intentions through their own models of language learning and 

teaching, as well as through their own cultural and ideological models. Experience has 

shown the teachers that students often respond better to the teachers’ (re)interpretations 

of the textbook’s content, than to the textbook’s intended strategies. Most of the teachers 

are aware of the limited role of the textbook in their teaching and they assume that they 

are greatly responsible for the mediation of the textbook’s content, thus no matter how 

good the book is, changes will always be necessary as Ivan and Ruth claim:   

 “And even if we make a book in Mexico, and include variations of English that 

 people in Mexico City need versus the English that people in Hermosillo need, |

 or in Oaxaca or Chiapas, you're still going to need to make some changes, and 

 that's the teacher's role”. (Ruth) 

 

Excerpt Author’s Translation 

Todos los libros pueden ser más, pero no 
dejan de ser una base para mí un libro de 
la enseñanza del inglés como lengua 
extranjera. Yo pienso que es una base, que 
es la base donde tengo que partir un 
poquito mas allá. No siento que pueda o 
que sea lo mejor seguir 100% el libro. 
(Ivan)  

All books can do more, but they are a base 

from which I start off and go further. I 

don’t think that you can, or that you should 

follow a textbook 100%.  (Ivan)  

 The findings in this research highlight the fact that the way the textbook’s content 

is mediated in the classroom by the students and teachers has more of an impact than the 

textbook itself. As Sunderland et al. (2001) sustain, “…stereotypical ways of thinking can 

potentially be sustained, or undermined, in teaching processes” (p.267). Teachers opted 

for what content they would teach, and what they would omit. They also chose how they 

would interpret the content that they did choose. The future language teachers were not 

direct consumers of the discourses either, they also resisted interpretations and even 
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offered suggestions for making the textbook more socially inclusive and pertinent to the 

investments they were making in the learning process. Thus, while critical analyses of 

textbooks are needed, it is also crucial to look at what the actual users do in light of the 

biased representations, proving that they too are active agents in the learning and teaching 

process.  

FURTHER RECOMMENDATIONS 

 The initial question to this research is how the textbook portrays English as an 

international community, as it claims to do, and how the teachers and students respond to 

such a representation, in light of the fact that they too have their imaginings as to what 

constitutes an English speaking community. The question is an important one because it 

can answer if the users’ investments in an imagined community are legitimated by the 

textbook. As my findings have shown, the textbook represents a biased representation of 

English as an international language, and students and teachers were generally aware of 

such a representation. But even so, the teachers served as mediators between the 

textbook’s representations and attenuated the Anglo-centered cultural practices while 

adhering to the Anglo-centered linguistic practices. Students also shared the same views, 

choosing to model their linguistic practices according to the textbook’s examples, but 

criticizing the over-representation of Anglo characters and cultural practices.  

  Participants, though, were less critical of the dominating discourses of language 

standardization and privileged the status of native speaker varieties (mainly standard 

American and British varieties) while discrediting other varieties of English. Part of the 

reason is that until now, EFL learners have not been exposed to a teaching of English that 
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addresses the colonial past and postcolonial present of the language and the powerful 

inequality as a result of its spread (Pennycook, 1998). As Matsuda (2003) claims, “The 

teaching of EIL is inextricably linked to the stories of its worldwide spread; its changes in 

forms, functions and users; and the politics of the language” (p.722). Put another way, 

there is nothing neutral about the English language and it can no longer be considered a 

possession of countries such as Great Britain and the U.S. The spread, the uptake and the 

adoption of English by many countries around the world (whether by force or otherwise), 

has changed the very nature of English, consisting of multiple varieties of English, which 

coexist with indigenous languages and are selectively and purposefully used as mediums 

of communication in areas as education, law, commerce, or even cultural performativity 

(Pennycook, 2003). 

