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ART GALLERY
Ivonne Lopez

An Ecuadorian anthropologist and artist, born in Quito, she has been linked since her youth in artistic
and educational actions; during the first ten years she worked in editorial projects as graphic designer

and illustrator; in the later part, she participated in projects of cultural management and promation of
the arts in the Salesian Polytechnic University. During the last ten years she has dedicated herself to
teaching in the field of education and information and communication technologies. The digital works
presented in this edition were made to illustrate the educational material for the virtual modality offered
by UPS in Quito.
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Editorial

The vertiginous digital proliferation, especially in the educational field, and the consequent
interest and motivation academically and socially generated, demand an innovative impulse of edu-
cational tendencies, which promote equality and social justice, through practices open to the entire
population.

Through concrete examples of good digital practices, in which pedagogical techniques are
applied based on active learning and with the support of digital media, we see how the educational
system can increase the training opportunities to train the attitudes and skills necessary in a sustain-
able society; that is to say: to move forward based on innovation

In order to contribute to the formation of educators in this field, the Alteridad Monographic
Section that we present here, proposes five articles.

The first, by Marcio Roberto de Lima and Isadora Moreira de Andrade, entitled Teaching
meanings on the integration of digital technologies in pedagogical practices, addresses from an
exploratory approach, an action research through which concepts of a teacher are identified, in a
school of the interior of Minas Gerais, Brazil, regarding the incorporation of the Digital Technologies
of Information and Communication in her pedagogical practices, and, to comprehend how those
resources can be significant in the teaching practice in the cyberculture, potentializing and instru-
mentalizing participative/collaborative strategies. The fieldwork includes traditional spaces of place
and cyberspace, making observations, accompanying virtualized productions and a semi-structured
interview with the collaborating professor of research. The compilation of the empirical data was
done in the Atlas.ti software, and later a content analysis was carried out. The analytical systematiza-
tion indicates the existence of few public educational policies focused on the inclusion of the DICT
in the researched school, confirming the precarious support of infrastructure and the lack of peda-
gogical support for the orientation of teachers in activities with those technologies. Concludes that
certain actions of authorship in cyberspace, suggest contributions in learning and signs of reconfigu-
ration of the student’s position in front of the teaching proposals, which favors a process of revision
of the pedagogical beliefs of the collaborating professor of research.

The second article, The impact of the use of the B-Learning modality in higher education by
Estela Nunez-Barriopedro, Ingrid Miguelina Moncliz and Rafael Ravina-Ripoll, exposes how new
educational scenarios propose adapting the teaching-learning process to the collective use of ICT.
The main objective of this research focuses on analyzing the conditions of the teaching-learning pro-
cess of the Latin American university for the adoption of new educational approaches. The research
design is mixed with recurrent triangulation DITRIAC. Specifically, in the quantitative phase, the
method used is descriptive-transversal, using a questionnaire with Likert Scale to 50 teachers, 402
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students and 6 authorities. And, in the qualitative phase, the method is ethnographic, through
interviews with ten teachers, 38 students and two authorities. The conclusions highlight the need to
promote the social factor of learning and give greater prominence to the student. Likewise, the three
aspects that are most difficult for teachers to change in their way from classroom to B-learning are:
leaving the protagonism to the student, switching from the transmissive class to collaborative learn-
ing, and from the summative evaluation to the formative one.

The third article, by Professor Diego Bernaschina Cuadra, deals with the theme of ICTs and
Media Arts: The new digital age in the inclusive school, describing an educational experience on the
impact of the pedagogical practices of digital media in the classroom. Its objective is to understand
the relationship between Art Education and Education Technology and interdisciplinary methodol-
ogy. To this end, he proposes the development of activities carried out in different workshops Stop
Motion animation, for primary education and Video Art for secondary education, sharing and pro-
moting collaborative work as an alternative method of learning and the participation of students
within the virtual classroom.

