
    

This third volume in the Methodological Uncertainties of Research 
in ELT Education collection invites readers to explore the methodo-
logical uncertainties that arise when doctoral researchers and their 
advisors adopt elements of the decolonial turn to better understand 
the field of English Language Teaching (ELT). The multifaceted 
voices in this volume—professors and doctoral students from the 
Doctorado Interinstitucional en Educación at Universidad Distrital 
Francisco José de Caldas—encourage readers to rethink established 
research paradigms in education and foster more nuanced, collect-
ive, creative, and critical decolonial research practices.

Spanning six chapters, the volume analyzes research experiences 
ranging from doctoral education to text authorship, critical and bi-
lingual identities, and language policies. Through reflection and 
sensitivity, the authors demonstrate that research involves doubt, 
disagreement, and creation.

This book is intended for researchers, teachers, and graduate stu-
dents of languages and education. It offers methodological and 
conceptual elements of decolonial thought for those seeking to 
transform educational research into liberatory acts.
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Abstract

In an increasingly interconnected world, where colonial legacies continue to resonate in 
academia, this research book examines the Methodological Uncertainties that arise when 
adopting a decolonial approach to research. Through a series of interrelated chapters, a 
rich and complex narrative is woven that challenges the norms of traditional research 
methodologies by proposing new ways of understanding and approaching various issues 
related to the field of English Language Teaching (ELT) in Colombia: doctoral education, 
text authorship, critical, bilingual, and intersectional identities, and language policies. This 
book is an invitation to question the familiar, embrace uncertainty, and explore new ways 
of doing research that recognize and value the rich diversity of voices and experiences in a 
world that demands decolonization in all spheres, including education in general and the 
field of ELT education in particular.

Keywords: ELT education, uncertainty, decolonial, identities, doctoral education, language poli- 
cies, authorship

Resumen

En un mundo cada vez más interconectado, donde los legados coloniales aún resuenan en 
el ámbito académico, este libro de investigación explora las incertidumbres metodológi-
cas que emergen al abrazar un enfoque decolonial en la investigación. A través de una 
serie de capítulos interrelacionados, se teje una narrativa rica y compleja que desafía las 
normas de las metodologías investigativas tradicionales proponiendo nuevas formas de 
entender y abordar diversas temáticas relacionadas con el campo de English Language 
Teaching (ELT) en Colombia: la formación doctoral, la autoría de textos, las identidades 
críticas, bilingües e interseccionales y las políticas lingüísticas. Este libro es una invitación 
a cuestionar lo conocido, a abrazar la incertidumbre y a explorar nuevas formas de hacer 
investigación que reconozcan y valoren la rica diversidad de voces y experiencias en un 
mundo que exige la descolonización en todos los ámbitos, incluyendo, en general, el 
educativo y, en particular, el campo de educación ELT.

Palabras clave: educación ELT, incertidumbre, decolonial, identidades, formación doctoral, 
políticas, autoría
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Preface  
Navigating Methodological Uncertainties 
of Research in ELT Education
Harold Castañeda-Peña

In an increasingly interconnected world, where colonial legacies still resonate 
in the academic field of English Language Teaching (ELT) with profound and 
devastating force, this new issue of Methodological Uncertainties of Research in 
ELT Education explores the Methodological Uncertainties that emerge when em-
bracing a decolonial approach to research by diligent doctoral researchers and 
their supervisors. Through a series of interrelated chapters, a complex narrative 
unfolds about the practice of research in ELT, challenging the established norms 
in applied linguistics for English Language Teaching and proposing alternative 
ways of understanding and approaching research in our field. The narrative is 
composed of six chapters. Each one represents a different thread with its dilem-
mas and tensions, which this preface discusses below.

The doctoral students’ advisors wrote the first chapter, introducing their re-
search and the research studies and contributions featured in this book. The con-
tributions of Pilar Méndez-Rivera, Carmen Helena Guerrero-Nieto, and Harold 
Castañeda-Peña, all professors in the ELT Education Emphasis of the Doctorado 
Interinstitucional en Educación, are written from the perspective of personal re-
search on their respective topics of interest, revealing a journey of resilience, 
creativity, and critical thinking. Pilar Méndez takes the reader through a powerful 
narrative where resistance becomes a vehicle for change. Creative pedagogiza-
tion emerges as a response to restrictive language policies, promoting a space 
where teaching subjectivities flourish beyond imposed limits. This section sets the 
stage for the Methodological Uncertainties that Jeisson Méndez-Lara (Chapter 2, 
this volume) and Óscar Fernando Abella-Peña (Chapter 3, this volume) explore 
in their doctoral research studies. Carmen Helena Guerrero-Nieto recounts her 
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transformative journey, a journey full of bumps but rich in learning. The chal-
lenges of embracing a decolonial stance in research are many, but so are the 
opportunities to reimagine them. With each step on this uncertain path, new 
questions arise, and certainties are blurred, as illustrated in the doctoral work 
of Sebastián Figueroa-Salamanca (Chapter 4, this volume) and Andrea Gallo-
Lozano (Chapter 5, this volume). Harold Castañeda-Peña invites the reader to 
reconsider uncertainty as a demand for methodological creativity. Here, Black 
feminism offers a vital perspective, enriching the field of ELT with insights into 
intersectionality and diversity. Catherine Benavides-Buitrago (Chapter 6, this vol-
ume) explores these complexities, highlighting how visual narratives can serve 
as powerful tools in intersectional research, challenging conventional methodol-
ogies and promoting creative pedagogies for language teaching. This first chapter 
is a call to action, an invitation to question and reimagine. At the crossroads 
of resistance and creativity, the reader finds a vibrant and constantly evolving 
academic landscape. In this context, research becomes a collective process of 
co-constructing knowledge, a path marked by uncertainties yet also offering in-
finite possibilities.

The second chapter of this book explores a largely overlooked topic in ELT 
research: the unseen struggles navigated by textbook writers in the complex 
world of ELT textbook production. In this chapter, Jeisson Méndez-Lara embarks 
on a complex journey to investigate the world of ELT textbook authors, inviting 
the reader to traverse an unfamiliar and multifaceted landscape where creativity, 
commerce, and cultural politics intertwine. As a teacher-researcher deeply 
immersed in examining the challenges faced by these textbook authors, Jeisson 
Méndez-Lara uncovers the subtle dynamics that govern the corridors where the 
voices of ELT textbook authors often fade into obscurity, overshadowed by the 
imposing presence of global publishing giants. This research, therefore, seeks to 
unravel the disputes that arise between large publishing houses and Colombian 
ELT writers, who struggle for recognition, rights, payment, and other aspects 
often overlooked in the field of educational material production. In this way, the 
textbook author is a subject who, within the framework of publishing processes, 
can be oppressed and annihilated, but who, from a Foucauldian perspective, also 
finds ways to protest, dissent, and resist. This struggle emerges when analyzing 
ELT textbooks and finding that some authors may have provided a range of 
identity options for students using the textbooks, without unthinkingly relying 
on what large publishing industries present as valid knowledge for teaching 
English. This supports the reason why the subjectivity or subjectivities of ELT 
textbook authors become relevant to research when resistance to subjugation 
by the publishing process occurs, for example, by ascribing to diverse identities 
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and claims and rejecting hegemonic practices with which they may disagree. 
This resistance tactic means that the writer’s configuration as a subject has three 
dimensions: knowledge, power, and subjectivity. The latter is a reflection of how 
the subject understands and expresses itself, depending on the context and the 
editorial processes they experience. In this context, the author of ELT textbooks is 
not only a content creator but also a catalyst for decolonization. By questioning 
colonial practices embedded in textbooks, they strive to reclaim their agency and 
offer alternative narratives that reflect the lived experiences of students in diverse 
cultural settings. However, this effort at decolonization is fraught with obstacles, 
as authors face the dual role of creators and resisters within a system that often 
prioritizes economic benefits over pedagogy. And what research methodology is 
appropriate for these concerns about ELT authors? Uncertainties and challenges 
characterize the methodological journey undertaken by Jeisson Méndez-
Lara because it seeks to unravel the complexities of the textbook production 
process for teaching English as a foreign language. By adopting an approach 
that follows a “no methodology” ideology, he transcends conventional research 
paradigms. The adoption of a “no methodology” allows Jeisson Méndez-Lara 
to explore the experiences of ELT textbook authors in greater depth. Inspired by 
decolonial thinkers, this approach seeks to dismantle the power dynamics inherent 
in traditional research methodologies and foster a collaborative environment in 
which authors are not mere subjects but co-creators of knowledge.

Truly little has been explored about the critical identities of English teachers 
in Colombia, and this is the focus of the third chapter, written by Óscar Fernando 
Abella-Peña. For this doctoral student, narratives are a powerful tool that bring to 
light personal experiences, which, as the reader will observe, occur both inside 
and outside English language classrooms. The teachers who participate in Óscar 
Fernando Abella-Peña’s research demonstrate that, by narrating their lives—
tracking the arc from their formative years to their teaching experiences prior to 
service and up to the present—teachers can uncover the events that have shaped 
their critical spirit. This process is not merely introspective but collaborative and 
transformative, as it paves the way for shared understanding and collective growth 
within the educational community. The author of this chapter shares with the 
reader that incorporating the arts as a means of constructing narratives is a fasci-
nating approach. Art, in its many forms, offers a unique avenue of expression that 
allows educators to convey the emotional and subjective dimensions of their sto-
ries. Whether through painting, poetry, or song, these artistic narratives become a 
canvas on which educators can project their critical identities, fostering a deeper 
connection with their personal and professional selves. Understanding critical 
identities in the field of English Language Teaching (ELT) is essential, especially in 
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contexts as challenging and dynamic as Colombia. By examining how educators 
develop and articulate their critical perspectives, readers can gain a more com-
prehensive understanding of the implications of teaching English in a complex 
social and political context. This research not only enriches our understanding 
of teacher identity but also highlights the potential of education as a catalyst 
for social change. Through narratives, Óscar Fernando Abella-Peña facilitates an 
encounter with the self, helping language teachers better understand the con-
nections between their past and present experiences and identify, in the case of 
Óscar Fernando Abella-Peña’s research interest, the origins of critical stances. As 
the reader will conclude, this chapter facilitates the construction of connections. 
It fosters an understanding of who we are and how our life stories have shaped 
the development of our critical identities. Methodologically, the use of narratives 
defends the right not to find similarities but to understand the differences in 
experiences. By introducing the narrative methodology, Óscar Fernando Abella-
Peña also immerses his readers in the conflicts and uncertainties that accompany 
research of this kind. In this sense, the research presents a novel approach that 
diverges from traditional methods and acknowledges the fluidity and subjectiv-
ity inherent in personal narratives. By involving teachers as co-constructors of 
knowledge, Óscar Fernando Abella-Peña’s study challenges hierarchical research 
paradigms and fosters, instead, a participatory and empowering environment.

Sebastián Figueroa-Salamanca contributes the fourth chapter. He presents 
an important reflection on the disbelief and mistrust generated by research on 
aspects of identity. Readers will observe that, according to this doctoral candi-
date, research on aspects of identity is riddled with extractive practices from which 
research participants derive no benefit. Sebastián Figueroa-Salamanca, therefore, 
addresses the Methodological Uncertainties that arise when approaching the 
concept of identity from a heterarchical (as opposed to hierarchical) and dialog-
ical perspective. In the particular case of his research, the author understands 
that the individual is not an object from which information is extracted. His 
research problem explores the understanding of how the identities of bilingual 
science teachers are shaped, as there is a phenomenon in Colombia where sci-
ence classes are taught in English. However, there are very few university pro-
grams that problematize bilingualism and its use in the natural sciences (the 
same is true in other fields of knowledge, such as mathematics and social sciences). 
In the natural sciences, most job offers are for bilingual teachers, which is why 
Sebastián Figueroa-Salamanca is interested in finding out who is responsible 
for these processes within schools, as well as their struggles, experiences, and 
identity decisions. The proposed methodological approach avoids the traditional 
hierarchy between researcher and subject, advocating, as mentioned earlier, a 



Preface. Navigating Methodological Uncertainties of Research in ELT Education

17

Én
fa

si
s

dialogical and heterarchical framework. Through the use of reflective journals 
and roundtable discussions, the researcher proposes to create a space in which 
participants can share their narratives, not as subjects of study, but as co-creators 
of knowledge. This approach recognizes the intersubjective nature of identity, 
in which firsthand experiences and social influences converge to shape the self. 
The thematic focus of his research is novel. In particular, by fostering a space for 
dialogue in which identities can be explored and expressed, it can contribute 
to a more nuanced understanding of bilingual science education in Colombia. 
This effort is not only an academic exercise, but also a personal journey that 
challenges Sebastián Figueroa-Salamanca to reflect on his own identity and the 
myriad forces that shape it, as he is a natural science teacher who teaches classes 
in Spanish and English. Through this work, the path is illuminated for future edu-
cators and researchers, encouraging them to embrace the complexity and dyna-
mism of identity in their pursuits. In doing so, we can collectively move toward 
a more inclusive and holistic understanding of education that honors the diverse 
voices and experiences that make up our global community, where teaching 
takes place in monolingual, bilingual, and multilingual settings.

The fifth chapter presents Andrea Gallo-Lozano’s methodological discussion. 
The study is grounded in the researcher’s personal experience, who, in various roles 
(e.g., mother, graduate student, language teacher), has contributed to the imple-
mentation of institutional language policies at the national level. As the reader 
will see, her research focuses precisely on language implementation and plan-
ning in Colombia. Regarding the phenomenon of bilingualism in the country, the 
doctoral researcher argues that the concept of bilingualism itself is flawed due to 
the myths surrounding it and its monolingual and monocultural understanding, 
which relates not to bilingualism but to the teaching of English and in English. 
However, the focus shifts slightly away from teachers, who are regularly studied, 
and subtly and provocatively moves toward other types of actors (e.g., parents) 
within these language policy implementation processes. As is common knowledge, 
and probably to readers of this chapter, language policies are implemented in a 
hierarchical, top-down manner. That is, those who design the policies write them, 
government entities sanction them, and their implementation is ordered to those 
at the bottom, in this case, mainly English teachers. Andrea Gallo-Lozano aims 
to delve into research that challenges this hierarchical organization and proposes 
a heterarchical principle for approaching the study of language regulation imple-
mentation in a colonial situation. The concept of heterarchy—a system in which 
all voices are equal—challenges the traditional hierarchies that have long defined 
the dynamics of research. This approach envisions a research landscape in which 
participants are co-creators of knowledge, rather than mere subjects. Researchers 
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and participants thus embark on a shared journey of discovery, freeing themselves 
from the constraints of positivist traditions. How does this methodological aspi-
ration work? To answer this question, Andrea Gallo-Lozano draws on the idea of 
the known-subject/knowing-subject in the decolonial framework. As the reader 
will observe, this involves epistemologically transforming the researcher into a 
decolonial negotiator engaged in a dialectical relationship with the research partic-
ipants. At the heart of this proposal lies the tension between obtaining information 
and knowledge, and the idea of producing or co-producing them. The path to 
decolonial research is fraught with challenges. It requires a fundamental shift in 
the way we perceive knowledge and interact with research participants. It is nec-
essary to dismantle entrenched power dynamics and epistemic violence that have 
historically silenced diverse voices. Dismantling requires courage, patience, and 
a willingness to embrace the unknown. Although the path to decolonial research 
is arduous, it offers the promise of richer, more authentic knowledge that honors 
the lived experiences of all stakeholders as Andrea Gallo-Lozano’s study proposes. 
The decolonial perspective offers a compelling lens through which to reimagine 
language policy research. It invites researchers to engage with their subjects not 
as distant observers, but as empathetic collaborators. At this crossroads between 
tradition and innovation, the decolonial approach serves as a beacon guiding us 
toward a more equitable and inclusive future in academia.

The sixth chapter, written by Catherine Benavides-Buitrago, begins by acknowl-
edging the historical existence of epistemological violence, which fails to recognize 
the diverse and several types of knowledge we generate as human beings, all of 
which have the same status. This is a reminder that when it comes to knowledge, 
the concept of power that runs through it cannot be overlooked. By understanding 
this point, the reader will see that it brings tensions to the research processes and 
methodologies chosen to approach a potential answer to the research question or 
the decolonial motivation that gives rise to it. Nevertheless, the picture becomes 
even more complex when we recognize that both researchers and participants bring 
their intersectional identities to the research process. Catherine Benavides-Buitrago 
presents intersectionality as the body-political manifestation of social identities 
that link gender, social class, race, ethnicity, religion, and nationality, among many 
other identity angles. The author argues that in Colombia, intersectional studies, 
particularly in English Language Teaching, are scarce, presenting methodological 
challenges. To address this absence and tension, Catherine Benavides-Buitrago 
draws on the heterarchical and dialectical idea of the known-subject and the 
knowing-subject. Narrative and artistic expression thus become her decolonial 
practice. For the author, adopting this approach involves navigating the delicate 
balance of power dynamics within the classroom, striving to establish a heterarchical 
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relationship in which teachers and students co-create knowledge. By sharing 
firsthand experiences of discrimination and encouraging students to do the 
same, the author fosters an environment of trust and collaboration. This meth-
odological shift not only challenges the traditional hierarchy between researcher 
and researched but also demonstrates the potential of transformative educational 
and research practices. Ultimately, the lesson that Catherine Benavidez-Buitrago 
leaves us with, and this is for the reader to judge, is that it is crucial to analyze the 
best ways to share knowledge with our students, adapting to our contexts. What 
students have to say through their experiences, narrated and expressed through 
artistic means, is more valuable than following a specific methodology that, in 
most cases, focuses the teacher on the teaching process and the researcher on the 
data analysis process, thereby providing a single understanding.

The journeys presented in this book by doctoral students of the ELT in Education 
program of the Doctorado Interinstitucional en Educación at Universidad Distrital 
Francisco José de Caldas, as the reader will appreciate, highlight the profound 
impact of epistemic violence and the importance of resisting its pervasive influence. 
By questioning entrenched norms and adopting diverse research methodologies, 
we can contribute to a more inclusive and equitable educational landscape that 
respects the different knowledge we collectively and individually possess. As this 
collective yet diverse narrative unfolds, it stands as a testament to the power of 
reflection, resistance, and resilience in the face of systemic challenges, offering a 
hopeful vision for the future of education and research in the field of ELT Education.