 Learners must be made aware of such power struggles, because to some degree, 

even in countries such as Mexico, where English has not been imposed by force, it still 

plays a gatekeeping role, both nationally as well as internationally. It is easy for these 

EFL learners to never feel competent enough to participate on equal terms with so-called 

native speakers and devalue their own status in international communication (Phillipson, 

1992). To counter this type of linguistic imperialism, Canagarajah (1999a) argues for 

incorporating a critical pedagogy perspective, where teachers have the ethical 

responsibility of negotiating the hidden values and interests behind language and of 

helping students incorporate a critical stance towards learning. The discovery of the 

hidden values and interests lies in a historical understanding of the spread of English, and 

in the clarity that English is made up of multiple users and multiple uses. 
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 One would hope to make all English speakers aware that so-called non-native 

speakers are as much part of the English language as so-called native speakers
16

 are. Yet 

there is a deeply entrenched ideology of language that the only legitimate speakers are 

native speakers of the canonical countries such as the United States and Great Britain, as 

seen in the interviews. The effect is that such a comparison undermines the EFL 

speakers’ own status as legitimate speakers, and the effort towards sounding like 

someone from these models will never be possible, thus remaining forever on the 

interlanguage continuum. Other consequences are that varieties of English outside of the 

canons will be deemed as unacceptable by these same learners, as seen in the interviews 

as well.  

 Part of the solution rests on the EFL learners’ and teachers’ exposure to other 

varieties of English, as English in their own right, along with an understanding of the 

history and politics of the English language. Such a measure can potentially empower 

EFL learners to feel they have a right to ownership of English without having to rely on 

sounding like a Standard American English speaker to be “good enough”,  in the case of 

the Mexican students. Such a change in an EFL teaching paradigm requires changes at all 

levels, not only in classroom practices but in the discourses as to what constitutes English 

as both a linguistic and a cultural code. For the purposes of this conclusion I offer some 

suggestions that may contribute towards a mitigation of the standard language ideologies 

that reinforce the superiority of Native Standard American and British models.  

1. A broader and more systematic exposure to varieties of English in the curriculum  

                                                 
16

 For an extensive discussion of the myth of NS and NNS dichotomy see Braine (1999) Medgyes (2004) 

and Jenkins (1998). 
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• An exposure to several varieties of English in the classroom by inviting fluent 

English speakers from different parts of the world. In Hermosillo, there is a 

growing population of international residents from Europe and Asia who have had 

the opportunity of residing in different parts of the world due to their jobs, and 

English is usually their second or third language. Such speakers are generally 

fluent in English and would serve as models to reinforce that to be an effective 

communicator does not necessarily mean that it is necessary to be a native SAE 

speaker.  

• An alternative would be to connect to online chat sites, where communication can 

take place by text, video or microphone messaging. Skype, Yahoo, and 

Mylanguageexchange.com offer such alternatives. The array of communication 

possibilities are endless on such sites, and EFL speakers in Mexico can become 

part of new English speaking communities of practice.  

• The introduction of movies (Bollywood movies are highly accessible), as well as 

of press and literature from countries where English is used for these means. 

Some examples would be press and literature from Australia, India, Nigeria, Hong 

Kong and Pakistan to name a few. Chicano and African-American literature 

would also be a source. Students can study how English is appropriated through 

vocabulary, reviewing word borrowings and calques, as well as study the varieties 

of grammar in written form.  

• Native and non-native fluent speakers from around the world, including speakers 

of the canonical varieties, would be featured in the textbook’s video and audio 
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recordings. Their voices would be used to represent the different characters in the 

conversations that are modeled in the book, as well as in the modeling of 

vocabulary and grammar structures. Such representations would allow students to 

feel more confident that fluency can be achieved, even if it is not in an SAE 

accent. As the interviewed students commented, a feeling of Sí se puede can arise 

if they see and hear people like them as language models. 

• Closely tied to the previous point is the inclusion of cultural information that 

reflects the lives and cultures of English speakers from around the world, as the 

interviewed students suggested. Matsuda (2003) finds how some textbooks, such 

as One World English Course 1 (Sasaki, 1997) includes a chapter on Hong Kong, 

the country of one of the characters, while another textbook, New Crown English 

Series 1 (Morizumi, 1997) includes information on Kenya, the birthplace of one 

of the characters. The video section of Interchange 3 (Zemach, 2005), the 

textbook under study, includes a very welcomed and much needed video exercise 

of English speakers from around the world, talking in fluent English about culture 

shock as immigrants in new countries. This particular video presented real 

English speakers such as a Mexican man in the U.S, a Filipino woman in Peru and 

a Swedish woman in Brazil talking about their experiences in the new countries. 