The fourth article, Proposal for design an instrument for video lectures analysis in MOOC, by
professors Edna Manotas Salcedo, Amor Pérez-Rodriguez and Paloma Contreras-Pulido, present the
process followed in the construction and validation of an instrument to assess the structure video-
lessons of mass online courses, MOOC. They base their proposal on the need to generate proposals
for the production of videos in mass courses, propounding first, the design process and the theoreti-
cal supports in which they have framed the blocks of questions, as well as the result of the evaluation
of the experts, the piloting of the instrument and the results. Finally, the authors offer perspectives
for the design of video-lessons and instruments that help teachers and instructional designers of
virtual courses to reinforce their contents in the video-lessons. They conclude with a proposal to use
the instrument to open new lines of research that support the production of video-lessons and with
the proposal of ideas to use elements of television via streaming to the didactic sequences of virtual
courses.

The fifth article, entitled Gay teenagers in the digital age: orientations for educators, is the
result of the research done by Lander Calvelhe Panizo, about the multiple opportunities of access to
information and interactions with different people in the quick and easy way that the Internet offers.
They present the results of a research on the processes of self-identification and socialization as gays
of twelve young people between 14 and 19 years old, analyzing qualitatively experiences and practices
based on testimonies in which the need for connection with their peers appears as well as the fear
for the underlying homophobia. On the other hand, the Internet is perceived as a place of hope and
uncertainty, evidencing how this type of Internet practices are more common during a period of
confusion about their sexuality. The author ends by proposing a series of educational orientations
based on the results of the study.

The Miscellaneous Section begins with the article entitled Training Needs of Teachers of
Tsachila Intercultural Education by Jacqueline Marild Aguavil Arévalo and Ramiro Andrés Andino
Jaramillo where they demonstrate the formative shortcomings of bilingual intercultural teachers, the
effects on educational processes and the problems in the execution of the Model of the Intercultural
Bilingual Education System (MOSEIB). The methodology of the study was based on a non-experi-
mental design supported by qualitative and quantitative research; the sample consisted of 19 tsachi-
las teachers and ten mestizo teachers. The techniques were the survey and the statistical analysis. The

8 © 2019, Universidad Politécnica Salesiana, Ecuador.




Editorial

results show that teachers present training and training needs evidencing the importance of initial
and ongoing training, the need for research and the development of educational proposals.

Education, body and alterity, Meetings face to face for the formation of the other by Jhon
Fredy Orrego Norena and Diego Armando Jaramillo Ocampo affirms that it is not possible to edu-
cate outside the relationship with the Other, which depends on the idea of subject and world. The
encounter implies a scenario in which the subject is no longer alone before himself, but is related to
Other, different from him, generating an education that exceeds the pre-eminence of knowledge and
part of a relationship with the Other. This perspective, approached from the point of view of Levinas
and Melich, bases a moral education centered on socially accepted knowledge, rules and values and
an ethical education based on the training needs of the subjects that answer responsibly to the Other.

Development of a teaching team in the coordination of the teaching staff in the university
environment by Miguel Angel Sénchez Jiménez and Araceli Galiano Coronil states that coordination
in teaching is one of the relevant elements for performance, professional and organizational develop-
ment. Given the low satisfaction of the Marketing and Market Research students of the University
of Cédiz with the teaching coordination, the creation of a team with the aim of creating common
procedures to improve communication between students and teachers was considered. In this line,
meetings were established during the 2016/2017 academic year, proposing activities that improve
teacher coordination, the results of which generated greater satisfaction on the part of the students
and the teaching staff, and the need for the teaching team to continue being made.

The zapatista school: educating for autonomy and emancipation by César Silva Montes,
exposes the development of an educational proposal from the community, based on ancestral wis-
dom but linked to contemporary thought, aimed at forming autonomous and worthy generations.
The experience is partly based on Paulo Freire’s ideas on how to alphabetize and read the world and
transform it. It is anti-capitalist, it is not governed by market norms nor is it a state apparatus because
each people choose the academic content. Unlike the schools that promote entrepreneurship, merit
and self-employment, Zapatista education aspires that young people serve their people in solidarity
and that knowledge does not hierarchize, avoid bureaucratization and homogenization.