Bogotá, July 2025
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Chapter 1 
Introducing Methodological Uncertainties 
of Research in ELT Education*

Pilar Méndez-Rivera
Carmen Helena Guerrero-Nieto
Harold Castañeda-Peña
Doctorado Interinstitucional en Educación, Universidad Distrital Francisco José de Caldas

Introduction
This introductory chapter presents the experience of three doctoral professors in 
terms of the challenges faced when educating future PhD scholars in the field 
of ELT (English Language Teaching). The first section revolves around the idea of 
“resistance(s)” and how it has become “creative” through pedagogization prac-
tices. This introduces the Methodological Uncertainties of the doctoral research 
conducted by Jeisson Méndez-Lara (Chapter 2) and Óscar Fernando Abella-Peña 
(Chapter 3). The second section delves into a narrative about how challenging it is 
to methodologically embrace the decolonial turn and the implications this might 
have for critical reflection. This is the pretext to introduce the Methodological 
Uncertainties faced by Sebastián Figueroa-Salamanca (Chapter 4) and Andrea Gallo-
Lozano (Chapter 5) in their doctoral research work. The final section draws on 
a semantic reflection about the word “uncertainty” and how Black feminism(s) 
could nurture the ELT field, presenting the Methodological Uncertainties that 
create challenges for the doctoral research conducted by Catherine Benavides-
Buitrago (Chapter 6).

*	 This chapter is the result of an ongoing research process entitled “On becoming dissertation 
advisors from a decolonial stance: A collective autoethnography (Phase 1: Coming to terms 
with our contradictions),” sponsored by the CIDC, research ID: 20212023.
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Creative and Resistant Pedagogizations

Pilar Méndez-Rivera
“¡Resistencia! ¡Resistencia! ¡Resistencia!” [Resistance! Resistance! Resistance!]. 
This battle cry continues to resonate in my mind, bringing past and current mem-
ories of teachers protesting together to resist educational reforms that are openly 
detrimental to public education. I must confess that I have always admired the 
fervent intensity of public protest and manifestations, even today, when protest-
ing is possible by simply sending a ‘Like’ or a ‘Tweet’ from the comfort of our 
own homes. Nothing compares to the contagious effect of protest marches and 
community empowerment: When you are in the middle of a crowd as part of a 
multitude of people with multiple interests and political agendas (Hardt & Negri, 
2009), you realize that, despite your differences, you are members of a teaching 
body (cuerpo docente). This clarity has accompanied me throughout my whole 
life as a student-teacher, an English language teacher, a vice-president of a teach-
ers’ union, and a teacher educator.

As an English language teacher educator interested in the struggles that have 
joined us teachers together throughout history, as well as in pedagogy as the strong 
bond with other teachers’ disciplines, I decided to leave the ELT field for a while 
to historize teachers’ resistance in Colombia using archaeology (Foucault, 1976). 
However, once I finished this first research, I decided to bring this topic to the 
ELT field in Colombia, noticing the role of resistance in the opposition to linguis-
tic policies and the construction of subjectivities others (Castañeda-Peña, 2020; 
Castañeda-Peña & Méndez-Rivera, 2022; Méndez et al., 2019). This interest 
made room for more works about resistance that have been developed recently 
by other scholars with different approaches and perspectives (Bonilla Medina & 
Quintero Polo, 2021; Mosquera Pérez, 2022; Ortega, 2020).

In my case, the historical and critical approaches for the study of teachers’ 
resistance have helped me to shed light on the fact that resistance acquires differ-
ent senses and meanings depending on the nature of the struggles underpinning 
it (Méndez et al., 2020). Resistance genealogies may transcend specific ends and 
contingent relations, and discontinuities may depict scenarios in which seren-
dipity may occur.

To this respect, I would like to draw attention to resistance practices against 
bilingual linguistic policies in the country that have resulted in the defense of 
teachers’ subjectivities and the government of the English Language Teaching 
field. The contentious nature of this struggle, although it has not taken place on 
the streets, has motivated others to speak up in academic events and publications, 
claiming subjectivities other than the restrictive one of English language instructor.
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Doing research outside of the applied linguistics field was an act of deliberate 
disobedience of the research on discourse in the ELT field. Methodologically 
speaking, I must confess that as a linguist familiarized with discourse analysis, 
the historical turn forced me to analyze discourse by using archaeology. In fact, 
historical discourse analysis gave me new lenses to explore statements beyond 
their linguistic structure. Having said that, it is important to clarify that the ar-
chaeological Foucauldian perspective is not presented as a methodology as such 
but as a toolbox. This means that there is no single way of doing archaeology, 
and that linear time and space as used in traditional historical discourse analysis 
is subverted by the value given to discontinuity and contingency.

Since I have increasingly been witnessing emergent researchers in the ELT 
field using the label of archaeology in specific historical reviews, which incorpo-
rate timelines or periodization, it is my duty to clarify that this is a reductionistic 
and mistaken view on the matter. When accessing dispersed and discontinuous 
statements produced in different documents, some conceptual tools address the 
analysis although they do not determine it. In my work, conceptual tools such as 
subjection and resistance were key components in understanding the construc-
tion of teacher subjectivities. One of the most important aspects of archaeology 
is the identification of discursive formations. As a researcher, you need to train 
yourself to spot different rules of formation that reveal how series emerge, wheth-
er through succession, coexistence, or concomitance. This organization will de-
termine how new statements can be made into themes, concepts, and objects. 
In so doing, instead of looking for commonalities, differences, and cause-effect 
relations, researchers need to explore how discontinuities, regularities, processes 
of eventualisation, thematization, and diffraction give shape to discursive forma-
tions (see Foucault, 1976).

Not used to apologies, I dare to present myself as one of the few researchers 
exploring archaeology to subvert mainstream approaches in research in the ELT 
field, which also nurtures my resistant pedagogizations and open possibilities to 
continue doing research. If there is one positive thing that can be said to be the 
underlying theme of my work, it is that of resistance and its particular configura-
tion in ELT in Colombia. Resistance in our field has not been a linear, open, and 
collectively organized or a strategically planned struggle. In fact, I could notice 
that the contentious nature of the resistance against the National Bilingual Plan 
(NBP) meant to achieve a critical mass that was not so advocacy-oriented before 
the launching of this NBP. On balance, the core of resistance for the government 
of the field entails:
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•	 Affirmation and defense of teachers’ knowledge and expertise to understand 
the teaching of languages, including the importance of Indigenous languages 
for the implementation of any linguistic policy (affirmation struggles).

•	 The political denouncement of the abandonment and broken promises of the 
government while problematizing the poor working conditions to teach in 
Colombia (struggles for the improvement of work conditions).

•	 The political and social denouncement of the marketization of the field and 
the turn to certification to manufacture teachers’ subjectivities in alliance to 
English proficiency tests.

•	 The embodied subjectivity of the educator that resists the mere label “English 
language teacher,” stressing the professional reflexivity towards roles and du-
ties beyond the ELT classroom (struggles of being).

A decolonial view on these struggles and the sense of resistance is much more 
profound and brings to the surface wounds that need to be healed. In my view, 
there are cracks and fractures deeply rooted in these struggles that, once noticed, 
outline conditions of possibility to embrace Creative and Resistant Pedagogizations. 
To me, resistance and creative pedagogizations are those meditated actions that 
subvert and transcend canonical ways of relating to beings, knowledge, and power 
while acknowledging tensions, uncertainties, and contradictions. In this context, 
pedagogization is about conscious transgression and disobedience “to traditional 
and colonized understandings of pedagogy as success/effectiveness to submerge 
in teaching and learning otherwise” (Castañeda-Peña & Méndez-Rivera, 2022, 
working on Walsh [2015]’s view on pedagogy). Research results are food for 
thought in finding ways to embrace resistant and creative pedagogizations while 
trying to connect contents and research interests.

Aware pedagogizations in teaching/doing research are connected to process-
es of comprehension of the effects of colonialism in the ELT field. From a deco-
lonial perspective, much can be done to show what is not seen in struggles of 
affirmation. In my view, there are hidden stories of identity construction in which 
obedience and disobedience to must-be discourses are performed. In this vein, 
little has been said about teachers’ suffering when it comes to complying with 
the conditions to teach English in Colombia. More studies about how teachers 
cope with impositions and must-be discourses are needed. For instance, how 
schoolteachers embrace criticality and how obedience or disobedience are en-
acted. The research work of Abella (Chapter 3) will be illuminating in terms of 
both pinpointing realizations of critical identity and putting problems for em-
bracing criticality into perspective. In methodological terms, Abella will explain 
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his tensions as a researcher not used to creating bonds with his colleagues and 
how new relations have been constructed while conducting this research.

Another work in this volume (Méndez-Lara, Chapter 1) also deals with the 
stories of ELT textbook writers that have been made invisible and their struggles 
in the arena of English language textbook production in the country. We know 
so little about the construction of this identity and the conflicts in authorship. In 
this vein, how personal epistemologies and pedagogies clash with those of the 
marketing environment can be a source to think about the wounds in the local 
production of content for teaching. When it comes to methodological ways of 
doing this research, Méndez-Lara says that some of the difficulties in connecting 
with participants have to do with the conservation of canonical forms already 
established in research processes.

The Bumpy Road Towards a Decolonial 
Perspective in Research in ELT 

Carmen Helena Guerrero-Nieto
Being a teacher in this doctoral program and taking up the challenge of embrac-
ing a decolonial stance has been like traveling to a promised land through a 
bumpy road. However, no matter how challenging and uncertain the road and 
the destination are, I personally have enjoyed every single moment of it.

My undergraduate studies included a mixture of canonical positions and crit-
ical ones. My English language teachers, along with my English didactics’ teach-
ers and my teaching practicum ones, were on the canonical side. Standing for 
the importance of native-like pronunciation, for the rigor of following the teach-
ing methods (designed in the Global North), and for privileging content delivery 
over the human dimension during my teaching practicum were all enactments 
of the colonial/modern legacy of teaching English (Granados-Beltrán, 2022). 
My Spanish language teachers were very canonical, too, but, luckily enough, my 
didactics and my teaching practicum teachers were on the critical side—in fact, 
it was them who introduced me to critical pedagogy, which became, for me, a 
philosophy of life.

During my first years as an English language teacher, I fully embraced the 
canonical/colonial perspectives about what language was for and how to teach it. 
I truly believed in the importance of pronunciation—God forbid one pronounced 
Peter with a soft P!

My MA studies were an eye-opening experience that transformed me as a 
teacher and teacher educator. Everything I had taken as absolute truth was shaken 
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by the lectures, discussions, readings, and overall academic life I experienced at 
that time. This was the first time I had research classes (they were not included in 
my undergraduate plan of studies), and having the possibility to hear, firsthand, 
from real people about real research was a wonderful experience. This marked 
my career, both as a teacher educator and as a researcher, and took me to other 
(fascinating) roads.

I explain all this because reaching a point in which we (I refer to the three 
teachers in this doctoral program) made the decision to move even further in our 
epistemological positions (from the critical to the decolonial) has been, as I said 
in the title of this piece, a “bumpy road”. This is the third volume we publish in 
this series and, at least in my case, I still have more questions than answers, and 
more uncertainties than certainties. This does not mean, however, that I have not 
gained new understandings and learnings throughout this journey. Quite the con-
trary, what this means is that the new understandings and learnings give way to 
new questions and new uncertainties.

By embracing a decolonial stance in research in ELT, our roles have changed. 
Traditionally, research advisors are constructed as erudites who have all the knowl-
edge and are capable of guiding the novice researchers to a safe port without much 
trouble, following a more or less linear and “by-the-book” research approach 
(Castañeda-Peña, 2020). Nonetheless, in this unknown path we have decided to 
take, we all—teachers and students—are learning and struggling with our own 
epistemologies, sets of values, beliefs, experiences, and expectations.

Something we have incorporated into our talks, classes, papers, and other materi-
al—and have invited our students to include as well—is the Locus of Enunciation. 
In canonical/traditional research, particularly postpositivist designs (Merriam & 
Grenier, 2019), the researcher is conceived as a transparent, neutral, objective 
being, totally detached from the phenomena, context, and people they are re-
searching about. From a decolonial perspective, stating who we are, where we 
are standing, and where we are talking from is not only acceptable, but desirable. 
The researcher is not a random person that suddenly decides to conduct a study. 
The researcher is a human being with a personal history that in one way or an-
other is involved with their own research interest. Contrary to the canonical take 
on the involvement of a researcher’s experience as a potential bias, we take up 
the researcher as a key source of information/knowledge (Bonilla & Rodríguez, 
1997). When Andrea Gallo brings to her Locus of Enunciation her own self as a 
mother and as a teacher, along with the experiences that both have afforded her, 
she opens a window into what she considers to be a legitimate research inter-
est and where her quest is rooted. The same is true for Sebastián Figueroa, who 
majored in teaching biology as an undergraduate and decided to autonomously 
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learn English because the job offers he received were to teach biology in English. 
His experiences as a “bilingual” science teacher led him to inquire about the 
identity of others like him.

Along with the Locus of Enunciation and the acknowledgement of the fact 
that as researchers we have everything to do with our research interests and pro-
jects, the place of the knowing and known subjects (Vasilachis, 2009) has been of 
high relevance for all of us. Sebastián Figueroa brings up the tensions he experi-
ences as a researcher who wants to resist the traditional role externally ascribed 
to him as the one who controls everything in the research process, but still 
has not yet figured out how to go about promoting a more horizontal and dia-
logic relationship with his participants. Andrea Gallo is very concerned, firstly, 
with including the known subjects as core participants in her research once she 
found out, through a careful search, that language policies for the most part have 
largely ignored important stakeholders like parents and students, and, second, in 
trying to figure out ways in which she could produce knowledge with them in 
scenarios where they felt respected and valued.

Another struggle, which we have addressed in the previous volume, relates 
to naming names (Guerrero-Nieto et al., in press). We all have embarked on an 
epistemological reflexivity about the terminology that constitutes the field of 
qualitative research, and we have become increasingly aware of the fact that words 
imprison or liberate us. Andrea Gallo takes this struggle to the methodological 
arena by analyzing the ways and procedures through which data is collected 
(or, as Ortiz Ocaña & Arias López [2019] would say, production of knowledge). 
She draws on Ortiz Ocaña and Arias López (2019) to refer to the potential use 
of alternative conversing (conversar alternativo), decolonial negotiator, and 
others, but she also reflects on the feasibility of achieving these ways of knowing 
given the context of her participants. For his part, Sebastián Figueroa has been 
struggling with a theoretical concept: identity. His tension arises from knowing 
that this is a modern concept, but still one that interests him, so the question 
becomes how to explore identity in a way that is detached from an instrumental, 
totalizing, and static concept.

While our students try to come to terms with their struggles and contradic-
tions, we deal with our own. In my particular case, I am distancing from the con-
cept of category, which is widely used when displaying results. To me, category, 
as the name itself indexes, is categorical, finite, generalizable. If we are leaning 
towards a decolonial perspective, does it make sense to think of “categories”? 
My answer at this moment is no. Decoloniality is not about producing/finding 
absolute truths; it is about co-constructing views of the world that are valid and 
current to the people involved. For that reason, trying to establish categories to 
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find patterns and commonalities in the information produced by the participants 
(known subjects) in their interaction with the knowing subjects in order to an-
swer a research question and a general objective seems odd.

In the same line of thought, formulating objectives has become a challenging 
yet mesmerizing task. We are taught that research objectives need to be simple 
(agreed), self-explanatory (agreed), and concrete (more or less agreed). However, 
the type of verbs that we are advised to use are absolute, monolithic, finito 
verbs: Analyze, document, categorize, identify, describe, and so on and so forth. 
Thinking in decolonial terms (contemplating, for example, whether we should 
have a research question and research objectives at all), stating such objectives 
does not seem to fit. I have invited my doctoral students to think of verbs that 
index or mean movement, dynamism, fluidity, that is, verbs that do not mean 
that the researcher has or has found the absolute truth, but verbs that show the 
organic nature of research and the potential for more.

With this, I would like to close this section by stating, once again, that contra-
ry to common sense in academia where chapters, articles, dissertations, research 
reports, and other types of materials attempt to show answers and certainties, we, 
in this decolonial project, are full of uncertainties.

Where There Is a Will, There Is a Way, 
or Is It Decolonial Doing? 

Harold Castañeda-Peña
This series of Methodological Uncertainties of Research in ELT Education from 
the ELT Education Emphasis of our doctoral program focuses on the multiple 
senses that can be derived from its name, “uncertainties.” Such meanings can 
be canonical or can be relativized. Some definitions include, for example: 1) A 
state of disbelief and doubt about what to do or the future, and 2) A feeling one 
might have as something terrible is foreseen to happen. All these definitions imply 
a state which may be mental or emotional and which, in some way or another, 
interrupts an action that may be fixed and “certain.” By “action,” I refer here to 
the investigative methodology traditionally understood as an action on something 
in order to know it. This explains our idea of pairing “methodologies” and “un-
certainties” with the aim of:

Configuring an academic gaze that interweaves scientific reflection with those 
cosmogonies, ontologies, and epistemologies that the modern project sought 
to eliminate, render invisible and stigmatize from 1492 onwards. This artic-
ulation of reason and its outside has given rise to a plethora of proposals, 
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including dialogue of knowledge (Santos, 2010, 2009), contact zones (Pratt, 
1991, 2010), border thinking (Mignolo, 2002), and radical interculturality 
(Walsh, 2008). (Medina, 2020, p. 10)

In our case, part of the interwoven response is based on a revisited concept 
of uncertainty. In the context of the co-construction of knowledge in ELT, 
uncertainty is not an epistemological state of full doubt but rather a demand to 
think about “the methodological work framing it in the critical and disruptive 
spirit of decoloniality” (Medina, 2020, p. 10). Nevertheless, “uncertainty” could 
be an understatement for some scholars, but it is a foundation for a dreamland 
that disobeys the hegemonic organization of ELT teacher education and language 
learning. This implies “generating a grammar of identity-transformation that 
demands recoding the languages and horizons of understanding of analytical 
work” (Medina, 2017).

However, recoding these languages and horizons of understanding analytical 
work is challenging, and so it is in the decolonial interweaving. There is a dan-
ger of falling into the construction of another hegemonic methodological recipe 
book disguised as a simple opposition to the colonial epistemological legacy. 
However, Guerrero (see above) has metaphorically expressed that embracing the 
decolonial turn, from a research methodological perspective, “has been like trav-
eling to a promised land through a bumpy road.” Why is it bumpy? Challenging 
the methodological status quo of methodological research is very uncomforta-
ble, but decolonizing the research methods with which we have been trained 
as teachers and teacher educators could be smoother and more straightforward. 
This places us in the realm of uncertainty.

Consequently, at the core of epistemological “uncertainty” is an incessant 
thinking-in-motion (Castañeda-Peña, 2020) because one size (methodology) does 
not fit all. However, where there is a will, there is a way. This way could be 
decolonial doing (Ortiz Ocaña & Arias López, 2019) with its constitutive actions 
of communal contemplating, alternative conversing, and configurative reflect-
ing. Decolonial doing takes diverse forms in our formative doing. For example, 
Méndez (see above) demonstrates with a historical (archaeological) approach 
how the ELT community in Colombia has “resisted” the national bilingual policy 
since its inception two decades ago in the local education system. This “academic 
resistance” helps to think about invisible subjectivities and identities of language 
teachers that deviate from the mere construction of identity based on proficiency 
levels and standardized instructional practices. This disobeys the core of research 
based on Northern epistemologies that have dominated the field of applied linguistics. 
At the same time, it opens up space for “creative pedagogizations.” Pedagogizations 
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are understood by Walsh (2018) as action-based pedagogies that interweave (i.e., crea-
tively resist) canonical pedagogy to achieve better living conditions for all. Regardless 
of how “bumpy” they may be, resistances are a fruitful epistemological site for 
unlearning and relearning.