Unfortunately, this was one of the few examples where fluent non-native speakers 

were portrayed as central characters.  

• Textbooks can also include reading exercises on the history of English, its past, 

current and future status within the world. Along with readings on the benefits of 
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bi- or multilingualism and multiculturalism, textbooks can include topics such as 

globalization, the fragile state of minority languages, power inequality, the uses 

and spread of English, as well as colonialism, especially at the more advanced 

levels for adult learners (Matsuda, 2003). As many of the teachers claimed, 

students are indeed more critical, and the topics should reflect students’ potentials 

as critical thinkers. 

2.  A wider outlook on EFL assessment  

 There is a much needed paradigm shift in EFL assessment, as the teachers noted 

in this study. Learners need not be solely evaluated for SAE grammatical accuracy, but 

rather for communicative competence, which consists of grammatical, sociolinguistic, 

discourse and strategic competence (Canale & Swain, 1980), factors that are far more of a 

determinant for achieving effective communication than linguistic accuracy alone. Along 

with evaluating grammatical accuracy, students should be evaluated for their abilities to 

comprehend and transmit messages, to negotiate meaning, as well as the abilities to 

comply adequately with tasks. While traditional written exams may be used, learners’ 

oral and listening performance must also be evaluated, focusing on the discursive and 

strategic ability to convey messages rather than on how close the learners’ accents are to 

a native SAE speaker.    

3. Integration of topics on English use in the world in teacher- training programs 

 Interviewing future and current EFL teachers made me aware that the teachers and 

students only needed an opportunity and some questions to reflect and rethink their 

beliefs on language teaching, as Ruth states, “…someone needs to ask you, so that you 



 

 

   

 

  272 

 

actually start thinking, 'you know what, yeah, this is not OK, and you end up doing it 

because you get caught up in work'”. The teachers and students expressed that being 

interviewed was an opportunity to reflect on issues they had not reflected on prior to their 

participation in this study. Many had not looked at the textbook critically until I had 

asked direct questions about the textbook’s language and cultural content. The 

participants’ search for answers was an exercise for thinking more critically about the 

book, and as a result they not only had critiques to the textbook, they also had 

recommendations for improving it. If interviewing alone provided so much detailed 

information on the participants’ imagined communities, ideologies of English and agency 

in the teaching and learning of English, along with critical reflections, the results of 

actually being trained in critical pedagogy in language learning and teaching will be even 

more fruitful. The next step, and a crucial one, to dispel dominating ideologies that 

privilege and legitimize native SAE varieties and cultural practices (at least among the 

current and future teachers) is to incorporate courses and/or seminars that take on a 

critical pedagogy perspective, where future and current teachers will be made aware of 

the current status of the English language, the historical and political processes that have 

brought English to its current state, as well as the diverse linguistic and cultural 

enactments that constitute the English language. As a result of such information, current 

and future teachers will be able to discover the hidden values and interests behind the 

teaching of English, but will also be able to negotiate and take on new identities and 

ownership of the English language. 
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CONCLUDING THOUGHTS 

 As seen, there are ways of resisting dominating language standardization 

discourses in English language teaching, from small but significant actions in the 

language classrooms to empowering teachers and teachers-in-training with information 

that will allow them to challenge their own predetermined ideologies about the English 

language. One would ideally hope that changes will be immediate, but there is still a long 

way to go to change the current status of canonical varieties of English in the world. 