Reflection strategy for teaching construction projects in Civil Engineering by Albeiro Bejarano
Castellanos, Marfa Fernanda Serrano Guzmén and Diego Dario Pérez Ruiz make visible that the edu-
cational programs of the universities demand that the contents help to respond to the environmental
problems. The didactic proposal is based on concepts of management of construction projects using
re-engineering and the philosophy of construction without losses (Lean). It is based on information
collected in housing construction projects where the practices that combined technical knowledge,
administration of human and financial resources, critical thinking, problem solving, social com-
mitment, teamwork, communication skills, ethics and social responsibility were evaluated. The
study concludes that the reflection, for future professional, is a useful tool provided by the teaching-
learning process.

We finalize this editorial inviting you to send your scientific productions to be reviewed in
the Journal. The monographic theme of volume 14, number 2 (July-December 2019), is Inclusive
Education: Progress, dilemmas and challenges for an intercultural context; which is coordinated
by the thematic editors, Dr. Silvia Ester Orru, Universidade de Brasilia, (Brazil), Dr. Alejandro
Rodriguez-Martin, University of Oviedo (Spain), Dr. Auxiliadora Sales Ciges, Universitat Jaume I
(Spain); as well as for the Miscellaneous section that receives research results, as long as they address
the issue of education. We also remind you that «Alteridad» is present in around 100 databases,

Alteridad. 14(1), 7-10
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repositories and libraries, such as: ESCI, DOAJ, REDIB, REDALYC, MIAR, CAPES, SciELO among
others; and it is being evaluated to become part of SCOPUS.

Dr. Maria-Soledad Ramirez-Montoya
Thematic Coordinator
Tecnolégico de Monterrey

Dr. Natalia Gonzalez-Fernandez
Thematic Coordinator
Universidad de Cantabria

Dr. Napoledén Esquivel
Deputy Editor
Scientific Journal “Alteridad”
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Abstract

This scientific paper reports an exploratory
study conducted in the form of an action research
and sought to identify the meanings of a teacher
about the incorporation of Digital Information and
Communication Technologies (DICT) / cyberspace in
their pedagogical practices. Due to this purpose, we
also sought to understand how these resources can
be meaningful to the teaching practice in cyberculture,
potentializing and instrumentalizing participatory / col-
laborative strategies. The intervention and data collec-
tion actions involved a teacher and her students from
two classes of the 6th year of primary education in a
school in the interior of Minas Gerais, Brazil. The field
incursions were carried out in traditional spaces of
place and cyberspace, with observations, monitoring of
virtualized productions and a semi-structured interview
with the teacher The compilation of empirical data was

performed in Atlasiti software, which assisted in struc-
turing a Content Analysis. The analytical systematization
indicated that there are few Educational Public Policies
for the inclusion of the DICT in the school, precarious
support of infrastructure and lack of pedagogical sup-
port that guides the teachers in activities with those
technologies. Another expressive suggestion was that
the intervention in the field of research consolidated
a moment of unprecedentedness, causing a cultural
impact on the pedagogical use of DICT. Finally, the
actions of authorship in cyberspace suggested learning
gains and signs of reconfiguration of the student's pos-
ture towards the teaching proposals, which favored the
beginning of a process of revision of pedagogical beliefs
of the teacher collaborating the research.

Keywords: Teachers meanings, Digital
Information and Communication Technologies, peda-
gogical practice, cyberculture, cyberspace.
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Resumen