I have been engaged for years with multiple feminisms that resonate with and 
resist the decolonial turn. I have also argued that applied linguistics to lan-
guage learning and teaching could benefit epistemologically from feminisms. 
I advocate for gender and sex diversity in language teaching and learning. I agree 
with Nigerian feminist writer Chimamanda Ngozi Adichie that “we should all 
be feminists,” understanding that:

The word “feminist” is so laden with baggage, negative baggage: you hate men, 
you hate bras, you hate African culture, you think women should always be in 
charge, you don’t wear make-up, you don’t shave, you are always angry, you 
have no sense of humor, you don’t use deodorant. (Ngozi Adichie, 2012, p. 11)

This demonstrates that critical ideas about being a feminist have not changed 
much, as they are andro-centrically loaded. It must be acknowledged that gen-
der and sexual diversity not only constitute ways of inhabiting the world but are 
forms of knowledge that should not be dismissed.

“The problem with gender is that it prescribes how we should be rather than 
recognizing how we are” (Ngozi Adichie, 2012, p. 34). Gender prescription is 
something that needs to be unlearned in ELT. Language teachers are not used to 
talking about gender and sexual diversity.

Once, in a graduate class focusing on language and identity for language 
teachers, a male teacher expressed, “I am not making my students gay.” This 
implies, among many other things, not wanting to think about gender and sexual 
diversity. It also indicates a failure to recognize that gender and sexual diversity 
inhabit language classrooms and that language teaching is heteronormative and 
designed only for heterosexual men and women. It could also be inferred how 
ignorant we are as language teachers of systems of oppression that are blind to 
each other; for example, “gender and class are different. [But] poor men still have 
the privileges of being men, even if they do not have the privileges of being rich” 
(Ngozi Adichie, 2012, p. 43). Gender thus intersects (Crenshaw, 1991) or merges 
(Lugones, 2008) with race and class. The idea of intersectionality arises in the 
labor context where Crenshaw (1991) perceived and exposed triple discrimina-
tion and in terms of race, class, and gender when it comes to Black women, but 
not as a totalizing theory of identity. Therefore, and in short, although the term 
arises amid a legal and labor dispute, it feeds a Black feminist movement in the 



Chapter 1. Introducing Methodological Uncertainties of Research in ELT Education

31

Én
fa

si
s

US that resisted the universalizing feminism of white women, and which trans-
lates into profound reflections on the “excluded others” within the excluded. 
Intersectional identities in ELT are a reasonably new topic:

There is an apparent lack of studies in Colombia that include the intersection of 
diverse social identities and how this intersection can affect students’ learning 
of English. Diverse social aspects or categories can be worked on with students 
in the classroom to improve how they see themselves as diverse with multiple 
intersecting identities but with equal rights. (Benavides-Buitrago, 2023, p. 138)

Consequently, intersectionality becomes a fertile topic to address in ELT, simul-
taneously implying Methodological Uncertainties for researchers. Likewise, this 
means an epistemological reflection because there are studies that embrace 
intersectionality issues related to native speakerism (Lawrence & Nagashima, 
2020) and the process of becoming language teachers of color (Amos, 2013; 
Cheruvu et al., 2015) that contribute to broadening not only the concept but also 
its recognition in ELT. The work introduced by Benavides-Buitrago (Chapter 6) 
explores the use of visual narratives in an intersectional EFL research study, and 
asserts that:

It is necessary to think about decolonizing methodologies when conducting 
research. It is imperative to see that this can become a cooperative process in 
which we can all be participants and researchers co-constructing knowledge, 
not merely knowing and knowing subjects, researchers, and research from 
which a question will be resolved. (p. 93 of this book)

This places Benavides-Buitrago on a “bumpy” road of thinking-in-motion where 
there could be future creative pedagogies through the use of visual narratives: a 
very uncertain road.
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Chapter 2 
ELT Textbook Writer Ideologies on 
Textbook Creation:  
An Auto-Ethnographic Study
Jeisson Méndez-Lara
Doctorado Interinstitucional en Educación, Universidad Distrital Francisco José de Caldas

Introduction
This chapter will begin by outlining the challenges I face as a teacher-researcher 
in formulating a research design to investigate the difficulties, perspectives, ac-
knowledgement, and rights of ELT textbook writers involved in the production 
process. I set out to find the disputes that occur between the big publishing 
houses and the Colombian ELT textbook writers’ struggles of the self, recognition, 
rights, payment, and other aspects to be considered hidden in the arena of ELT 
material production in the field of ELT Education. In this respect, I present the ELT 
writer as a subject who in the publishing process can be subjected to the market 
needs and requirements or in which I can be able to find other types of disputes. 
It is important to mention that from a Foucauldian take on the subject, the ELT 
writer as a subject is not completely subjected because they can find subtle 
forms of resistance, such as teacher subject-writers who can provide a range of 
identity options for learners who use textbooks without the need to trust what big 
publishing industries present as the valid knowledge required to teach English.

I find that the ELT writer’s subjectivity could be relevant in terms of the extent 
to which they can accept or reject what is included in the textbooks. Subjection 
can take place when the writer wants to ascribe identities and claim identities, 
depending on whether the writer as a social actor is active or passive in the 
process. Regardless of whether they acknowledge it or not, ELT textbook writ-
ers are influenced by the conditions they face during the production process.  
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This includes both embracing certain ideas from hegemonic practices and chal-
lenging previous instances of imperialism that they have identified. These influ-
ences can be observed before, during, and after the publication process.

The configuration of the writer as a subject is determined in three dimensions: 
knowledge, power, and subjectivity, the latter a reflection of the way the subject 
understands and expresses itself depending on the context (Foucault, 1979). In 
this section, I will examine how ELT textbook writers strive to present a more 
balanced perspective of the world. However, their efforts are often hindered by 
market demands and editorial restrictions, preventing them from incorporating 
their own personal experiences, thoughts, and academic backgrounds that are 
relevant to the specific context. This resistance against conforming to the indus-
try’s imposed framework is a challenging path for ELT textbook writers who wish 
to publish material that goes against the grain. With big publishing companies 
dominating the market and absorbing independent textbook companies globally, 
the author who is critical of the colonial power dynamics at play not only partici-
pates in the editing process but also resists to becoming subjected to it.

This chapter will be divided into four sections. To begin, I will utilize an auto-
biographical statement to highlight my perspective on my research topic. Next, 
I will examine the role of ELT textbook writers and their relationship with large 
publishing companies, aiming to uncover the colonial power dynamics present 
in this industry. In the third section, I will argue for the need to decolonize the 
research methodology and reflect on the potential challenges and uncertainties 
that may arise from this approach. Fourth, I will highlight contributions reflecting 
on ELT textbook writers. The writer will highlight contributions reflecting on cur-
rent, innovative, and uncertain methodological topics within each area of work 
that deserves further exploration.

The Road I Have Traveled
In the Latin American context, English language teachers have consistently 
encountered various aspects of English language education, such as teaching 
methods, curriculum frameworks, development of materials, and standardized 
tests. These aspects are tailored to cater to students at different proficiency 
levels ranging from A1 to C2, following the Common European Framework 
(CEFR) standards or the English Proficiency Index. Teachers are consistently 
exposed to a range of resources, including teacher training programs, language 
textbooks, and digital materials. This was true for my education as an ELT 
teacher and for my colleagues. In effect, these institutions often rely on and 
implement these teaching materials to guide their students, making it difficult 
to escape reliance on such tools. Most of the time, these ELT textbooks are 
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being provided by the publishing houses which are well recognized as the 
end-all, be-all in the field of teaching English.

It is not without reason that our profession “has seen one method after an-
other roll out of Western universities and through Western publishing houses to 
spread out all over the world” (Kumaravadivelu, 2006, p. 20). In various instances, 
teachers from different countries and cultures have been consistently told that 
there is one specific method that is deemed correct and that their role as teachers 
is to either adjust this method to suit their learners or modify their learners to fit the 
method. In this sense, as ELT teachers, most of the time we don’t know who the writer 
who designs the textbooks is, the struggles they might face during the editing 
process, the time they must spend designing what they consider to be relevant 
to include in the textbooks, or the perceptions students and teachers have when 
they see that the ELT center-produced textbooks marginalize the majority in a 
manner students and teachers managed and maintained with the hidden idea 
of propelling the hegemonic power structure in the textbooks distributed world-
wide, among other aspects unveil in the editions process.

I stand as a nonnative English teacher who teaches at Global South univer-
sities in a Latin American context in Bogotá, Colombia, the place where I was 
born and where I have lived up until the present, and which is generally not 
seen by scholars in the Global North as a choice of place to study. As Sugiharto 
(2020) has claimed, a specific locus of the enunciation has shown that schol-
ars outside the Global North territories can engage in and negotiate established 
knowledge prevailing in global academic publishing—they are not unreceptive 
consumers of dominant scholarly knowledge (p. 6). I became a teacher at a very 
young age, and I was sent to work in different educational settings as English was 
the tool to teach subjects in areas related to business, gastronomy, law, engineer-
ing, and the faculty of education. This experience exposed me to the way English 
reinforced the notion that it did not matter if I had a deep understanding of the 
specific subjects I was teaching, as long as I could teach them in English, particu-
larly in the context of English for Specific Purposes (ESP) programs. I taught on 
subjects I have just seen in the curricular programs, I accepted the challenge as I 
needed to improve and face what the market offers. In that sense, I learned from 
different subjects, but, at the same time, I had a fondness to work on materials as 
they were used as the teachers’ guide book to be able to teach any subject in the 
places I was; as mentioned, I did not know much about the subject matter, it was 
just because I speak the English language.

The challenge I faced was not easy. It was time-consuming to prepare each 
lesson so as not to make mistakes, as students knew their field of study quite well 
but lacked the use of English in their field. This experience led me to find value 
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in the materials themselves. They not only helped the students but also allowed 
me to learn more about academic disciplines. These textbooks became tools for 
my own development, helping me become a better language teacher by under-
standing how English is applied across different fields. However, as I used the ELT 
textbook in each lesson, it started calling my attention to how they present high 
epistemological racism and dominant knowledge, I noticed how the textbook uses 
images from the North as the ideal world to live in, and, in contrast, the South 
countries as marginal places with a lack of opportunities. As Kubota and Lin (2006) 
state, the field of teaching English to speakers of other languages brings people 
from various racialized backgrounds together in the teaching, learning, and research 
created by teaching English worldwide.

This has been the case in my own process, where I have gained not only expe-
rience but also a deep passion for teaching, which has brought about numerous 
inquiries, challenges, judgements, declarations, and opinions regarding the role 
of language teachers. These teachers find themselves in a unique position—they 
are valued for their ability to fulfill various roles within university faculties, yet 
they remain invisible in the eyes of the institution. They are seen as outsiders, not 
belonging to the field of study. They are often despised, viewed as obstacles in the 
pursuit of a diploma that students have been eagerly waiting for, especially in 
programs where students not only learn pedagogy but also aspire to become lan-
guage teachers themselves. These students observe and imitate the teaching prac-
tices of their program teachers, gaining valuable insights from their experiences.

The language teacher dedicates plenty of time trying to fit in places where they 
are not accepted but who tries to be visible and try to be part of the machinery 
of globalization, the teacher who tries to be alive and keep fighting against 
hegemonic forces with curricular plans, standardized tests, materials, and text-
books which are linked to native speakerism which promotes the native speak-
er’s presumed language competence, learning styles, communication patterns, 
conversational maxims, cultural beliefs, and even accent as the norm to be 
learned and taught. (Kumaravadivelu, 2014, p. 8)

Research Interest
In Colombia as elsewhere, ELT has been developing steadily over the past fifty 
years. Most Colombian public and private universities have departments dedicat-
ed to teaching English to train students to become English teachers or just to learn 
a second language. Learning English is seen as crucial to gaining and maintain-
ing a competitive position as a professional, because of what globalization ideas 
bring to the Global South.
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Despite the advances, one critique that persists is the use of ELT textbooks as 
they play an important role in shaping people’s language use in ESL or EFL con-
texts, especially where people’s exposure to the target language is limited, and 
where many educated people, including teachers, regard English grammar books 
as their authority (Gray, 2010). I aim to conduct an innovative study that sheds 
light on the role of ELT textbook writers, challenging the dominant influence of 
international publishing houses in shaping the teaching practices of local English 
language teachers. I intend to explore the process of becoming an ELT text-
book writer, particularly from the perspective of Colombian educators. By 
doing so, I hope to demonstrate that anyone can contribute to the creation of 
ELT textbooks. Teachers and users of the language perceive the content of these 
textbooks as laden with alienating elements, superficial cultural aspects, and tools 
that reinforce submissiveness. This perpetuates the dominance of English-speaking 
cultures and hinders the promotion of interculturality in contexts where English is 
taught as a lingua franca. This doctoral research seeks to explore the hegemonic 
disputes that take place in ELT textbooks before, during, and after the publication 
process where the controlling power of involved groups in developing a textbook puts 
the ELT textbook writer in an uncomfortable position in which they must accept the 
job in those terms or just abandon the work done, as, in some cases, the industry 
finds another writer to complete the task (Atkinson, 2020).

I identify myself as an ELT textbook writer who, in the past, unknowingly 
perpetuated colonial practices by relying solely on existing textbooks and 
incorporating information that was deemed valid and relevant for pedagogical 
purposes. I have come to realize the need to challenge and decolonize the materials 
I create, as they often reflect the dominance of certain cultures. Kumaravadivelu 
(2008) critiques linguistic colonialism by challenging Western cultural concepts 
such as assimilation, pluralism, and hybridity. He emphasizes the importance of 
developing a “global cultural consciousness” (p. 164). The author acknowledges 
the importance of cultural realism in promoting cultural understanding in a 
global society and sees it as a positive development for learners. In this vein, 
Pennycook (2007) mentions that the conjuncture between ELT and colonialism 
has had long-lasting effects on the theories, practices, and beliefs of ELT: From 
classroom practices to beliefs about the cultural makeup of our students, many 
aspects of ELT reproduce cultural constructs of colonialism which most of the 
time are presented in ELT textbooks. This is evident when textbooks include 
cultural aspects as if they were celebrated worldwide—for example, celebrations 
of Valentine’s Day or Halloween—but they do not mention cultural practices 
from the country where the book is distributed or commercialized.
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Methodological Uncertainties
Despite the body of Methodological Uncertainties described in this section, little 
is known about the ELT textbook writer: The literature about their struggles when 
designing material is scarce, as is information about the process of finding, col-
lecting, and gathering information about the ELT writer. In this regard, adopting 
a non-methodological approach can potentially assist me in challenging the con-
ventional methods and procedures typically used for data extraction. By doing so, 
I can avoid potential biases or limitations that may impact the results I aim to un-
cover. This approach reduces the possibility of altering or contaminating research 
results findings that comes with the use of traditional data collection methods.

The position explained above could be thought of from a colonial position 
that presents how I carry out other types of research, but I want to find the trace 
of these years to attempt to understand the resistance, struggles, and historical 
perspectives of ELT textbook writers for their constitution as subjects, their catego-
rizations, personal and institutional relationships, ideology, and politics involved in 
the whole process. Drawing on Ocaña and López (2019), I propose a decolonial 
doing in which a reflection can be made from the configurative and alternative, 
thinking about my research and more specifically a methodology detached from 
traditional and imposed models in which research has worked on the formulation 
of problems to give answers successfully. Furthermore, in this process, I can learn 
how the subjects are not objects. I can learn from them, make them visible during 
the entire process, allow them to be part of the research, and, through the process 
of objectification, focus on deconstructing, disarticulating, and conjuring the ob-
jects. Indiscipline methodology will involve many challenges for those who may 
be my subjects, but it will be a learning process where I will not be the one who 
has the knowledge or can work as the researcher figure. My desire is to carry out 
the research without the power relations as a research subject and get rid of the 
notions of what it means to be a researcher.

Taking into account the conception of the characteristics, elements, beliefs, 
and practices of this proposal to adopt the epistemology of the known-subject 
as the foundation of qualitative research, I can distance myself from the role of 
the knowing-subject—a role I have taken on many times—who possesses knowl-
edge, collects data, and works without the presence, questions, observations, 
interpretations, and representations of the subject. I want to enhance the identity, 
dignity, and freedom of those who contribute to my research process.

By studying the known-subject as an active part in the cooperative construction 
of knowledge, I not only manage to obtain the data that is relevant to the study of 
my project, but I can also get the subjects of my study to be seen in their forms, 
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knowledge, and human dimensions. This will ensure that the ELT textbook writers 
who will serve as subjects for my study are not seen as mere instruments to be taken 
advantage of or used to extract personal information, but as a co-constructors of 
the decisions that will be made throughout the process. Thus, instead of a power 
relationship, I intend to create a dialogic collaboration between peers, where 
the narrative emerges as a conversational exchange between author and subject.

Naturally, I see challenges during the process of collecting data, but working 
with ELT textbook writers who have a lot of knowledge about the publishing pro-
cess and procedures is more of an opportunity than a challenge. Not only will 
I be the one to unpack those unveiled voices from ELT writers in the inner and 
outer circle, the difficulties they face under the publishing process, and the inter-
pretations or categories that are constructed in the cognitive interaction between 
the epistemologies of the knowing and the known subjects, but I will also strug-
gle with analyzing how colonial practices are to be unveiled through the ELT 
textbook writer, and I will work with subjects who have shaped their subjectiv-
ities—and westernized worldviews—in geopolitically and colonially produced 
historical and sociocultural processes in the construction of their own identities.

Subjects who are influenced by their social backgrounds, experiences, and 
discourses may encounter certain challenges during the development of the pro-
ject. Therefore, it is important to examine the identities assumed by authors of 
English Language Teaching materials during the editorial process. Furthermore, it 
is crucial to investigate how these identities are affected by the various research 
contexts in which ELT textbook writers operate. What does it mean to adopt the 
identity of an ELT textbook writer? What responsibilities does this identity entail 
within the ELT textbook industry? Are ELT writers aware of the processes within 
and outside of the publishing industry? Are they restricted to conforming to what 
they believe should be published? Do they work independently or as a part of 
a team that determines global publications? Are they mindful of the impact that 
the representations they present will have on others’ ways of thinking? Do they 
recognize the abstract and invisible exercise of aggressive dominance and ex-
pansion of power? Are they familiar with the hegemonic power structure preva-
lent in textbooks? These questions may be met with resistance from subjects who 
have internalized intellectual colonialism, making it necessary for them to emo-
tionally put themselves out there in order to be decolonized as research subjects 
situated within their specific contexts, times, and research subjects.