 Yet, despite the dominating discourses which adjudicate power to SAE language 

and cultural representations, this dissertation demonstrated that EFL teachers and 

students do in fact contest such discourses. Even though participants still struggle with 

acknowledging the legitimacy of non-SAE varieties, they are convinced of another very 

important issue: the cultural representations in the textbook are indeed biased towards an 

Anglo-centered view. The participants acknowledged that issues of power were enacted 

in the textbook’s representation, and they countered this power by reconstituting the 

representations to fit their local cultural realities, or by simply pointing out in the 

interviews that such representations were plainly unfair. Such acknowledgement is proof 

that linguistic and cultural hegemony is indeed contested, and that EFL learners and 

teachers are not passive. As Canagarajah (1999a) states, “The ability to question 

linguistic hegemony is an important educational achievement in its own right which, 

furthermore, affirms the very humanity of teachers and students” (p.211). I am proud to 

say that the current and future teachers that were interviewed in this study not only 
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questioned some of the discourses in the text, they also transformed and tailored these to 

their own imagined communities of the English language. 
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APPENDIX A 

QUESTIONS FOR STUDENTS’ INTERVIEWS 

. 

 

1. How would you describe the role of English in today’s world? 

2. How would you describe the role of English in Hermosillo/ in Mexico? 

3. What are some of the reasons you have chosen to learn English? 

4. What kind of English are you most interested in learning? Describe where you 

most likely would use English? Who would you most likely communicate in 

English with? What would be the main reasons you would use English? 

5. Describe a typical English class. How often do you use the textbook? 

6. What are the aspects that you think are most helpful from the textbook? 

7. What are the aspects that you think are least helpful from the textbook? 

8. How helpful is the textbook for the kind of English you want to learn? 

9. Do you enjoy the exercises in the book? 

10. Do you relate to the characters in the book? Could you see yourself as one of the 

characters? 

11. Do you feel that the language that is being taught from the textbook and from the 

teacher is what you need?  

12. When looking at the characters in the book, what group(s) of English speakers do 

you feel that the textbook represents the most? the least?  

13. If you could pick, choose and modify the textbook, what would you do? 
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APPENDIX B 

 

QUESTIONS FOR TEACHERS’ INTERVIEWS 

 

 

 

1. How long have you been teaching EFL? 

2. How long have you been teaching at the university? 

3. What levels have you taught here? 

4. Can you describe your training for EFL teaching? 

5. Can you describe how you learned English? 

6. Have you ever lived in an English speaking country? 

7. How would you describe the role of English in today’s world? 

8. How would you describe the role of English in Hermosillo/ in Mexico? 

9. If you could describe your students, how would you describe them? What are the 

reasons that they have chosen to learn English? 

10. What kind of English do you teach? In what contexts do you think would your 

students use the English that you teach them? 

11. Please describe how the textbook helps you when planning a class. Describe a 

typical class with the textbook. 

12. What are the aspects that you think are most helpful from the textbook? 

13. What are the aspects that you think are least helpful from the textbook? 

14. How helpful is the textbook for the kind of English your students want to know? 

15. How helpful is the textbook for the kind of English you want to teach? 

16. Do you feel that the students enjoy the exercises in the book? Do you enjoy the 

exercises in the book? 

17. Do you feel that the students relate to the exercises in the book? Do you relate to 

the exercises in the book? 

18. Do you feel that the students relate to the characters in the book? Do you relate to 

the characters in the book?  

19. When looking at the characters in the book, what group(s) of English speakers do 

you feel that the textbook represents the most? the least?  

20. If you could pick, choose and modify the textbook, what would you do? 
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APPENDIX C 

LITERACY AUTOBIOGRAPHY 

 

 

Literacy autobiographies have proved helpful in discovering aspects about your 

language learning experience you do not remember at first hand. It is a good way for 

self discovery and reflection of our language learning experiences. It is also a good 

way to situate ourselves as learners and as future professionals as language teachers. 

In your makeup of the literacy autobiography please reflect on the following aspects: 

At what time in your life did you realize you wanted to learn a language other than 

Spanish? What languages did you want to learn? Why? When and why did you 

realize you could make a career in the English language? What was your English 

language learning experience like? How would you describe your attitude toward 

English? How would you compare it in relation to other people’s attitude in 

Hermosillo? How do you envision yourself in the future as a language professional? 

Also, please reflect on other aspects that you find relevant in your language learning 

experience(s). Please write a minimum of one page double spaced – there is no 

maximum, use as much space as you need. Please write either in English or Spanish, 

as long as it is the language you feel most comfortable with.  
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APPENDIX D: COPYRIGHT PERMISSION 
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