Este trabajo tuvo cardcter exploratorio, con-
figurd una investigacién-accion y buscd identificar
conceptos de una profesora en cuanto a la incorpo-
racion de las Tecnologfas Digitales de Informacion y
Comunicacion (DICT)/ciberespacio en sus précticas
pedagdgicas. Debido a este propdsito, se buscd,
también, comprender cdmo esos recursos pueden
ser significativos en la practica docente en la cibercul-
tura, potencializando e instrumentalizando estrategias
participativas/colaborativas. La base tedrica de este
estudio dice respecto a la cibercultura y sus desdobla-
mientos en la educacidn. Las acciones intervencionistas
y de recoleccion de datos involucran a una profesora
y a los alumnos de dos aulas de 6° afio de Ensefio
Fundamental en una escuela del interior de Minas
Gerais, Brasil. Las incursiones en el campo abarcardn
espacios tradicionales de lugar y ciberespacio, habi-
endo sido realizadas observaciones, acompafiamiento
de producciones virtualizadas y una entrevista semi-
estructurada con la profesora colaboradora de la
investigacion. La compilacién de los datos empiricos

1. Introduction

The social appropriation of Digital Information
and Communication Technologies (DICT) indi-
cates a new modus vivendi in which the ease of
access to virtualized information, authorship and
communication in telematic networks potentiates
the forms of knowledge production and reconfig-
ures human action. This creative and expansive
movement of possibilities, of (re) thinking or
“doing” and the forms of social interaction end up
pointing to new habits and modification of behav-
iors by establishing cyberculture (Lévy, 1999).
This scenario - although not yet total!
- shows that digital technologies assume a sig-
nificant place as mediators of activities, constitut-
ing themselves as a contemporary dimension of
culture (Pinto, 2005). Consequently, the social
appropriation of the DICT brings “[...] with its
representations not only in daily life, but, also, in
what refers to the forms and possibilities of aca-
demic learning” (Moraes & Lima, 2018, p. 300).
In that sense, “you cannot think of the school as

fue realizada en el software Atlas.ti, lo cual auxilié en el
proceso de tratamiento, relacionamiento e inferencias
que compusieron un Andlisis de Contenido. La sistem-
atizacion analitica indicé la existencia de pocas Politicas
Publicas Educacionales enfocadas hacia la inclusién de
las DICT en la escuela investigada, constatdndose el
precario soporte de infraestructura y la inexistencia de
apoyo pedagdgico para la orientacion de los docentes
en actividades con aquellas tecnologias. Notablemente,
la intervencion realizada en el campo de la investig-
acion consolidé un momento de originalidad para los
involucrados, ocasionando un impacto cultural docente
en el uso pedagdgico de las DICT. Al final, acciones de
autorfa en el ciberespacio sugirieron ganancias en el
aprendizaje e indicios de reconfiguraciones de la pos-
tura estudiantil frente a las propuestas de ensefianza,
lo que favorecid el inicio de un proceso de revisién de
las creencias pedagdgicas de la profesora colaboradora
de la investigacion.

Descriptores:  Significaciones  docentes,
Tecnologias Digitales de Informacion y Comunicacién,
practica pedagdgica, cibercultura, ciberespacio.

an oppressed instance of society and its cultural,
political and economic dimensions” (Souza &
Schneider, 2016, p. 421). Education needs to inte-
grate into cyberculture and accompany its dynam-
ics of sociocultural renewal, knowing that it is
included and promoting (cyber) inclusion.
However, it is important to record that the
DICTs do not determine - on their own - changes
in the educational environment. We understand
these technologies as conditioning factors of even-
tual transformations, when they are used in a
way to stimulate the dialogical, reflective, creative,
cognitive and affective potentials of the subjects
involved. Our thinking is reflected in Santaella
(2013), who indicates that the way to produce/
acquire knowledge in cyberculture, when associ-
ated with education, can lead to continuous learn-
ing and ubiquitous communication. In this way, we
consider that the first moment of approaching the
education of cyberculture goes through the equip-
ping of its teaching and learning spaces. However,
we emphasize the fundamental nature of this ini-
tiative: the indispensable renewal of pedagogical
intentionality and its adaptation to cyberculture.