I plan to conduct semi-structured interviews with ELT textbook writers from 
both the inner and outer circles. This means interviewing writers who have ex-
perience working in international publishing industries and have been involved 
in the entire textbook production process. Additionally, I want to interview ELT 
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textbook writers who have had the opportunity to create materials without being 
affiliated with a large publishing house. These writers can provide insights into 
the challenges they face throughout the process until the textbook is released.

To ensure a comprehensive understanding of the writers’ perspectives, I will 
use a combination of semi-structured and structured interview questions. This 
approach allows for flexibility in formulating additional questions and encour-
ages a constructive dialogue with the writers. I plan to interview at least three 
or four Colombian ELT writers who have worked both within and outside the in-
dustry. The objective of these interviews is to gain a deeper understanding of the 
writers’ perspectives by asking open-ended questions, rather than limiting their 
responses with closed-ended ones. The interviews will be more conversational, 
allowing for a framework that explores narrative strategies and the extent of the 
ELT writer’s voice and authority in the development of the textbook.

This type of construction is conducive to consolidating certain deficient prac-
tices, prejudices, and stereotypes that ELT writers know, while at the same time 
strengthening or weakening local or national awareness. As Santos (2016) notes, 
the deliberate destruction of other cultures and the destruction of knowledge 
have permeated the way our local knowledge is displayed, as has happened in the 
North; this epistemicide, which is the destruction of the knowledge and cultures, 
leads to what Santos (2016) names as ‘‘the incompleteness of knowledge.’’ Not 
only has this erased the memories but also the manner in which one relates to 
others, thinking they are superior just because they come from these colonial 
dominating countries. On the other hand, there is a resistance from the ELT writer 
to follow the practices imposed by the Western view of the world, the oppor-
tunity to have a decolonial turn in which the ELT writer can understand the 
world in a much broader way than the Western understanding of the world. As 
stated by Soto-Molina and Méndez (2020), the concepts of linguistic colonialism 
and cultural alienation are evident in ELT textbooks, where content is often pre-
sented with a high degree of cultural detachment, superficial cultural elements, 
and ideological bias favoring submission to dominant cultures. These textbooks, 
typically authored by writers from inner-circle (i.e., dominant English-speaking) 
countries, tend to replicate hegemonic models of what it means to be a ‘good’ 
language learner or teacher. They prescribe characteristics and behaviors aligned 
with dominant cultural norms, while marginalizing local or alternative perspec-
tives. In response, I propose working within a framework of uncertainty as a re-
flective and critical space to address and challenge the geopolitical reproduction 
of epistemologies that have been historically imposed by academic centers of the 
Global North onto the Global South.
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In the same vein, Pennycook (2003) states that colonialism as a consequence 
of linguistic imperialism perpetuates a set of discourses and practices that pro-
duce a submissive or dependent culture (the ignored culture) while increasing 
their own set of cultural values (the valid culture). This linguistic colonialism has 
often been part of both the material and the methods proposed by ELT textbook 
writers.

During the course of this research, I may encounter epistemic violence, which 
raises questions about my study and research interests. This is because ELT text-
book writers are often assigned dual roles that involve their relationship with 
publishing houses. Firstly, they must navigate the process of making themselves 
visible during the publication process, which includes the challenge of including 
all their ideas and thoughts in a textbook. Secondly, they may be constrained by 
publishing houses, which dictate what can be published, forcing the writer to 
conform to market demands, as the failure to do so can result in the writer being 
marginalized in the ELT textbook process.

The ELT textbook writer presents an ongoing system of power relations that 
perpetuates the repression of cultures. This settler-colonialism presented in the ELT 
textbook writer has been perceived by the regions of the world where colonialism 
has occurred, a trend that became evident to me after analyzing sixty research 
articles by Lamanna (1988), Timmis (2014), Harwood (2014), and Núñez-Pardo 
(2020), among others, where the ELT textbook writer is displaced over the years 
by the market. This colonialist exploitation can affect ELT writers who have been 
exploited to fulfill a task and, at the same time, have been stripped of the power to 
make changes in their texts, instead being subjected to the parameters, guidelines, 
and standards of editors and the publishing industry at large.

The implementation of co-heterarchical research in my study involves ex-
ploring how ELT textbook writers work together in a strategic setting where indi-
viduals who cannot be governed by conventional means can come together to 
collaborate and support each other. This collaboration is not fueled by the need 
for personal recognition or the desire to assert dominance based on superior 
knowledge. Instead, it focuses on seeking collaboration, empathy, and diverse 
perspectives. On the other hand, researchers sometimes tend to dominate, exert 
power, and seek authority, which goes against the principles of co-heterarchical 
research. To address these challenges, I aim to adopt a co-heterarchical research 
approach that challenges the traditional hierarchical structures prevalent in sci-
entific practices. These structures have been in place for over a century, where 
one hierarchy of power governs over others through a basic system. My chal-
lenge lies in using language that opposes the ideas of global capitalism, which 
often perpetuates unconscious participation in practices that indoctrinate us into 
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conforming to the world system. Castro-Gómez and Grosfoguel (2007) propose 
a language capable of thinking of power systems as a series of heterogeneous de-
vices linked in a network of complex, heterogeneous, and multiple processes. It is 
here where the multiple devices of power within that network make it possible to 
break the autonomous domains of some devices and thus make them disappear. 
This entails being able to interact with the ELT textbook writer not from the in-
terpretative (rational) exercise of the social representations (social stigmatization 
of their profession) and knowledge (significant experiences) of the subjects, but 
from their sensations, intuitions, challenges, issues of power, and emotionalities.

Another challenge lies in how to remove the veil over our eyes by underes-
timating the role of the symbolic when hierarchies are formed inside the pub-
lishing industries. In academia, they are known as colonial or modern. We see, 
for example, some components of resistance against performing the identity of 
the author. In a sense, the ELT field has been governed by the abuse that is being 
done in peripheral territories to have dominion over the practices that take place 
in the classroom. The ELT field plays a role of authority but an authority that comes 
in the form of subjection through the different hierarchies that we see in power. 
Bourdieu and Foucault approach this role critically and develop their perspective 
in each of the instances of relations of command and obedience in societies with 
a hierarchical order.

Furthermore, I will face some Methodological Uncertainties, mainly dealing 
with ELT writers who have lots of experience teaching, creating material, and 
researching. They will ensure that constant dialogue and negotiation are being 
held during the whole research exercise. I am looking for an interaction where 
we can share ideas, advice, and assistance that not only serve as a great help to 
my research but that can also be helpful to others. I will involve participants who 
are well-known not only because they have created a big name in the field of 
ELT education but also because they have played important roles in the research 
field, and this will enrich the project and create a collaborative environment 
between the participants and me as a researcher.

Future Directions
The institutional character of the participating voices in the research seeks to 
transcend the interpretative tradition that arises in a hierarchical relationship by 
reducing the subjects of the investigative process to mere informants. In that 
sense, speaking with others will be one of the strengths in my study to the ex-
tent that I can approach knowledge from a perspective of revolutionary critical 
thought from the ELT textbook writer, understood as knowledge that is plural—
not universal—because it takes differences into account.
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I will take into account the dimension of power present in every illocutionary act 
during the intervention, recognizing that each narrative expression from the participants 
Colombian ELT textbook writers may reveal traces of inequality and hierarchy. These 
dynamics shape the positions from which each ELT writer, and even the researcher, 
speaks or narrates, potentially reproducing hegemonic discourses that can be 
identified or evidenced in the process. In this sense, sharing the construction of the 
narratives of the ELT writers will reveal the ideologies that subjects have towards 
the creation of ELT textbooks, the teaching and the learning of English as a way 
to situate the perceptions and interactions they have with the information placed 
in textbooks. I will work with the narrative in three aspects. Firstly, I thought of 
trace back all the material produced by Colombian ELT textbook writers, and, 
depending on the information gathered, I will delimit the years until the present. 
Secondly, I will place an incidence on the ELT Colombian writers and some in-
formation that those textbooks can provide about the textbook writer. Lastly, I will 
discuss the ELT textbook writers as the emotionality and desires of the interactions 
contained in the writers’ narratives to enhance knowledge production, as stated 
by Morris (2009) subjectivity can be appreciated as a resource, and the authorship 
of the ELT textbook writer conceptualizes a process to recognize the distinctive 
perspectives of different collaborators in textbook creations. Understanding dis-
course as intersubjectively situated opens a space for the subjects (ELT textbook 
writers) and myself a researcher to bring their/our perspectives into conversation 
within the narratives.
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Chapter 3 
Uncertainties in the Exploration of 
Methods to Problematize the Critical 
Identities of English Language Teachers*

Óscar Fernando Abella-Peña
Doctorado Interinstitucional en Educación, Universidad Distrital Francisco José de Caldas

Introduction
English language teachers’ identities have been an important issue for under-
standing who we are, what we do, and the way we perceive our practices and 
roles in the educational context. In Colombia, teachers’ identities are influenced 
by social, economic, political, and cultural characteristics that we face day by 
day and which demand critical standings. That is why criticality is a constitutive 
part of our discourses and the way we perceive ourselves, and it defines our con-
siderations when it comes to teaching the English language. Narratives constitute 
an important poststructural method to explore teachers’ identities, and I have 
narrated my life every time I have been asked to share my perceptions in relation 
to teaching and to education. For example, I find that there is a connection be-
tween my Locus of Enunciation and some events in my life that occurred in the 
educative context of Bogotá—not only as a teacher, but also as a student—that 
have defined me as a critical English language teacher.

That is why I am interested in problematizing how the critical standings and 
discourses that we expose and exercise as practices inside and outside the classroom 
unveil particularities in our identities, and how, by narrating our histories and 

*	 This chapter draws on the epistemological reflections about my doctoral research study that 
investigates ELT teachers’ construction of critical identities. This doctoral research proposal was 
approved by the Consejo Académico del Doctorado Interinstitucional en Educación (CADE) at 
Universidad Distrital Francisco José de Caldas.
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stories, it is possible to understand the role of our subjectivities as constitutive in our 
critical identities. I am interested in moving from comparing who I am with what 
other teachers do, to making connections and appreciating differences, in order to 
build knowledge along with others. To understand what has been researched in this 
sense, I have found that little has been explored in relation to critical identities, 
and I have identified three trends: this type of studies have implemen.ted critical 
reflections, some have observed criticality in the teaching practice as content in 
courses or programs for in-service and pre-service teachers, and others show that 
there is a connection with how language teachers embody a critical identity to 
confront power relations and exercise agency in our practice.

My proposal, then, consists in inviting other teachers to narrate our lives, 
starting from our pasts, going through our pre-service teaching experiences up to 
our present, but focusing on the events that could have influenced our criticality 
in our identities as English language teachers. The invitation will include the 
implementation of the arts as a means to construct the narratives. Understanding 
our critical identities will be important to the ELT field because it will allow us 
not only to have a picture of how we develop who we are in relation to our 
critical standings in a socially convulsed context such as the Colombian one, 
but also to be aware of our practices in relation to the subjectivities that we have 
built around the teaching of the English language.

Locus of Enunciation
I have reflected that, as a teacher, my practices were influenced by a modern and 
positivist way of understanding the teaching of the English language, but I am now 
moving around “specific forms of skepticism and epistemic attitudes out of which 
certain critical questions and the search for answers are generated” (Maldonado-
Torres, 2011, p. 1). To contextualize, and as a decolonizing exercise, I would like to 
speak in this first section from my geo-political and body-political location, that is, 
to share my Locus of Enunciation (Grosfoguel, 2011). It has a lot to do with some 
events in my life that occurred in the educative context of Bogotá, not only as a 
teacher, but also as student, and with how those moments in my history, which 
I call stories, relate to the place from where I am speaking now. By declaring 
my Locus of Enunciation, I am recognizing the importance of decolonizing my 
knowledge and confronting the epistemological standings that have influenced 
my teaching practice (Diniz de Figueiredo & Martínez, 2021).

The first determining story in my history occurred when I experienced a 
non-traditional educative practice as a student. During the third, fourth and fifth 
grades, my teacher promoted an education in which the experience was the core 
of learning, and, rather than imposed rules, we agreed on parameters to coexist, 
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learn, and be happy. The classes included decolonial content that provided a 
new lens through which to view topics, often contradicting what was presented 
in other classes. That was, for example, the first time somebody told me a dif-
ferent story about the so-called “discovery of America,” one that recognized the 
existence of Indigenous peoples that historians had erased from the history books 
and classes. During these years, there was no need for uniforms, manuals, or 
obligations. The second story took place when I started and finished high school. 
I only went to school from the sixth grade to the eighth grade. Then, after finding 
that it was a traditional and completely different scenario in comparison to my 
experience in primary school, I dropped out. Consequently, I understood that I 
wanted to be the teacher I never had in secondary school, and after almost five 
years of focusing on music in an informal way, I decided to take the Icfes test to 
validate my high-school degree and then become a teacher. Today I am a graduate 
in basic education with a major in English from the Universidad Distrital Francisco 
José de Caldas, a Master in Education with an emphasis in English language 
didactics from Universidad Externado de Colombia, and a teacher who has been 
working for eleven years now at Marruecos y Molinos Public School in Bogotá.

The opposing and contradictory experiences I lived as a school student determined 
my critical positions in relation to public education in Bogotá, which I summarize as 
follows: Students do not go to school because of an inner and authentic motivation; 
most of them just fulfill a social requirement, and they are pushed by the system to 
embody a student identity. What is considered “normal” is that you have to go 
to school during certain years of your life to “become somebody,” and the school 
is the institution that is going to take your empty self and fill it with the knowledge 
that is required to become a professional. I have identified a lack of interest in 
learning the English language in my students because the school’s sociocultural 
context does not require its use. Since 2010, when I became a member of the 
Molinos neighborhood community, I have been looking for ways that allow my 
students to feel like the English language is not complicated, and that it could 
be something useful and meaningful for them, so that they can find an intrinsic 
motivation to go to the school. By “useful” I mean that my students can use English 
to understand, reflect, and communicate about their lives and the issues they face 
every day. The social context in Bogotá, in which there are economic, cultural, 
and political issues that affect students’ lives, demands education from public 
schools that facilitates the development of citizens who reflect upon the elements 
that students are part of. In my opinion, teaching the English language should go 
beyond the language and become a means to learn and reflect about those issues 
from a critical perspective. Therefore, I have tried to favor the development or 
enhancement of argumentative skills so that students can adopt critical positions 
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in relation to the events of their contexts. In sum, my intention has been, based on 
Freire (2000), to make the learning of this language, rather than an act of transmitting 
grammar rules, an act of cognition in which the English language becomes a means 
that students exercise to understand and communicate in relation to their lives.

My critical positions have been an issue because for years those opposing 
school experiences that are part of who I am as a teacher built a binary percep-
tion of the teaching practice in me: the traditional versus the innovative, the bad 
practices versus the good practices, the old teachers versus the new teachers, the 
bad ones and the good ones, the ones who resist and the ones who obey. This 
binarism, plus different practices that were taught to me as the “correct and ap-
proved ways to teach,” influenced my relationships with other teachers because, 
somehow, I used to feel that the ones who did not exercise their teaching like me 
were enemies and colonizers because they were part of that traditional educa-
tion. Turning to a decolonial perception of the teaching practice has broadened 
my perspective and my epistemological standings, but also my practices as a 
teacher inside and outside the classroom, including my relationships with other 
teachers. This has allowed me to understand that there is no such binarism, but, 
instead, there are differences, and those differences come from the variances in 
each person’s stories. These reflections have triggered my interest in understand-
ing how our histories and stories develop critical identities, and how we exercise 
them in our practice, both inside and outside the classroom.

Research Interest
As I mentioned, criticality has been a transcendental element in my construction 
as a teacher and it crosses my life, affecting the way I perceive pedagogy, edu-
cation, the teaching of the English language, myself, my profession, my practice, 
and other teachers. My understanding of criticality is influenced by the critical 
pedagogy proposed by Freire (2000), who discusses the banking model of educa-
tion and the dehumanization of teaching in an attempt to generate critical aware-
ness among teachers and learners in relation to the way education is traditionally 
conceived. I believe I have a critical identity that has been developing since 
my experience as school student, and that has had an impact on my practice 
to this day. We as teachers shape our identities based on elements such as our 
experiences and the way we understand pedagogy, as well as what we learned 
as pre-service teachers and even the influence of media images (Franzak, 2002).

Given that criticality is a core element in the way I perceive myself as an 
English language teacher, I have reflected on the relationality that exists between 
who I am and what I do, as well as the practices of my colleagues. I have observed 
distances and differences in relation to the teaching of the language, and, more 
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generally, the way we conceive the purposes of education—which have generat-
ed tensions among some of us and can be observed in our practices inside and 
outside the classroom. By “inside the classroom,” I mean the situations, relations, 
and discourses that usually occur with our students while we are focused on the 
teaching and learning of the language itself. By “outside the classroom,” I refer 
to the situations, relations and discourses that usually happen in contexts such 
as teachers’ meetings, where there are discussions and dialogues that reveal our 
considerations about the teaching of the language and to the education field in 
general. Both contexts constitute us as teachers and define who we are, what we 
do, and how we perceive ourselves in relation to our practices.

My research interest is to problematize how the critical standings and discourses 
that we expose and exercise as practices both inside and outside the classroom 
constitute our identities, and how our histories and stories define the way we per-
ceive our critical selves. I also want to understand the impact of our subjectivities 
on the construction of a critical identity. I am interested in moving away from 
comparing who I am with what other teachers do and towards making connec-
tions and understanding who we are and how our life stories have influenced the 
construction of our critical identities.

Methodological Uncertainties
There are many studies in the ELT field that have focused on identities and many 
others that have explored criticality. It is important to see the methods that have been 
implemented in these studies so that I can give shape to my own proposal. I believe 
that researchers need to be very careful when it comes to problematizing teachers’ 
identities, because this category is directly related to personal stories that, at the 
same time, are loaded with emotions and feelings and need to be interconnected in 
order to understand how we build our identities. Additionally, criticality requires 
reflections that explore what constitutes who we are, our discourses, and our actions. 
In my case, for example, I summarize the following elements as constitutive of my 
critical identity: a non-traditional and enriching experience during primary school, 
followed by an opposite experience and my consequent decision of dropping out 
before starting eighth grade in high school, and the construction of my subjectivity 
during my teaching experiences at a public school in Bogotá. Critical identities 
may be observed and understood by crossing the narrations of someone’s life and 
the reflections they arouse. I believe those stories shape an identity traversed by 
criticality, which can be observed in teachers’ discourses and practices.
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I understand identity as what results “from processes of (public) political nego-
tiation through discourse (and/or other semiotic systems) within the communities 
of practice in which individuals participate” (Archakis & Tsakona, 2012, p. 33). 
Criticality refers to those thoughts, proposals, positions, actions, and notions that 
as teachers we include in our practice inside and outside the classroom and 
that aim to criticize the status quo (Hinchey, 2006). With this in mind, I have 
explored in the literature studies that problematize connections between English 
language teachers’ identities and their resistances in relation to their practices.