Alteridad. 14(1), 12-24
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In this sense, the educational reconfigura-
tion with the integration of the DICT must go
beyond the paradigm of pedagogy based on the
transmission of contents for memorization and
repetition (Freire, 2005). And, in tune with other
researchers (Bonilla, 2009, Medeiros, 2011, Silva,
2010), we assume the use of the DICT in edu-
cational processes in a way that breaks with the
utilitarian paradigm or adoption of technologies
for the modernization of the traditional model.
On the other hand, if cyberculture establishes
an inter-relationship between digital technologies
and the social modus operandi, we assume that
the pedagogical practice with DICT can potentiate
interactive actions mediated in cyberspace, which
encourage student production individually and
collectively in the web (Passarelli, 2017).

For this, it is essential that the teacher -
through initial and continuing training - be able
to appropriate the DICTs in a way that makes their
practice compatible in the context of cyberculture,
integrating themselves into a “process of human
and of educational change, [which does not mean
the] substitution of methods, modalities and tech-
niques [...]” (Almeida, 2004, p.28). On the other
hand, Ally and Prieto-Blazquez (2014) confirm
the outdated educational model and teacher train-
ing through the advent of the DICT. Consequently,
these authors indicate that such processes need to
be reinvented to be more effective against the
interpositions of contemporary culture.

Given this, we understand that the teacher
in training (initial or continued) needs to have
opportunities to experiment pedagogically and
take digital technologies for themselves, incor-
porating them to their way of being and doing.
Transformations of behavior and re-significations
can occur, which involve the re-adaptation of
customs, values, beliefs, attitudes and pedagogical
practices (Lima, 2015). In this way, for changes to
be viable, “even at subtle levels, it is imperative, on
the part of teachers, to adapt to this new reality,
which is quite different from what was experienced
in the past and this, of course, it requires time, work
and dedication” (Quintanilha, 2017, p. 251).

s 14 © 2019, Universidad Politécnica Salesiana, Ecuador.
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Considering these perspectives, the scien-
tific research synthesized here aimed to promote
continuing training for a teacher of basic educa-
tion and enrich her pedagogical practices, bring-
ing them closer to cyberculture. For this, we proj-
ect the use of DICT/cyberspace by the teacher in
her educational practice in a way that encourages
participatory/collaborative strategies in her teach-
ing process and encourages authorship, commu-
nication and student reflection. For this we project
the use of digital technologies and their applica-
tion to pedagogical practices, our main objective
with this study was to identify the meanings given
by teacher regarding that integration.

2. Methodology

To develop the research reported here, we started
with a study about software resources and/or
cyberspace environments, which could favor the
design of interactive/collaborative strategies for
DICT-mediated teaching. Subsequently, we proj-
ect, implement and pedagogically accompany
practices mediated by the DICT together with a
teacher and her students. The actions of peda-
gogical intervention took place in a school in the
interior of the state of Minas Gerais (Brazil) in
two classrooms of the sixth year of basic educa-
tion. The selection criteria of the school where
we developed the research involved the structure
of digital technologies available on the premises
and the acceptance of a collaborating teacher?
(hereinafter fictitiously treated as Professor X).
From the methodological point of view, we
undertake an action-research (Thiollent, 1996).
Our research actions aim to assess the perceptions
and experiences of the collaborating teacher and,
also, promote an intervention in the field of their
actions. It was in that outline that we were pres-
ent at the school and we accompanied Professor
X and her students building and undertaking
pedagogical strategies for the use of the DICT/
cyberspace. In this sense, we proceed to the obser-
vations, accompany and interact with students
of the Portuguese Language curricular unit in
mediated pedagogical actions in cyberspace, in
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the classroom, in the school’s computer lab. Our
observations and interventions occurred between
08/23/2016 and 10/04/2016.

During our school intervention we also
sought to establish an opportunity for continu-
ing education for Professor X, objectifying the
overlap of her pedagogical work with cyber-
culture and the intentional use of the DICT/
cyberspace. We assume the perspective in which
continuing education during service (Almeida,
2004) could collaborate to broaden the field of
work of the teacher, encouraging reflections and
transformations in the teaching-learning pro-
cess, as we believe that it is “the experience, [...]
what gives meaning to education. We educate to
transform what we know, not to transmit what
we already know” (Ranciere, 2002, p.11).

We reiterate that, in our action research
- beyond the overlapping of the DICT in peda-
gogical practices -, we seek to identify the (re)
signification of that experience for Professor X. In
this way, we undertake a work of qualitative and
exploratory nature, using a semi-structured inter-
view as a data generating instrument. In a meeting
outside the school environment, we took the testi-
mony of our collaborator, which was transcribed
and generated a corpus for our Content Analysis
(Bardin, 1977). Beyond the interview, the data
analysis was enriched with elements originating
from our observations during the intervention
actions within the school context.

Franco (2008) assumes as a starting point
of Content Analysis the message, be it verbal
(oral or written), gestural, silent, figurative, doc-
umentary or directly provoked. Thus, based on
the transcription of Professor X’s dialog, we used
that corpus to proceed to the identification of
fragments of interest, which were categorized in
accordance with our research focus. Taking into
account the conception of our analysis, we opted
for its structuring in the Atlas.ti software, which
aided in the process of treatment, relationship
and inferences of the/with the data.

3. Analytical discussion and results

The construction of the Content Analysis (Bardin,
1977) of the empirical data in Atlas.ti was guided
by our theoretical reference and research focus.
Still, from the many re-readings made in the
transcript, contributions that symbolized some
reflections/impressions of Professor X. Those
indicatives were not ignored. Structurally, we
made 20 semantic codes/categories, which were
associated to 76 discursive fragments of the tran-
script of the interview with Professor X (Figure
1). In the software used, it is the codes (or cate-
gories) that allow marking parts of the transcrip-
tion, which semantically identify the units of
meaning of the investigation. It is this process of
association that structures the Content Analysis
of the data in Atlas.ti.

Figure 1. Textual transcription and codes in the Atlas.ti software
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The following subsections present excerpts
from Professor X’s discussions accompanied by
an analytic discussion. In this exploratory study;,
we seek to systematize meanings given by the
teacher to the experience of pedagogical work
with the DICT. To this end, we organize our
descriptors as follows: Public educational poli-
cies for digital technologies, cultural impact on
teaching DICT, resources of cyberspace/DICT,
reconfigurations of student action, empower-
ment of pedagogical practice with the DICT,
evaluation of the Project and Perspective for new
works with the DICT.

3.1 Public educational policies for
digital technologies

With the code “Public Educational Policies”,
we seek to identify the impressions of the teacher
regarding the public educational policies for the
use of the DICT in the school under investiga-
tion. Directly linked to this focus of analysis,
other categories will complement our under-
standings, namely: Technical support for DICT,
DICT Infrastructure, Training for instrumental
use of DICT and Pedagogical support for DICT.
These last categories are directly related to the
implementation of public policies in schools,
bringing with it unfoldings that should not be
analyzed in isolation. For that reason, we add our
considerations in this analytical axis.

In her considerations, Professor X revealed
that she did not identify actions of public edu-
cational policies aimed at digital inclusion in
public schools and that, at times, teachers do not
make demands on public authorities regarding
that investment. Still, she warned us that even if
that school had a well-structured computer lab,
there were problems in its operation. During
our stay in the school space for observations, we
note - despite the infrequency of students in the
computer room during the time of the teaching
assignments of school teachers - the use of school
computers in free courses taught for the commu-
nity. Likewise, that school did not have continu-

o 1 6 © 2019, Universidad Politécnica Salesiana, Ecuador.
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ous technical support for the maintenance of their
equipment.

Specifically, about issues related to public
policies on the expansion of access to the Internet
in the school environment, we recorded that,
from April 4, 2008, the Government of Brazil has
launched the “Broadband in Schools Program”
In its Decree 6.424, there is “the objective of con-
necting all urban public schools to the Internet, a
global network of computers, through technolo-
gies that promote quality, speed and services to
increase public education in the country” (Brazil,
2008). Even so, Professor X claimed the need for
improvement of that resource, because, often, the
internet did not work properly during the period
of our interventions.