In this search, I have found that only one author has provided a direct ap-
proximation to both concepts—identity and criticality—together. This author is 
Kubota (2016), who points out that critical language teacher identity is shaped 
and reshaped by ideological differences with those who interact with us, as well 
as by elements related to the teaching practice such as discourse, literature, our 
formation, and political situations, among others. So, to understand the concept 
that I have been searching for in the literature, I observe critical identities as 
changing structures that, as English language teachers, we build throughout our 
lives by reflecting upon our profession and by being aware of the power relations 
between teaching and the social, political, cultural, and economic elements of 
our context. These two categories are influenced by interactions with other mem-
bers of the educational field and are constantly open for transformation.

Little has been explored in relation to critical identity, so I have searched for 
articles that revolve around elements such as identity, agency, and subjectivity in 
relation to teachers’ criticality. Three trends have been identified in the revised 
studies. These types of studies have implemented critical reflections, while some 
have observed criticality in the teaching practice as content in courses or programs 
for in-service and pre-service teachers, and others show that there is a connection 
with how language teachers embody a critical identity to confront power relations in 
our practice. In terms of the methodology, narratives are commonly implemented, 
as they provide an opportunity to understand how we construct ourselves and our 
identities (Alsup, 2006). Kubota (2016), for example, implemented as methodology 
a narration that came from a personal experience in her practice as a teacher, 
and a subsequent critical reflection that allowed her to explore issues of identity 
in relation to language teachers who support critical approaches to pedagogy. 
Basabe (2019) carried out an autoethnographic research study, motivated by an 
uncertainty as to whether or not he was critical in his practice. He also drew 
on narratives to revisit his own history and find hints of criticality in his construction 
as a teacher. Safari (2018) used narratives in a self-study that included critical 
reflections on the author’s discourses, thoughts, beliefs, and knowledge to revise 
the construction of a professional identity. Banegas and Gerlach (2021) carried out 
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a dual ethnographic study in which the authors were also the subjects to explore 
critical language teacher education by narrating, comparing, and contrasting 
experiences in relation to their identities and agency.

It is important to highlight that the narratives in these studies are implemented 
by the authors to tell their own histories. I believe that they found in narration a 
liberating way to talk to themselves while they reflected and analyzed how those 
events in their lives shaped their identities, so they could understand what was 
behind their inquiries to then build knowledge about their concerns. This makes 
me think that narratives facilitate an encounter with the self, and they could 
help language teachers to better understand the connections between our pasts 
and our presents, and then spot, in the case of my research interest, the origins 
of our critical standings. There are also studies where the author allowed other 
participants to implement narratives to understand different issues. O’Keeffe and 
Skerritt (2021), for instance, explored the daily lived experiences narrated by 
eleven Irish male primary school teachers in terms of some critical standings 
to understand the formation of teacher identity. Sloan (2006) implemented a 
school-life narrative of three teachers who related their schooling experiences 
and lives as teachers in order to explore the relations between their agency and 
their identities when responding to accountability-related curriculum policies. 
Vavrus (2009) implemented personal narratives about lived histories in the con-
text of critical pedagogy to allow future teachers to consider their identities as 
shaped by lived experiences with gender and sexuality.

So, as we can see, the use of narratives as methodology is easily found when 
it comes to problematizing the building of our identities. These narratives can 
be approached as a mirror to find in our own histories the roots of who we are, 
but they are also useful to understand others from our perspectives. By listening 
to others’ narratives, it is possible to establish connections between different 
people’s lives and our own histories. This could facilitate the co-construction 
of knowledge about any characteristic of our identities. In the case of critical 
identities, narrations may help teachers understand, from specific events in others’ 
lived histories, why our discourses and the way we embody our criticality may be 
completely different while still being critical standings. By interconnecting our 
narrations, we as teachers may not only understand others’ perceptions, but also 
find elements in our relationality that help us see ourselves from the perspective of 
others. Narratives constitute a poststructural approach that counters the intentions 
of finding a definitive truth and of binarisms such as, for example, being right or 
wrong (O’Keeffe & Skerritt, 2021). This element could be very important for me 
because in my school’s dynamics there can be hierarchical relationships in which 
one participant possesses the knowledge, while the other is the object that needs to 
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be filled with that knowledge. Therefore, at my school, when it comes to discussions 
about researching, it is very common to see that some teachers understand their 
participation in a study as that of the objects that are going to provide information 
to be collected and analyzed by the researcher. On the contrary, I find it necessary to 
facilitate a relationship with the teachers in which they feel like co-constructors of 
the understandings of English language teachers’ critical identities. By sharing 
our histories and stories through narratives we will place ourselves in the same 
Colombian educative context, which, I hope, will allow us to connect our histories 
to better understand each other. As I will discuss in the next section, I am planning to 
invite other teachers to think of the arts as a possibility to construct our narratives, 
and examine how some moments in our lives have influenced the way we resist 
certain elements of our practices inside and outside the classroom. By doing this, 
my teacher-partners and I will have the chance to critically reflect on our lives as 
teachers, both past and present.

Future Directions
As can be observed, I have identified that my history and stories play a defining 
role in the construction of my critical identity. By revising and reflecting on the 
different moments that are connected to who I am and what I do as a teacher, I 
have been able to spot connections between my standings and the way I perceive 
my profession. Therefore, I believe that narratives can be a revealing strategy to 
start understanding the connections that may exist between our subjectivities, our 
criticality, and our identities. Narratives are important in “people’s lives, as a way 
of conceptualizing their experiences and organizing their social practices, as well as 
constructing identities for themselves and their world” (Archakis & Tsakona, 2012). 
This chapter, for example, unveils how I am constantly narrating my life and how 
each story is connected to my practice and the way I identify myself as a teacher. 
That is why I believe it will be very insightful to listen to each other’s stories, so 
we all can make those connections and then reflect on our own practices as a 
consequence of the experiences we have lived. By narrating the stories that affected 
our critical identities, we may be aware of how our experiences have shaped who 
we are and what we do inside and outside the classroom.

I also believe it is important to take into account that exploring our pasts and 
reflecting on them will imply emotions, and that is why I have considered implementing 
the arts as a means of narration. The arts are connected to our emotions, so I think 
they may help to make us feel comfortable when telling our stories. I think that, along 
with the teachers that will participate, we may choose different forms of art to tell 
our stories. We could paint pictures; create cartoons; write poems, songs, or stories 
as triggers to start connecting to our histories, and then share those moments in 
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our lives that have influenced our critical identities. After making the individual 
connections, we all will look for networks among each person’s histories and see 
how our experiences are interrelated.

This methodological proposal, which is in the making, will take shape as all the 
participants, including myself, construct it. These uncertainties are positive for my 
study because they give us the chance to experience a methodology that makes 
us feel comfortable in the exploration of our histories and stories. It is my hope that this 
study, rather than extracting information about our histories, will favor the reflections 
and the co-construction of knowledge. This may create a favorable environment for 
all the participants to perceive ourselves as subjects in the study, instead of objects. 
Exploring English language teachers’ critical identities may contribute to a better 
understanding of how we position ourselves as critical beings, and of how this 
influences our decisions, perceptions and, in general, our practice.
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Chapter 4 
Methodologies in the Identity  
of the Bilingual Science Teacher:  
A Look from the Uncertainties*

Sebastián Figueroa-Salamanca
Doctorado Interinstitucional en Educación, Universidad Distrital Francisco José de Caldas

Introduction
In this chapter I intend to show the Methodological Uncertainties that arise when 
approaching the concept of identity from a heterarchical and dialogic perspective, 
since I understand that the individual is not an object from which information 
must be extracted. Throughout the development of this text, I have chosen to speak 
from my Locus of Enunciation as a bilingual science teacher. Thus, from a very 
intimate perspective, I advance towards the description of my research interests 
as a doctoral student, followed by an account of how identity has been working 
from my literature review exercise, closing with the methodological possibilities 
that interest me and those that do not.

Understanding investigative processes and their relationship with the re-
searcher and their context gives meaning to the investigations. In the section 
called “Locus of Enunciation,” this study establishes its specific context by focus-
ing on the case of a bilingual science teacher in Bogotá. This particular setting is 
essential, as the challenges and implications differ significantly from those found 
in other contexts, such as bilingual education within the Indigenous communities 

*	 This chapter draws on the epistemological reflections on my doctoral research study that looks 
into the identity construction of bilingual content-based teachers. This doctoral research propo-
sal was approved by the CADE at Universidad Distrital Francisco José de Caldas.
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of the Amazon. So, my Locus of Enunciation describes who I am and the reasons 
for some of my decisions in terms of identity.

My research problem is linked to understanding how the identities of bilingual 
science teachers are configured, since in Colombia there is the phenomenon of 
using English in science class, but there are very few university programs that 
problematize bilingualism. In science, most job offers are for bilingual teachers, 
so I am interested in knowing who the people in charge of these processes within 
the school are, as well as their struggles, experiences, and identity decisions.

During my doctoral training I have carried out a literature review that has 
allowed me to study research trends in bilingualism in science and the identity of 
the bilingual science teacher. During this exercise I also managed to review the 
methodological trends in relation to the identity of the bilingual science teacher, 
reaching interesting findings that allowed me to evaluate my position towards 
the individual and to review which have been the most common methodological 
paths. During my doctoral training, I conducted a literature review that enabled 
me to examine research trends in bilingualism in science education and the 
identity of bilingual science teachers. This exercise also allowed me to analyze 
methodological trends related to bilingual science teacher identity, yielding 
significant findings that helped me evaluate my theoretical position and identify 
the most commonly employed methodological approaches. Preliminary analysis 
suggests that many studies have rendered the individual invisible, leading to 
methodological approaches that tend to evaluate bilingualism processes at a 
macro level rather than focusing on individual experiences. Fifty articles related 
to my research interest were reviewed; in this chapter I discuss the main ones and 
those that have explicitly dealt with the identity of the science teacher, bilingual 
or otherwise.

In the final part, I develop a discussion about the methodological path I wish 
to take, evaluating the experiences of the different authors. I intend to review 
what the methodological paths could be to approach my research problem from 
a heterarchical and dialogic perspective in order to avoid extraction. I also dis-
cuss my role as a researcher and those who participate in my project.

Locus of Enunciation: From Where and Why I Speak
I remember the words of my mother when she told me: “Son, the only way to get 
ahead is through studying.” She was a housewife who always wanted to be a psy-
chologist. She began her studies at the age of forty-two, not knowing how to turn 
on a computer. She was beyond words, and demonstrated through her actions 
that studying was the only path to success. Today we both have a much broader 
vision of life—we know that there are other ways to get ahead—but, even so, 
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we continue to study, because it is without a doubt the most beautiful way to get 
ahead. Starting to talk about the Locus of Enunciation implies various aspects of 
life: academic training, work experience, research interests, and research career. 
However, for me, the fundamental one is family. Talking about my parents is my 
starting point. My father, a working-class state worker, who did not receive a 
higher education, but did get a strong load of values from my grandmother; my 
mother, a housewife until the age of 42, who decided to study at that age, and 
my sisters who, fueled by that same desire to get ahead and driven by the support 
of my parents, configure the emotional pillars of my being and form a family that 
chose studying as a process of relating to life.

Thanks to the support of my parents, I decided to obtain a bachelor’s degree in 
biology, with the awareness, at 17, that the path I had chosen would lead me to 
be a teacher. I was interested in the relationship between living and life, that is, 
the possibility of teaching science to children and young people, which is why I 
began my training at the Universidad Pedagógica Nacional. There, I understood 
how fantastic it is to study biology. However, when I started to do internships in 
school, I understood that teaching was something wonderful. I remember that at 
the end of each period there were those who wanted to be biologists and others 
who wanted to be teachers, since many of my colleagues did work focused on 
branches of biology (entomology, biotechnology, ecology, systematics, among 
others), while others wondered how to teach a certain concept, the process of 
biology, or how learning processes occurred. This dilemma is typical of careers in 
science teaching. I believe that becoming aware of this binarism allowed me not 
to accept it and, on the contrary, to understand the possibility of dialogue between 
the two fields of knowledge. I do not consider either of the two to be above or 
below the other; I believe both are necessary. Research in biology is beautiful in 
itself, and what is done in educational research is as well.

My passage through the degree in biology (training as a biology teacher for 
different levels) was full of learnings. Firstly, the decision to study to be a teach-
er had to do with the possibility of human relationships through knowledge. I 
chose biology because once I finished my school studies I was constantly going 
to public libraries and was fascinated by the experiences of Charles Darwin and 
his book The Origin of Species. I decided to study biology with the intention of 
understanding the relationships of living things and I was fascinated by the idea 
of teaching them. I remember my first class in a laboratory: Being able to see the 
microscopic world, science classes having to do with life in general, entomol-
ogy classes, field trips… Everything was so perfect back then, it was very easy 
to fall in love science. However, something always troubled me about teaching 
in that wonderful world of science. Studying butterflies was fascinating, but the 
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process of hunting and pinning them felt different somehow, but teaching that 
in school without tending to instrumentalize the living seemed complex to me. 
This is the reason why I now focus my interest on education rather than science. 
I remember the words of one of my great science teachers: “One marvels at hunt-
ing butterflies, but seeing them fly in the forest, seeing the faces of the students 
looking at that clumsy back and forth, that’s what biology is all about.” Curiously, 
I finished my undergraduate studies with a final project called “How to avoid 
epistemological obstacles in the teaching of Charles Darwin’s evolutionary theo-
ry.” In it, I try to analyze how the great Charles Darwin’s theory has erroneously 
been attached to discourses in society. I find it beautiful to think that I entered my 
undergraduate program encouraged by the ideas of Charles Darwin and ended 
up analyzing how to teach them.

After two years, I decided to start my master’s studies in communication and 
education because I was interested in understanding how these two fields dia-
logue. The very strong research process allowed me to understand that human 
beings are language. We are what we say, and I do not speak only of language 
structured in words; I speak of the various forms of language—images, video, 
sounds—and the relationships that are woven between these elements and the 
ways in which they communicate and educate. My final paper was focused on 
analyzing audiovisual pieces in educational-communicative terms.

Now, my professional experience has marked various aspects of my identity. 
When I completed my undergraduate degree, the only work possibility I found 
was as a bilingual science teacher. In Colombia, science teaching has been 
adopted through the use of English, but, curiously, in my training as a teacher 
I never had seminars, classes, or spaces that allowed reflection on the teaching 
of biology in English. I remember my first job interview very vividly: All my 
learning in science didactics was put aside to focus on a writing and speaking 
test in English, which is why I decided to study the language independently in 
order to get those jobs. Once I was hired as a bilingual teacher, more doubts 
and concerns began to arise: how to teach biology in schools where 100% of 
students only speak Spanish, how to prepare these classes, how to establish rela-
tionships between a foreign language and scientific concepts, how to encourage 
my students to promote their curiosity without fear of speaking English badly or 
being teased by their peers. All these questions led me to decide to apply to the 
Doctorado Interinstitucional en Educación, but not in the science emphasis, as 
would be expected. Instead, I enrolled in the ELT emphasis, in order to under-
stand how science teachers become bilingual science teachers.
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About the Research Problem
As mentioned in my Locus of Enunciation, my research interest relates to under-
standing how the identities of bilingual science teachers are configured, born out 
of my experience as a science teacher and the uncertainties I had at that time. 
For me it is important to start research in the field of bilingual education in sci-
ence in Colombia because I believe some aspects have consistently been taken 
for granted, one of which is identity. Thus, it is important for me to understand 
how an individual who studied science to become a teacher becomes a bilingual 
science teacher.

Most of the Colombian population is monolingual in Spanish, and yet sci-
ence teaching has become a space where reinforcements are made for learning 
English, but at what cost? Could it be that teaching science from a bilingual per-
spective does not sacrifice understandings of scientific concepts? Is it possible 
to speak of a dialogue of biological knowledge when using a foreign language? 
How do we include the scientific knowledge of native populations in bilingual 
science classes? Why is bilingualism only possible with the use of English? These 
questions arise from concerns about teaching biology. In synthesis: What do 
we lose and what do we gain when we teach biology, physics, or chemistry in 
English? These practices undoubtedly configure identities, and it is this aspect 
that interests me.

Taking for granted that a biology teacher can teach in English just by speaking 
it is excessively daring, taking for granted that an English teacher can teach bi-
ology, physics or chemistry by mastering the language is even riskier, and I think 
some of these assumptions are those that have been taken for granted. However, 
I am not interested in judging my colleagues in terms of moral binarism, much 
less saying who should teach what; I am interested in understanding how these 
teachers have been configured as bilingual science teachers, how they see them-
selves and how others see them, how their identification processes have been 
generated, what their learnings or unlearnings have been, how they relate to 
knowledge in science and the use of English, and what their struggles have been.

I am therefore interested in the identity of the bilingual science teacher from 
a dynamic perspective which allows individuals to sustain, maintain, abandon, 
or change said identity. One of the central objectives of my doctoral research is 
to understand how the identities of bilingual science teachers have been shaped.
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How the Identity of the Bilingual Science 
Teacher Has Been Studied
I remember my years as an undergraduate. It was a very beautiful experience 
that allowed me to understand that science education training was very different 
from science training as such. In teacher training we study science didactics, we 
reflect on how to make educational processes enjoyable. In science education, 
the possible biological relationships between different elements are studied, its 
branches are diverse, and the scientific method is considered to be the key to 
achieving reliable findings. I understand the nature of these two fields of knowl-
edge. However, I am interested in the searches that educational research allows. 
As a biology teacher I received training in science, pedagogy, and science didac-
tics, and whenever we problematized knowledge in science we did it in dialogue 
about science didactics. I remember some of my colleagues at the time talked 
about doing science only, but the essence of the program was precisely educa-
tion. These identities marked a trend during my academic life that in one way or 
another made me question my work as a teacher. Many of my classmates and 
some teachers valued science research positively because they considered it 
more reliable and repeatable; I remember my botany professor telling us that 
the only research that was worthwhile was quantitative research, precisely be-
cause it consisted of looking for numbers. This type of thinking was not exclusive 
to the botany teacher; other teachers and students chose to do final projects that 
were more linked to science than to education. 

My attitude towards science and education was always a dialogue, it is impossible 
to think about science teaching without scientific knowledge, but the objective of a 
teacher is not to produce knowledge in science; from my perspective, the objective 
is to understand science in order to generate knowledge in science didactics. Thus, 
the training as a biology teacher is in constant tension between the development 
of research in science and research of a social nature. This tension allows me 
to navigate various fields of knowledge and I believe it makes the teaching of 
biology a beautiful field that is in constant dialogue with other fields. Biology, 
from my perspective, is the most dialogical of the sciences, precisely because it 
speaks about life in all its aspects, and its relationship with it is immutable. With 
this I do not mean to say that the study of biology allows for the understanding of 
society or life at the most intimate levels, I only state that biology in one way or 
another is always in dialogue. Within the processes of teaching science, especially 
biology, I want to highlight the human field, understand who the actors are—the 
people who are dedicated to teaching science in Colombia—and, as I mentioned 
earlier, understand how teachers’ identities are created. That is why in this section 
I will discuss how research on the identity of the bilingual science teacher has 
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been addressed methodologically. I base my analysis on the paper review that 
I conducted in order to find research trends in this field of study. Fifty articles 
related to the research topic were reviewed, and the methodological outline was 
made from these works.