In our analysis - after the summary assess-
ment of the context under discussion - we under-
stand that Professor X considers that the material
infrastructure conditions should not constitute
obstacles for the development of pedagogical
activities. In common agreement, we understand
the material infrastructure as a fundamental con-
dition to stimulate to change virtual experiences
and encourage the construction of a collective
intelligence (Lévy, 1999), which can favor the
pedagogical use of the DICT/cyberspace.

It is also important to point out that, paral-
lel to the infrastructure conditions, public policies
of continuing teacher education are essential to
create opportunities for contact and understand-
ing of the pedagogical potential of digital tech-
nologies. In that aspect, Professor X highlighted:

[07 ...] We had some years ago [...] courses
that we had to review for the students, but they
were courses, for example, [...] [...] Linux [...]It
had nothing to do with the pedagogical, inside
the classroom, and we made groups with the
kids and reviewed what we learned, that was
it. But there was no project directed for the
classroom, for the Portuguese class, for the
math class. [...] (Professor X).

In this discursive fragment, the teacher
indicates the importance of a continuing edu-
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cation contextualized in the cyberculture and
adapted to the needs of the teachers. Such ini-
tiatives extrapolate technical and instrumental
questions of the use of the DICT. With that, logi-
cally, the favored courses need to have a greater
pedagogical focus. In other words, teachers need
to “[...] be trained to know how to use micro-
computers, develop a more student-centered
education, be able to help them and create a
learning environment favorable to the use of
these new technologies” (Valente, 2011, p.28).
And Professor X complemented:

[034 ...] I think it’s interesting, because we say
a lot that students need that internet at school,
that the student has to be included in that digi-
tal medium, but teachers are not included in it,
so much so that the teachers do not go to the
computer room. [...] (Professor X).

Notably, the speech of the teacher makes
explicit the thought that only trying to include/
approximate the student in the digital medium is
insufficient. In that sense, Professor X indicates
the need for effective digital inclusion of teach-
ers. This is:

More than equipping schools [with DICT],
[the fundamental thing is] knowing what to
do with the resources that are in the school.
And that happens, necessarily, by the invest-
ment in the teacher’s training and career
and by the construction of a well-structured
pedagogical project, which guarantees a truly
transformative professional practice (Hanauer
& Abegg, 2017, p. 14).

3.2. Teacher cultural impact in front of
the DICT

The code “Cultural impact of teaching facing the
DICT” was intended to record the unfolding of
our action research in the pedagogical practice
of Professor X. In this line, we identify a cultural
impact caused by the work with the DICT. At
first, the teacher revealed distrust in taking the

students to the computer lab, as both she and the
students were not used to working in that per-
spective. The teacher feared that the activity did
not went well: “[048 ...] Oh, geez, go out with the
children to the laboratory, they are not used to it,
will it work? [...]” (Professor X). Regarding this,
Teixeira (2016, p. 149) comments that:

Despite the debates about the effective articula-
tion of education with technology, they were
already being carried out decades ago, the use
of technological resources is still observed quite
shyly in the contemporary educational setting.

Considering our field observations along-
side what the teacher expressed, we noticed
that the activities with the DICTs were unusual.
That suggested to us that the proposal of a real
work with digital technologies and the displace-
ment for a space different from the habitually
frequented one were causing an impact in their
pedagogical beliefs. That is because, at differ-
ent times in Professor X’s dialog, we identified:
uncertainties, fears, misgivings and a routine
break, all constituting a context that, given the
presence and intentional use of the DICT was
challenging for her. In this way, we reiterate that:

[...] the analysis of the issue of cultural impact
experienced by the teacher in their pedagogical
adaptation for the incorporation of technolo-
gies into their practices is linked to the school’s
organizational culture and, fundamentally, to
the teacher’s beliefs (Lima, 2015, p. 154).