From my perspective, approaching the identity of people requires a very fine 
thread, recognizing that they are human beings, that they are not finished products, 
much less finite, avoiding generalization and recognizing in each of them their 
struggles and the ways in which they are related to the world. So, for me it is 
essential to understand how different academics have methodologically approached 
identity, with the understanding that defining identity as a static entity proposes 
problems derived from modernity, for example, being a woman or a man or 
defining a people according to their race. These dilemmas would seem obvious, 
but they are not, in fact they are far from it, because the identity that interests me 
is a dynamic identity, one that is in constant dialogue, a process that allows 
subjects to gain it, lose it, sustain it or abandon it (Hall, 2003). Far from binarisms, 
I seek to understand how people are constructed under their discourses and how 
their identities are transformed. Although Hall allows us to understand identity 
as a representation subject to social and cultural dynamics, he also allows us to 
see that the subject performs a development of it, a process of identification that 
constitutes the construction of identity. I also draw on the ideas of Bauman (2003), 
who states that identity is an entity with options.

Within the review that I have carried out of the main trends and theoretical 
approaches, I have also carried out an analysis of which methodologies have 
been used to study the identity of the bilingual science teacher. However, I must 
clarify that not all studies propose the individual as the central axis; some of the 
studies are concerned with bilingualism as an educational process. This analysis 
is based on the trends found in the paper review which are: the science teacher 
does not identify with bilingual teaching; the identities of science teachers are 
closely linked to bilingualism policies, and the language teacher is usually used 
to teach science through content and language integrated learning (CLIL) or EMI. 
In the present work I develop the analysis of the works that in one way or another 
have to do with the individual, in order to make an approximation to how the 
concept of identity has been addressed methodologically.

I should clarify that, in my review exercise, I found few articles that talk about 
the identity of the science teacher explicitly, which is why I decided to include 
the category of “science teacher identity” in order to get closer to the concept of 
identity as such and to the methodologies that are close to it. Other articles I found 
propose research in bilingualism from the evaluation of the processes. In these 
studies, I managed to identify the absence of the science teacher as an individual.
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Among the authors who work on the identity of the science teacher, I return 
to Avraamidou (2019) and Karabassova (2022), who use a multiple case study 
and various sources of information such as assignments, interviews, lesson plans, 
and reflective journals. Likewise, Avraamidou (2019) requests different types of 
information, such as biographies, from the participants. Similarly, Villena-Agreda 
(2020) uses case study research and narrative inquiry (the study of the ways hu-
mans experience the world). The author clarifies that the work is close to the 
multiple case study; to collect the information, the author used data sources such 
as interviews, teacher-made lesson plans, photo-elicited interviews, written an-
swers to open-ended questions, observation notes, and the researcher’s journal 
of informal face-to-face and phone conversations with the participants. Along 
the same lines, Chung-Parsons and Bailey (2019) use an exploratory study that 
employs a cross-case qualitative research methodology and exploit life histories to 
consolidate first-person narratives, very close to the work of Drewes (2020), who 
chose a narrative inquiry approach to better understand professional and personal 
stories related to climate change teaching.

Similarly, I have a strong tendency to use interviews as a mechanism for con-
necting with individuals. Molander and Hamza (2018) employ semi-structured 
interviews to understand the profiles of science teachers, while Huang and Asghar 
(2018) also utilize interviews but incorporate an additional mechanism by inviting 
participants to write reflective journals, seeking to establish a closer relationship 
with their subjects. In a similar vein, Mhakure and Mushaikwa (2014) implement 
a thoughtful questionnaire approach to profile their participants.

Many authors explicitly state that their work starts from the qualitative and 
quantitative, as is the case of Forbes and Davis (2008) who present their work 
through quantitative and qualitative data, designing a survey instrument for 
selection and work with their participants. In the work of El-Deghaidy et al. 
(2015), an investigation is approached from the quantitative and the qualitative 
as well, where the quantitative data was collected through a closed-ended 
questionnaire, while making it clear that they avoid the subjectivity of the 
researchers to generate reliable data.

Aiello et al. (2017) employed a mixed methods approach that included quan-
titative measures (oral and written English proficiency assessments and question-
naires) and qualitative measures (interviews and observation data). They process 
the information in a way that allows them to explicitly extract elements of identi-
ty, similarly to Hudson (2009), who conducted his research through open-ended 
questionnaires to investigate teachers’ perceptions about using English as a me-
dium of instruction.
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Early and Norton (2014) work with interviews, questionnaires, and focus 
groups to understand how EMI practices occur in some African countries, sim-
ilarly to Lodge (2020) who uses the group interview to learn about processes 
of bilingualism within the classroom. Méndez and Pavón (2012) and Morton 
(2012) conduct interviews to understand how collaborative relationships be-
tween teachers and language assistants have been established.

Mahan (2022) analyzes recorded classes where science is taught, and evalu-
ates them through the design of analysis instruments, although these are not the 
same instruments employed by Maluleke et al. (2020), who use observation and 
interviews for data collection. The idea of these two authors is to review what 
happens inside the classrooms, and, just like Martín and Herrero (2018), they 
use a peer observation template to generate formative assessment processes for 
teachers who use CLIL.

After this first approach, we can note that the majority of studies related to 
identity use the interview as an essential instrument for obtaining information, 
while some go to questionnaires. It is interesting to see how some authors turn to 
people’s narratives and stories to understand how their identity has been shaped. 
Questionnaires, from my perspective, are a bit impersonal, and they turn par-
ticipants into objects, turning them into mere sources of information. I highlight 
the work of Avraamidou, who seeks to understand the human dimensions that 
make-up identity.

I believe that working with people within the framework of identity is a job that 
must start from human sensitivity. Listening to people’s struggles, knowing their 
experiences, their vision of the world, and how they have configured their iden-
tity is a beautiful challenge. Understanding the other not as an object of research 
but as a subject of knowledge proposes interesting challenges, because the same 
research becomes dynamic and involves the vision of the people who participate 
in the project. In my experience, I had not reached that level of dialogue and 
dynamism up until now.

I find that there are interesting tensions within this first methodological review. 
One is the relationship between individuals: Proposing myself as the researcher 
and the person who leads the threads of the work seems even more unfair than 
defining identity from modernity, since it makes the processes of dialogue impossible. 
I believe, then, that I must configure a role for myself and the people involved in the 
project that tends towards the horizontal. For me this is an adventure, since in many 
of the documents I studied the authors inevitably speak of avoiding subjectivities, 
but from my position the investigation into identity starts from subjectivity and the 
dialogue of intersubjectivities. I believe that once I complete my doctoral project, 
I will not be the same person. At this moment, I am opening myself up to how 
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my worldview might change, as I recognize that my identity is not fixed, static, 
or predetermined. I want my identity to be dynamic, and it is in this sense that I 
intend to understand the identities of others.

Talking about identity methodologically also proposes a very striking chal-
lenge to me, and it is the ethical principle of not instrumentalizing individuals. 
I want to do human work, heterarchical work, where people are not afraid of 
being, to speak of data collection instruments proposes a totally modern lan-
guage, I want my research in one way or another to be creative, to allow the 
actors involved “to be themselves and be seen/read.” That is why I consider it 
important to understand the need to detach from traditional research, from the 
investigation of individuals who are afraid of being read and being seen. This is 
a great challenge for me.

Without a doubt, I sought to generate some kind of knowledge with my re-
search, but I want that knowledge to be constructed among all the participants, 
in a construction that dialogues with other knowledge, that is not placed above 
or below, and that finds in others complementary knowledge and points of view 
that enrich it.

The modern understanding of identity provides static elements that are almost 
immovable for individuals. To get rid of a vision so naturalized in society is a great 
challenge, since our readings of the world are full of binaries and prejudices. From 
my research problem, I consider that giving identities the possibility to change, 
develop, grow, or decrease allows individuals to think in terms of what they want to 
promote from the inside out. I do not claim that my doctoral thesis is 100% novel, 
I only claim to be undertaking it from the dialogue, from the possibility of being or 
ceasing to be or becoming, from the possibility of abandoning learnings, rebuilding 
or rebuilding them, from the infinite possibilities that are woven with experiences, 
worldviews, and decisions. Modernity made it possible to organize society, but at 
the same time silenced those who seek change and who recognize themselves in 
change. Identities are neither good nor bad, they are not precise or imprecise: 
Identities are dynamic, they are dialoguing, or they can cease to be, and it is 
modernity that has filled us with fears about ceasing to be, about becoming. 
Modernity has made movement impossible for us.

So, my methodological searches are just that, searches, because, from my 
perspective and my training, searches are always more interesting than solutions. 
Searches provide instability, and I did not decide to be a bilingual science teacher to 
seek tranquility based on fixed ideas of reality precisely because reality transformed 
my identity and showed me that I have different possibilities of being. Furthermore, 
our own universe tells us that nothing is immutable but, on the contrary, everything 
is movement, and that is why I find searches to be paradoxically beautiful.
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Where to Go? Looking for Ways
As I mentioned, my interest in identity stems from dialogue and the possibility 
of understanding the individual not as an instrument from which I must extract 
information. On the contrary, I want to discover how the identity processes of 
bilingual science teachers have been constructed—how they became bilingual 
teachers, what they have learned, what their experiences have been, and what 
their relationship with English is like. I am interested in understanding how they 
navigate the intersection between teaching science and teaching English, and 
how they have prepared for this dual role.

Among the most relevant trends I find the use of case studies. I consider this 
to be an excellent strategy; however, I lean towards a methodological approach 
that ensures that the individual does not feel studied, but can instead share his 
experience as a bilingual science teacher, which is why I abandoned the idea of 
implementing the case study. Although many of the investigations take interviews 
and questionnaires as sources of information, I wish to go further and propose 
the construction of diaries, because I consider the experiences of my research 
actors to be essential to understand their struggles and their identity.

Now, many works also talk about questionnaires, but this instrument seems 
extremely extractivist to me, which is why I propose dialogue tables. I know 
that as a researcher I run the risk of exposing my identity, but I am interested 
in those searches, because I seek heterarchical relationships, where dialogue 
allows for the construction of knowledge as well as the achievement of identifi-
cation processes.

So, I intend to generate an investigation that addresses identity in terms of hu-
man relationships, and that does not put me as a researcher in a superior or inferior 
position to my research actors; on the contrary, I intend to achieve heterarchical 
relationships.
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Chapter 5 
A Decolonial Perspective into Language 
Policy Studies: An Analysis for Future 
Methodological Practices*

Andrea Gallo-Lozano
Doctorado Interinstitucional en Educación, Universidad Distrital Francisco José de Caldas

Introduction
In recent years, the so-called decolonial perspective has become increasing-
ly important and challenging, especially in the research field. This perspective 
criticizes the continuity of colonial practices and tries to find different ways to 
improve the research process, leaving aside colonial Eurocentric ideologies. As 
Ortiz Ocaña and Arias López (2019) state:

Siguiendo a Dussel, Rodríguez (2016a) considera que la cuestión metodológi-
ca es importante en el proceso de descolonización. “Las nuevas generaciones 
tienen la tarea de continuar con las hipótesis planteadas, una de las más inte-
resantes es la de investigar en clave decolonial, que es más enriquecedor que 
hacerlo pasivamente-acríticamente bajo el esquema colonial eurocéntrico” 
(p. 215). En consonancia con lo anterior, desde hace algunos años, se viene 
trabajando en esta dirección. Así, tenemos la propuesta de descolonización 
de las metodologías (Smith,1999), la metodología de los grupos oprimidos 

*	 This chapter draws on the epistemological reflections on my doctoral research study that looks 
into the implementation practices of bilingual policies by language teachers. This doctoral re-
search proposal was approved by the CADE at Universidad Distrital Francisco José de Caldas.
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(Sandoval, 2000), o la descolonización de las ciencias sociales1 (Bautista, 
2012, 2014). (p. 151)

The decolonial perspective proposes a deep reconsideration of everyday practices, 
especially in the knowledge production and research field. For example, within 
the ELT field it is quite meaningful to analyze implicit colonial practices like the 
proliferation of English that has largely come at the hands of different forms of 
colonization. Furthermore, if we talk about language policies in ELT, we will notice 
that applying decolonial practices is even more necessary as language contexts 
look to embrace English in their own way, which may or may not be aligned with 
colonial legacies. Nevertheless, the question of how to improve the implemen-
tation process in language policies from a decolonial perspective is ultimately 
an essential one. Another question that might arise is: Is it convenient to follow 
the decolonial approach with language policies in the ELT field? Answering these 
questions could help us to better understand methodological procedures and 
unveil problematic situations in language policy research.

The present analysis is going to start by describing my Locus of Enunciation 
in order to better comprehend my research interest in the field of language pol-
icy, which is, in turn, explained in the second part, at which point I present the 
analysis of the methodological choices used in language policy studies until this 
moment and the possible tensions and challenges that are implied in a research 
study that uses a decolonial perspective. I will finish the analysis by presenting 
the methodological directions that could be made possible with a complete and 
efficient research study related to language policies.

How to Generate Interest for Language Policy Research
Language policy and planning is a very complex field in which many agents 
participate. In fact, in a way, everyone plays an important role in the implemen-
tation process of language policies. As a graduate student, teacher, and mother, 
upon reflecting on my own experiences, I realized that in my life, I had played 
many different roles in the process of language policy implementation. I started 
as a student at secondary school, then at the university in undergraduate, master 

1	 “Following Dussel, Rodríguez (2016a) considers the methodological question important in the 
decolonization process. ‘New generations have the task of continuing with the hypotheses 
raised; one of the most interesting is to research from a decolonial perspective, which is more 
enriching than doing it passively-acritically under the Eurocentric colonial scheme’ (p. 215). 
In line with the above, work has been ongoing in this direction for some years now. Thus, we 
have the proposal for the decolonization of methodologies (Smith, 1999), the methodology of 
oppressed groups (Sandoval, 2000), or the decolonization of social sciences” (own translation).
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and doctorate programs, where I have been trying to implement the language 
policies proposed by the government. However, such a task is not as easy as the 
government claims. The National Bilingualism Program of 2004-2019, the latest 
language policy in Colombia, asks the population to become bilingual (English-
Spanish), but as with any educational or language policy, one has to contend 
with the reality of people’s everyday life, their desires, abilities, and plans. As an 
English/French teacher in private and public universities and secondary schools, 
I have been implementing many language policies, but in doing so have faced 
innumerable obstacles trying to adapt and appropriate the language policies set 
forth by the National Bilingualism Program. Even as a mother, I realized that I 
am also touched by these laws and decrees when my kids have to follow guide-
lines about languages, but at the same time struggle with teachers’ pedagogical 
methods, different language proficiencies of their teachers, and even textbooks 
or lack thereof.

Those conflicts about language policies take place not only in the Global 
South, but also in the Global North. When I finished my undergraduate program, 
I was full of questions and doubts about how other countries manage their learn-
ing-teaching process with their traditions and cultures. Luckily, I got the oppor-
tunity to visit countries in Europe, Asia, and North America. For instance, I spent 
some time in England, where I worked in a public school. I observed how tradi-
tional teaching methods were still being used, and the language proficiencies of 
some teachers were not as high. Furthermore, I witnessed discrimination against 
Romani and Indian languages on a regular basis. While this was all happening, 
at the same time, in an English university, language teachers were teaching to for-
eigners about “new and different” ways to teach English! What a contradiction! 
Something is definitely not working, I thought. Apparently, schools and universi-
ties work in different directions.

My experience in Asia was also great and useful because it allowed me to ana-
lyze and compare the implementation of language policies in Colombia and India. 
India is a country whose national languages are Hindi and English, but English 
is not used by all population: only 12% of the population speaks English, 40% 
speaks Hindi, and around 60% of the population uses one or more of the other 
twenty-two different official languages. In Colombia, as in India, English was im-
posed by the government to be used in business and tourism through laws, decrees, 
and regulations. While India recognizes its language variety, the Colombian gov-
ernment largely ignores languages outside of Spanish. In this sense, the National 
Bilingualism Program understands “bilingualism” as the use of English and Spanish, 
disregarding the existence of many different Indigenous languages, and, what is 
worse, the English class is not bilingual under the English-only practice.
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Being in the United States makes me think about the immigrant population 
who have to speak English to the detriment of their language, while, at the same 
time, other languages are welcome in some states. The contradiction is quite 
difficult to manage and gives the sensation that language policies are not as con-
sistent as we normally assume.

Those experiences and my struggles as a teacher made so much noise in my 
professional and home life that I started to become interested in how language 
policies are being created and implemented in my country, as well as how dif-
ferent this approach has been to other countries and who the agents behind this 
process are. I have learned to bear in mind that a person can play many roles at 
the same time and has to be in communication with other actors.

Research Interest
During my doctoral studies, I intend to focus my research on language policy in 
the English Language Teaching field. According to my research, much has been 
said about methodologies, pedagogy, and the learning process of languages, but 
not a lot about language policy and planning. Nonetheless, a few research stud-
ies about language policies have already been developed in Colombia. Some 
of them present an overview and an analysis of the different language policies 
proposed by different governments over the years. Other studies focus on teach-
ers as the main educational stakeholders who follow the implementation and 
appropriation process of language policies.

Those analyses have unveiled a reality about language policies in the coun-
try. The Colombian government had imposed agendas according to economic 
interests. As Shohamy (2009) explains: “They [linguistic policies] are driven by 
wishes and aspirations, by political and economic aspirations” (p. 47), arguing 
that learning English improves the living, professional, and work conditions of 
citizens. As Guerrero (2009) argues in her study: “The goal of the educational 
revolution is to improve the quality of education and extend access to education 
in order to promote the social and economic development of the country and 
better the living conditions of Colombians” (p. 67). The reason for this is that 
countries from the Global North have declared that the English language is the 
language for business and communication around the world. A byproduct of this 
soft power is that countries need to have a plan to use or teach English if they 
want to increase their economic opportunities with countries from the Global 
North that favor English. As such, globalization became a colonial mechanism 
where many countries depend on the regulations developed in Europe, where 
English is one of the official languages of the European Union. As a result of 
European influence, language users are often classified based on the CEFR by 
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levels of proficiency. Consequently, teachers’ and students’ identities change in 
search for an “ideal teacher” or an “ideal student.”

In Colombia, many plans have been launched, but they lack continuity and 
consistency since their objective is employability instead of social development. 
These regulations have become a lucrative business where the teachers’ voices have 
been largely ignored (Gómez Sará, 2017). According to Le Gal (2018), the language 
policies in Colombia have sponsored imported technological resources for ELT, 
imported teacher certifications, imported teacher training, imported methodol-
ogies, imported materials, imported teachers, and even language policies under 
foreign influence. These situations consistently reinforce whiteness as another colonial 
mechanism to perpetuate the power of knowledge. As argued by Usma (2009), laws, 
decrees, and regulations lead to inclusion, exclusion, and stratification processes 
that give way to discrimination.

In this instance, the last regulation in Colombia was the National Bilingualism 
Program, where the president asked the population to be bilingual, but where 
“bilingual” is taken to mean speaking only in English and not using Spanish or 
any other local language. There is a strong misconception about what bilingual 
means (Usma, 2009). In fact, according to Guerrero (2009), the concept of bi-
lingualism in Colombia emerges into three categories: “1) Bilingualism means 
speaking English; 2) Bilingualism is a packed, monolithic and homogeneous 
concept, and 3) Bilingualism is based on a set of myths” (p. 104). So, the English 
language is privileged over different languages, and what is worse, native lan-
guages continue to be neglected and ignored.

In this very complex field, as we have already seen, most of the information 
speaks about teachers as the main educational stakeholders in the process. Teachers 
have the responsibility to implement language policies and make them appropriate, 
but the process is not only theirs. In fact, teachers depend on other different edu-
cational stakeholders such as principals, coordinators, and administrative officers 
who are charged with the interpretation and implementation process. On the 
other hand, students and parents also take part in the adaptation and appropria-
tion process. Unfortunately, little is known about other educational stakeholders 
aside from teachers. What are their struggles? What happens with their feelings 
and thoughts about language policies, and how do they interplay in the process? 
These are some questions that awakened my interest in unveiling the educational 
stakeholders’ struggles and reflecting on the development of the language policy 
process from a human and critical perspective.
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Methodological Uncertainties
When talking about language policy and planning, we realize that most of the 
articles read for the literature review (Gallo-Lozano, 2025) turn their attention 
to how regulations, laws, and decrees have been adopted in different countries 
around the world. They explain when—and sometimes why—the measures have 
been changed. Another kind of article focuses its attention on the main edu-
cational stakeholder in the process of language planning: “the teacher.” Those 
qualitative research studies follow an ethnographic methodology where data is 
collected by instruments like class observation and interviews. The analyses of 
those instruments have disclosed the teachers’ struggles and the contradiction in 
language policies. Other articles have analyzed the discourse used in language 
policies, and this interesting critical exercise unveiled the misconceptions about 
Colombian language policies. On the other hand, few studies have used case 
studies as a methodology for their research. This kind of methodology is quite 
motivating because it allows the researcher to specify the context, the popula-
tion, and their particular feelings and struggles.

The fact that language policy studies have been positioned into modern 
methodologies where researchers have control of their research studies is significant. 
Researchers are on the outside of the process, normally acting as observers who 
analyze the information. It is evident that the hierarchy between participants and 
researchers is a result of positivist structures used for years in the research field. If 
we analyze our current economic, social, political, and cultural situation, we realize 
that at least one hierarchy exists in every single field. As a consequence of colonialism 
many hierarchies continue to be present in racial (white skin color as superior), 
ethnic (Indigenous people as inferior), economic (United States and Europe as rich 
countries), gender (male as superior), and epistemic (Americans and Europeans as 
people who have the true knowledge) relationships. These hierarchies tend to create 
discrimination and subordination between populations around the world. It is so 
sad to realize that we have been living in the same way for years and years without 
asking for reasons or a different way to do things. However, it is delightful to find 
people who want to do things differently, who want to decolonize our cultures, 
knowledge, and relationships. In this sense, it would be quite interesting to apply 
decolonial methodologies to language policy and planning studies because this 
kind of approach is impressive, challenging, and could really change the procedures 
in the field. Bearing this in mind, we must analyze it carefully to know if we can 
apply it to language policy studies. First, we begin by talking about one of the most 
important points of the decolonial perspective: “heterarchy.”

When a community is not organized by a subordination scale, this is called a 
heterarchy. In this kind of organization, members can listen to each other carefully 
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and express themselves freely without fear of being punished or judged, because 
they will have the opportunity to share their knowledge according to their experi-
ences and context. So, thinking of a heterarchy is not absurd, but it is challenging. 
Heterarchy gives us the idea that all the participants in a community can help 
and be helped by each other. Heterarchy sounds great, but it is not so easy to put 
into practice. It is quite difficult to set aside power relationships when we have 
been using them for years. For most people, it is difficult to change something 
that they have learned and repeat on a daily basis, so they tend not to believe in 
or feel confident about change.

Now, in terms of research, it would be very interesting to work in a heterarchi-
cal construction because the participants can feel that they are really important 
to the research. They are not going to feel like guinea pigs and therefore can 
contribute more to the study. Thus, the research will be enriched with different 
perspectives and not only with the researcher’s point of view. In any case, it is 
also challenging because all the participants as researchers should have an in-
terest in the study.

According to my experience and basic knowledge, traditional research has two 
basic actors: the researcher and the participants. I have always thought that participants 
must follow the activities proposed by the researcher, while the researcher has to 
analyze the data and give a specific result. I previously had not seen the hierarchy 
that exists between the researcher and the participants. That hierarchy exists because 
the researcher is the person who has total control of the information, process, and 
knowledge. Meanwhile, participants do not get engaged in the research process; 
they just answer general questions. The researcher’s point of view is the only 
truth. However, thinking carefully, these research practices are part of positivist 
epistemologies where everything has to be measurable, observable, and objective. 
There is no place for subjectivities, so participants are seen with a hegemonic eye: 
All of them are the same and answer the same questions. Their real voices are not 
heard. We only have the perspective of the researcher, and his/her interpretations 
according to his/her observation outside of the situation.

As a researcher, I find it interesting to change the traditional way of investigating 
and of seeing the participants. I think we can get better results if the participants 
get really involved in the research. All of them are different and part of different 
“worlds,” so they can offer more help with their diverse points of view or 
perspectives. They could enrich the investigation if we really knew who they are 
and let them participate in a very active way. This idea of sujeto conocido-sujeto 
cognoscente (known-subject-knowing-subject) from a decolonial perspective is 
quite challenging because we come from a very traditional, modern, and positivist 
ideology, and the process has been repeated many times during our education 
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and throughout our lives. Nevertheless, it is never too late to learn and put new 
elements and processes into practice. First, the power relationship has to disappear 
or, at least, has to be minimized to allow for the co-construction of knowledge. It 
is important to understand and recognize that we, as researchers from the Global 
South, comprehend the world differently and work in a different way, so why 
have we continued perpetuating Western ideologies? We have to start a cognitive 
interaction between participants and researchers right now, and little by little 
achieve a real change in the realm of knowledge.

Well, following this way to position the researcher and the participants in the 
research study with a “non-hierarchy,” we can use better terms like “decolonial 
negotiator” instead of the normally used “researcher,” minimizing the positivist 
perspective around the actors of research. On the other hand, by working in 
this way, we have the opportunity to interact with an ecology of knowledge 
where all the research agents can share their knowledge coming from different 
body-politic positions. In this sense, we can say that this action can be related to 
a “contemplar communal,” as explained by Ortiz Ocaña and Arias López (2019), 
where the participants can listen, feel, observe, and experience with the negotia-
tor. This negotiator is not the only one who observes and analyzes, but the person 
who lets others observe him/her observing.

According to Ortiz Ocaña and Arias López (2019), the contemplar comunal 
opens the possibility to start a conversar alternativo, which is another decolo-
nial action where participants can create an intercultural, affective, and reflexive 
conversation. The different agents can express not only their knowledge but also 
their feelings, judgements, and points of view. According to Rivera-Cusicanqui 
(cited in Ortiz & Arias, 2019), research is:

A dialectic of thinking poles, as the scenario in which two subjects reflect on the 
vision that each one has of the other and on the lived experience, which gener-
ates a pact of trust that configures narratives to transform experiences and reveal 
their sense and meaning and thus generate other investigative logics. (p. 159)

The idea is not to get information but to produce it. This conversar alternativo is a 
conversation where the other is welcomed, included, and protected. The last decolo-
nial action proposed by Ortiz Ocaña and Arias López (2019) is to apply a reflexionar 
configurativo. In this stage, participants analyze and problematize how their job 
and daily activities contribute to reproducing the capitalist modern colonial system. 
They problematize their practices, knowledge, and feelings in a collective way.

These decolonial actions are quite interesting because they let participants go 
further and explore themselves and their partners. Beginning with the contemplar 
communal, participants are not seen as research objects but as people who think 
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and perceive the world differently, who feel and experience their knowledge in 
diverse ways. Then, through the conversar alternativo, the power relationships 
can be notably minimized, giving the floor to the reflexionar configurativo where 
the participants can provide better results with the help of everyone involved.

If we are applying decolonial actions in the development of language policy re-
search, it is important not to fall prey to epistemicide or extractivism. Epistemicide 
or epistemic violence is when knowledge is neglected, made invisible, or killed 
because of power relationships or, as Pulido Tirado (2009) explains, “violence 
exerted by authoritarian regimes through the epistemological repression exerted 
on the Others through the denigration and invalidation of their own knowledge 
from certain universal discursive systems that they represent and reinvent for them-
selves” (p. 117, author’s translation). Extractivism is when knowledge is presented 
without presenting the author or neglecting his or her existence, or when the au-
thor is changed by another actor because of power relationships. So, we can talk 
about “epistemic violence,” which seems like quite a hard title, but it represents 
the real situation of many countries in Latin America. Ever since I was a child, I 
have always thought it difficult to understand why advanced civilizations like the 
Incas, Mayas, or Tayronas were not appreciated. Teachers used to talk about those 
great civilizations, but in any case, they did not give them enough importance, 
maybe because of their deep-rooted colonial thought. So, we did not spend a lot 
of time studying them. It was imperative to study European civilizations to the 
point that we, as students, knew more about other countries like France, England, 
the United States, or Spain, and almost nothing about Latin America.

Unfortunately, the knowledge produced in Latin America was neglected and 
silenced. In fact, native knowledge was not considered real knowledge. On this 
point, Villa and Villa (2015) explain that:

The historical process of enclosing or leaving others out is identified as a politi-
cal strategy that begins by denying those who were considered to be lacking or 
absent from humanity. Disposing of the bodies and territories of those inferior 
peoples has become an obsession that has prevented seeing, naming, and stag-
ing a dignified relationship, full of respect and value. (p. 241)

The same happens in language research when researchers present participants’ 
knowledge as if that knowledge belongs to the researcher or when they do not 
give importance and credit to the participants’ knowledge. This situation could 
also be called epistemic violence.

Considering the articles “Violencia epistémica y descolonización del cono-
cimiento” by Pulido Tirado (2009) and “Epistemic disobedience, independent 
thought and de-colonial freedom” by Mignolo (2009), the landscape becomes 
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clearer, but, at the same time, it is so disappointing to realize that for years and 
years we have been dominated by European civilizations not only in an economic 
way but also in the field of knowledge which, in my opinion, is the heaviest way 
of domination.

Gradually, people end up taking ideas from the Global North and repeating 
them until they think that it is the only truth. People forget who they are and start 
thinking that they are not allowed to think or do things differently; they lose their 
self-esteem. The same process happens with psychological violence within the 
family, where power is used to offend, frighten, humiliate, and silence different 
points of view.

This problematic situation allows us to understand why a lot of people from 
Colombia used to say that we live in the “Third World,” a pejorative expres-
sion: They believe firmly that this idea is totally right and almost always think 
that everything that is done by European civilizations is perfect and worthy 
of being followed.

I love how authors problematize the situation and try to give some solutions 
such as decolonization through “border thinking,” taking into account that, ac-
cording to Walsh (2005), it is necessary to recognize that all knowledge has val-
ue, including the color, gender, time, and place where it originated.

Having reached an improved and more reflective reasoning about decoloni-
al perspectives in language policies studies, we can say that by doing research 
under this arduous and thought-provoking perspective, we could arrive at very 
interesting results, unveil real situations, and maybe propose solutions to a spe-
cific problematic situation. Nonetheless, realistically, those decolonial actions 
are quite challenging and hard to develop. For instance, to apply a contemplar 
comunal or conversar alternativo, all participants must be given the time and 
must give themselves the opportunity to observe and analyze themselves, as well 
as others, and the way they act. Additionally, it is important to keep in mind that 
each of the different stakeholders that participate in the process of creating lan-
guage policies are a part of specific power relationships that are not easy to leave 
aside, creating and implementing languages policies.

On the other hand, human relationships are not perfect, and sometimes mem-
bers do not have good relationships. This problematic situation makes partici-
pants feel shy, lacking in confidence or not ready to open their hearts and minds. 
Thus, it is necessary to start with small decolonial actions in the research field in 
order to develop language policy studies under this decolonial perspective.
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Future Directions
Bearing in mind the previous analysis, we can say that, in terms of future methodo-
logical directions in language policy studies, research studies under the decolonial 
perspective are quite interesting and challenging. Nowadays, we are surrounded 
by a lot of colonial practices in every single field, and language policy is not the 
exception. That is why language policy studies are challenging, because people 
have been repeating the same actions throughout their lives, and changing their 
habits and ways of thinking and acting is really difficult. In fact, change is not 
possible overnight; it needs a process whereby people can gradually change 
their point of view about the way they act and think. In this sense, we have to say 
that it is better to follow a different perspective that lets us do research studies 
about language policies in a critical way. A decolonial perspective is great, but 
we have to acknowledge that people are not ready for these changes, and it is 
necessary to prepare them.

Meanwhile, for this specific research study about the place of the different 
educational stakeholders in the National Bilingual Program, I propose to carry 
out the study under the socio-critical perspective while still using some practices 
from the decolonial perspective in order to minimize colonial practices such as the 
hierarchy between the researcher and the participants, the lack of acknowledgement 
of the participants’ knowledge, neglect or theft of knowledge (epistemic violence 
and/or extractivism) during the collection of data, the positivist instruments like 
structured and semi-structured interviews, and surveys with a lot of participants 
or analysis under the sole point of view of the researcher.

Decolonial actions such as contemplar comunal, conversar alternativo, and 
reflexionar configurativo are quite ambitious to apply at this moment, so we have 
to continue looking for a decolonial methodology according to our context and 
everyday reality.
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Chapter 6 
The Use of Visual Narratives in an 
Intersectional EFL Research Study*

Catherine Benavides-Buitrago
Doctorado Interinstitucional en Educación, Universidad Distrital Francisco José de Caldas

Introduction
Throughout history, different kinds of violence have taken place in humanity, and 
one of the most evident kinds has been epistemic violence. Epistemic violence 
has to do with the idea and desire to impose knowledge on the Other (Pulido 
Tirado, 2009). Different examples of this kind of violence can be seen in our 
daily context in relation to knowledge and power.

According to Soler (2020), when the human genome appeared, it became a 
reason to say that every human being is equal, and yet racism persisted. Some 
Eurocentric thinkers did not accept this idea of equality: They needed domina-
tion to persist because their higher position in the hierarchy had to prevail for 
their own benefit and the domination of minorities. Knowledge is, in most cases, 
created and produced with the idea of domination. That is why most cultural 
knowledge nowadays is ignored or, worse, considered nonexistent, as it is seen 
as related to witchcraft or black magic. This is a clear example of what happens 
when a specific form of knowledge can affect and endanger the pre-established 
societal order: Those in charge will do whatever is possible to discredit it until it 
is completely erased.

When we talk about knowledge, we see that it is closely related to power, 
too. When people are seen as outsiders, we do not accept their ways of being 

*	 This chapter draws on the epistemological reflections on my doctoral research study that fo-
cuses on the intersectional identities in ELT classrooms. This doctoral research proposal was 
approved by the CADE at Universidad Distrital Francisco José de Caldas.
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(customs), their cultural practices (knowledge), or even their language, as they 
are considered primitive. In our own context as English teachers, sometimes we 
see that power prevails when some teachers show themselves as the ones who 
possess knowledge and expertise in the foreign language. Power is shown when 
policy makers determine Spanish as the first language and English as the second one, 
without bearing in mind Indigenous languages, for instance. Another example is 
when English teachers from some institutions are forced to demonstrate a native-like 
proficiency to be hired or to keep their jobs, or when teachers are expected to follow 
a specific teaching methodology because it is trending at the moment and shows 
that their practices are up to date. In order to avoid and fight these practices, we 
can analyze which is the best way to share knowledge with our students accord-
ing to our contexts, because what they have to say through their experiences is 
more valuable than following a specific methodology that, in most cases, puts 
the teacher at the center of the lessons. What is more, we should keep in mind 
that in a single lesson different methodologies can be implemented, as students’ 
ways of learning are also diverse, and different methods can benefit each student.

The objective of the present chapter is to show and describe the different 
tensions and challenges that arose for me as an English teacher-researcher while 
making decisions on which methodology to use for my research study. In the first 
part, the Locus of Enunciation will be described; then, the research interest will 
be mentioned next, the uncertainties related to the methodology chosen will be 
explained and finally some Future Directions to follow in the research path will 
also be portrayed.

Lugar de fala
One of the most important aspects to take into consideration when doing re-
search is what we call the Locus of Enunciation. Ribeiro (2017), a Brazilian Black 
feminist philosopher and journalist, described the lugar de fala as not only in-
dividuals saying something from their subjective and subaltern position, but of 
privileged subjects too, and the recognition that their privilege position consti-
tutes the locus of subaltern subjects. From this perspective, I will state my own 
Locus of Enunciation by going through three important stages of my life. The first 
stage is related to memories from my childhood and adolescence, the second 
one to my masters’ program experience, and the third one to my current studies 
as a doctorate student-researcher. The three stages represent who I have become 
and the Locus of Enunciation from which I am currently speaking.

Since I was a child, I dreamt of becoming a teacher and I remember always 
playing at home with a small blackboard. When I got home after school, I al-
ways played with my toys pretending to be their teacher and even checking their 
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homework. After that, when I was in high school, I went to a religious all-female 
school. The memories I have from that period are related to two different things. 
The first is that in ninth grade I chose the school emphasis related to education 
instead of the ones related to business and the arts. This choice gave me the 
opportunity to do some practicums with students from primary school (children 
and adults), which reinforced my desire to become a teacher. The second is that 
I remember struggling with the school rules related to aspects such as uniforms, 
makeup, or polished nails. Our teachers constantly checked our uniform by mak-
ing us kneel on the floor in order to see if the length of the skirt was long enough 
to keep our knees from showing.

About this time of my life, I can say today that my desire to become a teacher 
since I was a little girl and the pedagogical experiences I had from my high-school 
practicum helped me build my own Locus of Enunciation. These disciplinary prac-
tices we were subjected to demonstrate that we were seen as women who had to 
obey. Otherwise, we would be grounded or sent to detention. All these practices 
made me start thinking about ways to resist subordination and, specifically, 
female subjectivity.

After I graduated, I was advised to pursue a career that could provide more 
job opportunities. That is when I was advised to study English, as it was the lan-
guage everyone wanted to learn because it was a means to earn more money. 
I decided to do an English course and I started loving the language because, for 
the first time, I could understand what my favorite rock bands were singing. After 
two years, I started my bachelor’s at Universidad Pedagógica Nacional (UPN) 
and five years later I graduated and started my teaching experience. This was the 
first time I struggled teaching the language, as my experience as a student was 
based on a grammar curriculum, so my practices were based on a traditional 
methodology and my students were not enjoying my lessons. After six years, I de-
cided to enroll in a master’s program in order to see if I could change and update 
my practices as it was evident that something was not right.

The second stage started at Universidad Distrital Francisco José de Caldas 
(UDFJC), where I studied a master’s program based on applied linguistics, some-
thing strange for me at the time as grammar-based curriculum was what I had been 
taught in my teacher training undergraduate program. When I had the opportunity 
to check some institutional documents from the school I was working for at the 
time, I could find evidence that the school curriculum could be reinforcing dis-
criminatory practices and I remembered my own experiences as a high-school 
student. The fact that the curriculum does not include or represent students’ social 
identities makes it harder for them to adapt or to accept diversity. Some situations 
that took place in my classroom made me see that something had to be done.  
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I remember once a student said that he believed women were the only ones who 
should be in charge of the house chores, and his classmates’ reaction was to tell 
him to shut up because he was a chauvinist. The rejection he faced made him 
stop participating in the lessons. This incident made me reflect on the way in 
which students were rejecting a classmate just because of his point of view, and 
how this student lost his right to access learning and to participate in the lessons.

All of this turned me into an English teacher-researcher who was no longer 
interested in grammar-based lessons. My students made their own contribution 
to change the curriculum as they were able to create their own materials to pres-
ent to their classmates different real situations related to gender discrimination. 
It is important to mention that this experience was presented at national and 
international conferences. Also, an article from this experience became my first 
academic publication in a national journal, which, to my surprise, so far, has 
been cited by eleven scholars around the world. This shows that the number of 
people interested in including these topics in their classrooms is increasing. After 
all this, and for the first time, I saw myself as a teacher-researcher who should 
continue working on these topics in the classroom and, after five years, I decided 
to continue studying.

The last stage is the current one. I am now a doctorate student at the Universidad 
Distrital Francisco José de Caldas, and my interest is not only to continue working 
on topics related to gender topics but also to other social identities that could be 
generating discriminatory practices at school. Once again, I analyzed the school 
documents in which the curriculum seemed to be monolithic and grammar-based 
and the school’s rule handbook seems to invisibilize students from different back-
grounds. All this evidence led me down the path of doing research with an in-
tersectional and decolonial perspective that provides examples of resistance to 
discriminatory practices that have been imposed and normalized and, at the same 
time, affect students’ EFL learning processes.

Deciding on What to Research
This second section describes my research interest for the doctorate research 
study. As mentioned before, some of the institutional documents of the school 
where I work are based on rules that do not consider diversity. Nowadays we have 
more students from different backgrounds which are not necessarily the tradition-
al Colombian heritage. According to the demographic information I consulted, 
16% of the students in this institution come from other countries, Indigenous 
communities, or cities. This indicates that institutional documents are based on 
monocultural policies where the real context of the students is not being con-
sidered. A uniform has to be worn according to students’ biological sex, without 
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consideration for multiple gender identities; the way male students should wear 
their hair does not consider students from other countries or communities where 
long hair is seen as normal and a sign of respect for their cultural roots.

Taking this into consideration, we see that diverse identities are being exter-
minated as they are not included in school rules handbooks. This situation leads 
students to avoid showing their own culture or language (e.g., in the case of 
Indigenous languages) because institutions are showing that other cultures are 
not important because what is important is to follow the national and interna-
tional educational policies where Spanish is considered the first language and 
English the second one. There is no room for any Indigenous language or cultural 
practices (customs) to be included at schools. The knowledge that these cultures 
have constructed is no longer important as it is considered not scientific or even 
black magic in the case of healing practices. Our country is promoting a form of 
cultural extermination where Eurocentric knowledge is being privileged as it is 
considered more advanced and closer to perfection.

When I realized these practices can make my students invisible, I saw that 
something had to be done, and what I have experienced and learned throughout 
the masters’ program would still be helpful today. That is why I considered other 
social identities to be included in my current research study, because I can see 
that excuses to discriminate include not only gender issues but also aspects such 
as race, social class, language, and nationality, among others. Besides, when 
segregation based on these aspects occurs, a situation similar to that of the boy 
who was called a chauvinist and who decided to stop participating in the lessons 
can happen. This should be avoided immediately because no one has the right to 
deny anybody the access to learning or, in this case, language learning.

All in all, diverse social identities need to be studied and considered in cur-
rent classrooms to improve students’ educational environment. Additionally, 
research based on intersectional studies in the country appears to be under-
explored, which constitutes another strong reason for conducting this kind of 
research. Furthermore, as the study is expected to be seen from a decolonial 
perspective, the methodology to be used will also be considered as such, as can 
be seen in the next section.

A Decolonial Methodology
In this section, it is important to mention how methodology has been conceived 
through time, how some hierarchical and heterarchical relationships can be 
found in some teachers’ pedagogical practices, and how the conception of the 
known and the knowing-subject affect the process of co-creating knowledge. 



Catherine Benavides-Buitrago

90

U
ni

ve
rs

id
ad

 D
is

tr
ita

l F
ra

nc
is

co
 Jo

sé
 d

e 
Ca

ld
as

These aspects and some of the challenges that can be seen in the process will be 
shown as follows.

First of all, the way in which methodology has been understood for decades 
has shown the necessity to start conceiving things in a different way. For decades, 
the conventional understanding of methodology has revealed its limitations, un-
derscoring the need for a paradigm shift in our approach. Even some institutions 
nowadays demand that their English teachers follow a specific methodology to 
achieve a better level of the language and to improve the communicative compe-
tences in their students. Most of these methodologies are also Eurocentric creations 
that most teachers are obliged to implement in their contexts and what is evident 
is that the contexts where they work differ from the ones expressed in theory.

The fact that many teachers are not allowed to separate their pedagogical prac-
tices from national and international requirements and policies is another issue to 
be faced today. It is no secret that national policies are based on what has been 
established worldwide, meaning that what Eurocentric policies determine for their 
countries is what we are supposed to implement in our classrooms, even if our 
context differs from theirs. National and international policies do not intend to see 
a heterarchical position (teachers and students at the same knowledge level) in 
classrooms as these are practices that break the scheme in which they are on top 
to rule, and they force others to copy their practices because they know people 
are reluctant to believe in their own knowledge production. This also includes the 
fact that English teachers are forced to demonstrate, mostly through European tests, 
that they have the required language level to teach it. Sometimes English teachers 
are subjected to follow what the government brings from other countries, because 
these practices are seen as better and the correct way to improve students’ lan-
guage level.

When talking about changing the way in which methodology has been con-
ceived it is necessary to also think about the conception of how the participants 
of this process have been seen. Ortiz Ocaña and Arias López (2019) claim that 
it is important to “decolonize the social sciences to consider the knowledge of 
others who have been called inferior in order to detach from the research meth-
odology” (p. 147). These authors argued that most of the times the participants of 
research studies are just seen as mere objects who provide the data researchers 
need, so, they do not participate actively in the study. In this case, methodology 
is colonizing as the researcher is seen as superior and the participants as inferior 
subjects who need to be observed and analyzed in order to solve a problem that 
the researcher states they have. According to Vasilachis (2006), it is important to 
consider the way in which qualitative research is to be conducted. That is why 
in her chapter Vasilachis presents some characteristics of this kind of research 
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bearing in mind the different contexts and perspectives authors have in order to 
present their own research studies. She states that there are two epistemologies 
to consider: the known-subject and the knowing-subject, which is very related to 
the way “researcher” and “researched” are conceived.

The known-subject demands that subjects be approached as active participants 
with their own agency, rather than being treated as passive objects. In this 
sense, the known subjects (students/participants) should not be seen as passive 
receivers of knowledge; instead, they should be included in this process of co-
construction. One of the challenges to consider here is to give the known subjects 
enough confidence to see that they are also capable of constructing knowledge 
and even reflecting critically upon the one already created. Also, they should be 
made aware of the fact that Eurocentric knowledge is not the one and only form 
of knowledge, and that we have our own knowledge that has been created and 
co-constructed in our context for decades and that differs from the one created in 
other countries because their culture and costumes are not the same.

The knowing-subject (teacher/researcher) should not resist the fact of seeing 
the known-subject as a participant in the process of knowledge construction. The 
biggest challenge is precisely to stop seeing the knowing-subject as the one who 
possesses the true knowledge and to start seeing the known-subject as part of that 
knowledge construction process. Sometimes the problem is giving others the power 
of constructing and participating in a process in which the leaders were traditionally 
the ones leading, giving directions, or even assessing. We can see here that there 
could be a heterarchical order in the sense that the knowing-subject can become a 
known-subject and vice versa. Co-creation and co-construction of knowledge can 
be a powerful means of decolonizing knowledge, as it allows diverse perspectives 
and epistemologies to flourish and challenges the hegemony of Eurocentric ways 
of knowing. Ortiz Ocaña and Arias López (2019) also argued that there is a need 
to do research from a decolonial perspective which would be more meaning-
ful, and that these “other” methodologies would give space to a co-constructed 
study. If researchers and researched subjects work together to observe and apply 
instruments to each other they may gather and analyze the information in a more 
collaborative way without seeing each other as superior or inferior, as colonizer 
and colonized, as researcher and researched, as teacher and student.

Also, Kincheloe et al. (2011) mentioned the importance of seeing teachers as 
learners and as researchers who reflect upon their own professional needs. One 
thing to note is that the teacher can engage in constant dialogue with students 
in order to question and problematize relations of power. This exercise helps 
when showing students that sometimes these relations give space to margin-
alization and the idea is to show them that knowledge can also be produced 
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by them as researchers (students and teachers) even though we may be seen as 
marginal people due to aspects such as gender, race, and class, among others. 
Consequently, there is also a need to listen to students, observe our contexts, and 
research together to produce our own knowledge in order to show that students 
and teachers can also do research and theorize new knowledge.

Ortiz Ocaña and Arias López (2019) and Kincheloe et al. (2011) have some 
ideas in common which need to be considered when deciding the methodolo-
gy to be used when conducting a research study. It is imperative to stop seeing 
students as objects from which data will be collected; they can become active 
participants as they can also become observers and researchers. Furthermore, 
students should know that they can become knowledge producers too, as 
Eurocentric knowledge is not the only one that can be produced and accepted 
worldwide. The importance of conversations and dialogues with students will 
show the real context they live in. When communicating mutually, participants 
become aware of their own realities, and the research process becomes more 
meaningful as there is a better understanding of what surrounds them, and their 
practices will be identified as more heterarchical than hierarchical.

Secondly, Castro-Gómez and Grosfoguel (2007) mentioned in the preface of 
their book Giro decolonial, teoría crítica y pensamiento heterárquico that het-
erarchical thinking looks for a way to see relations of from a point of view that 
is not hierarchical. Power has always been seen as the element that is on top of 
the hierarchy, because people in this position are the ones who rule the entire 
system. When talking from a heterarchical perspective it is evident that this sys-
tem is challenged because the pre-established order is changed as power can be 
exercised by different people in different situations without seeing each other as 
the oppressor or the oppressed. Some teachers may see that this is related to the 
previously mentioned fact that some researchers are seen as the ones in charge while 
the participants (the researched) as the ones who provide the data. There are also 
some challenges that were analyzed in order to state that this is not an easy path 
to follow when deciding on the methodology to use in a research study.

When some teachers dare to challenge the system, they also encounter some 
difficulties. When implementing ways of teaching the language that are different 
from the traditional grammar-based method, some colleagues, students, parents, 
or even principals would think that these are not effective. If a teacher thinks 
about implementing pedagogical practices or methodologies based on a het-
erarchical perspective in which the teacher is not the only one who leads the 
process but includes the students as well, many may consider those practices as 
unorganized or as a way for the teacher to avoid responsibilities. Sometimes, het-
erarchy is a synonym of disorder as no specific person rules the activities or gives 
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orders but, instead, everyone has the chance to do those things. In the classroom, 
teachers and students should be considered capable of doing research; not only 
the teacher can be the researcher and the students the participants who are be-
ing observed, but all of them can also be in charge of conducting research by 
interchanging roles. This way, students and teachers become researchers who 
collaborate with each other in the exercise of conducting a study without waiting 
for someone to tell them what to do and how to do it.

Another big challenge would be to show our communities that we are also 
able to construct knowledge that is real and valuable even if it was not produced 
in a foreign country. For many years we have considered Eurocentric knowledge 
as the one and only, the knowledge we should follow or implement because it is 
what has been shown to us, it is what we have been subjected to believe in order 
to follow a capitalist practice in which the products we should buy are the ones 
that come from other countries, even if they can be produced in our own lands.  
I consider this to be the biggest challenge because it is difficult to un-learn, re-learn, 
and decolonize these practices in which we become just followers and knowledge 
consumers. It is difficult to prove to the community that what teachers and stu-
dents do in the classroom should also be considered as knowledge construction.

Some of the challenges mentioned above are related to educational policies, 
pedagogical practices, and knowledge production which are the most important 
in terms of conducting heterarchical research. Although these colonial practices 
are very strong in our communities, it is important to see that we can contrib-
ute to the process of decolonizing some practices in our classrooms. This way, 
in the future, teachers could think of ways in which heterarchical practices are 
more implemented each time, not only in classrooms but also in everyday life. 
Teachers and students should be conceived as mutually complementary. The pro-
cess of conducting qualitative research by seeing participants and researchers 
as a cooperative group will help to co-construct a better community in which 
everyone is part of that process without seeing subjects as the leaders or the 
leaded. Besides, when cooperation exists the research process becomes more 
successful and fruitful for the entire community.

After taking a look at these aspects, we see that it is necessary to think about 
decolonizing methodologies when conducting a research study. It is imperative 
to see that this can become a cooperative process in which we all can be par-
ticipants and researchers co-constructing knowledge, not mere knowing and 
known subjects, researchers, and researched from which an issue will be re-
solved. In that sense, one of the decisions already made was to work with a 
methodology that could facilitate the way participants (teachers and students) 
express their ways of thinking or even experiences in which they have suffered 
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from discrimination due to aspects such as gender, race, social class, nationality, 
and language, among others.

One of the steps that led to this decision included looking at the methodology 
that some authors used to conduct similar research studies. From the fifty articles 
collected when doing a profiling exercise, it was observed that most of them used 
interviews, class observations, diaries, questionnaires, field notes, video/audio 
recordings, lesson plans, students’ artifacts, and national databases. What was 
noticed here was the fact that even though the studies included an intersectional 
perspective, which is considered by many as a decolonial approach, the meth-
odology used by the authors was purely traditional or colonial. Only one out of 
the fifty presented a methodology in which photovoice was used. Bazemore-
Bertrand and Handsfield (2019) explained that participants expressed their ideas 
without using their own voices; instead, they used pictures as an opportunity to 
represent and express their feelings without the fear of being exposed. This is a 
good example of what can be done in terms of methodology, as it is giving the 
opportunity to express feelings or tell experiences in a creative way.

Now, considering that some aspects of traditional methodologies when conduct-
ing a research study include: following external policies worldwide, conceiving 
the teacher as the researcher and students as mere participants, and considering 
Eurocentric knowledge as the only valuable and existent, some decisions had to be 
made in terms of the methodology that should be used in my own research study. 
This decision gave way to some questions that will be shared in the next section.

Challenges, Struggles, and Questions 
for Future Decisions
Considering that my own research study aims to see the way in which inter-
sectional identities (gender, race, social class, nationality, language, etc.) affect 
students’ learning processes, I should think of a methodology that fits not only 
this aim but also my decolonial perspective. After seeing that some authors still 
work with traditional methodologies, it is important to look for a way in which 
the research study can be developed from a submerged viewpoint. I want to im-
plement a methodology that does not imply that I am going to be seen as the re-
searcher (knowing-subject) and my students as the researched (known subjects).

I also started thinking about a way to collect students’ experiences and stories 
without making them feel forced to talk about something they would not like to 
discuss. Additionally, interviews, questionnaires or written narratives would not 
be helpful enough considering that some students will not be willing to write or 
speak about their experiences. Another difficulty may be the fact that I am always 
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going to be seen as the teacher, so students would not feel comfortable telling me 
about any bad experience as they may think that I am going to tell their parents 
or other people about it. At this point, I felt the necessity to look for a way to 
overcome these issues.

This is when I thought of working with narratives. However, as we (teacher and 
students) would not be willing to speak or write, I decided to try drawings, pictures, 
clippings, sculptures, or any other artistic means through which we can express 
ourselves. Besides, in order to show myself as a trusted person when talking about 
bad experiences, I thought of giving them some examples of situations in which I 
have felt I was being discriminated because of social identities and this could be 
done through the visual means mentioned before. This is a way of showing myself 
as another participant and as someone who also shares experiences with the entire 
classroom, which could probably help me show myself as a trusted person and 
make students feel more comfortable sharing. Visual narratives can be the perfect 
way to show that Eurocentric methodologies are not always the correct choice. 
Through the use of different manifestations of art, I can also present myself and 
my students as co-creators of knowledge and thus they can also be part of this 
co-construction not as mere participants of a research study.

Finally, as this would be an uncommon methodological practice, there are 
many challenges to consider. Some of them are questions I have been dealing 
with in this decision-making process that I would like to share with the reader 
to conclude this chapter: How to establish a heterarchical relation with my stu-
dents? How to disempower myself as the teacher who conducts the research? 
How do I conduct a study with and for my students, instead of on them? How do 
I present myself as authentic when sharing my own experiences? How to erase 
the concept of the teacher as non-reliable?
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This third volume in the Methodological Uncertainties of Research 
in ELT Education collection invites readers to explore the methodo-
logical uncertainties that arise when doctoral researchers and their 
advisors adopt elements of the decolonial turn to better understand 
the field of English Language Teaching (ELT). The multifaceted 
voices in this volume—professors and doctoral students from the 
Doctorado Interinstitucional en Educación at Universidad Distrital 
Francisco José de Caldas—encourage readers to rethink established 
research paradigms in education and foster more nuanced, collect-
ive, creative, and critical decolonial research practices.

Spanning six chapters, the volume analyzes research experiences 
ranging from doctoral education to text authorship, critical and bi-
lingual identities, and language policies. Through reflection and 
sensitivity, the authors demonstrate that research involves doubt, 
disagreement, and creation.

This book is intended for researchers, teachers, and graduate stu-
dents of languages and education. It offers methodological and 
conceptual elements of decolonial thought for those seeking to 
transform educational research into liberatory acts.
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