Although they have constituted eventual
impacts for Professor X, the misgivings and the
break of pedagogical routine of the professor
were not obstacles for the use of the DICT given
their recognition of the challenges interposed by
the cyberculture to the education. Undeniably,
we experience a “transformation in the modes
of parenting both ethically and aesthetically.
The human creative act was, therefore, altered”
(Coelho, Costa, & Mattar Neto, 2018, p.1079).
By accepting our proposal to use the DICTs in
her classes and collaborate with the activities, the
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teacher had a notion of the need to accompany
the sociocultural changes. Her attitude was pre-
ponderant for the success of our work and can
be contextualized with the following statement:

[054 ...] T already have ten years in the class-
room, but it is not a profession that you say:
I am ten years old, then, now I am ready, I
already know how to teach! So, it is not that,
it is that you are always evolving, if you do not
evolve (...) it was already. You are going to stay
with that speech that some teachers have: The
children of the old days used to be good, they
obeyed, they wanted to study, now look, they
do not take a notebook, you see that they did
not study for the test. (...) (Professor X)

The discursive fragment showed aware-
ness of the teacher in relation to the constant
transformations related to educational processes
and, also, the indispensable need to accompany
these changes by teachers and education systems.
Thus, teachers are the main agents of change
(Sandholtz, Ringstaff, & Dwyer, 1997) involved
in the school-cyberculture approach, since they
are the ones who define the ways in which tech-
nologies can significantly influence education.

3.3. Cyberspace/DICT resources

The code “Cyberspace resources/DICT”
was destined to the identification of the DICT,
which could be significant to the teaching prac-
tice in the cyberculture, making possible effective
potentiation of participative/collaborative strate-
gies in the teaching process. Our intention was to
find resources that contribute to:

The formation of critical students, with the
ability to interpret and transform their con-
text, recognizing that the computer and other
technologies can be used for communication,
obtaining information, expanding knowledge
[...] (Maldonado, 2018, p. 41, free translation).

The planning of activities with the stu-
dents of Professor X used - in addition to com-
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puters - two resources of cyberspace. The first
was the Comic Creator - Boys’ Life site, in which
students will create virtualized cartoons. For
the productions, the students dialogue among
themselves, they changed experiences and they
will question, exercising the authorship of their
stories with autonomy of thought and interact-
ing with their peers.

The second virtual resource was that of the
Facebook group, for which the student authors’
comics were published. We opted for this envi-
ronment due to two reasons: its popularization
among the students and the fact of allowing
them to share their productions. Facebook is the
most popular social network in the world, with
more than 2.23 billion active users3 (https://goo.
gl/PT0dX2, accessed on October 24, 2018).

The posting of the activities in the cyber-
space allowed the students to share, visualize,
“like” and comment on the productions of their
peers. We identify, together with Professor X, the
recognition of that work and have enabled their
students an opportunity to (re) construct knowl-
edge through the change of experience (Panuci,
Bianchini, Souza, Silva, & Munhoz, 2016). In prac-
tice, the work done ended up revealing produc-
tions - previously private and isolated - collective
and accessible to other students. For the teacher, a
reconfigured work emerged, more interactive and
compatible with the budgets of cyberculture. In
that respect, Professor X clarified:

[042 ...] Well, I think the use of Facebook is
very interesting, it’s great [...] I think Facebook
is good because of that, because it took a tool
that they use a lot, that they like, It’s fun, it’s
not boring, right, it’s not tied to boring, heavy
work, and it brought that to the classroom.
That was the most interesting thing for me.
(...) (Professor X)

Interestingly, the teacher reinforced the idea
that in the use of that environment she respected
and valued the individuality of each of the stu-
dents, who created, published, commented on and
described their feelings and thoughts without the
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imposition of a linear and rigid structure. This
story of the teacher reinforces that:

(...) the insertion of technologies in the school
environment, [may favor the reconfiguration
of] teaching practices, no more just the struc-
tural and linear perspective of presentation and
methodological development of the content to
be taught [but following] another logic, based
on the exploration of new types of rationales
that are not exclusive, in which different pos-
sibilities of routing reflections are emphasized,
in which the possibility of other relationships
between apparently different areas of knowl-
edge is stimulated (Kenski, 2006, p.38) .

These contributions suggested that the
pedagogical practices with the DICTs allowed
Professor X to understand that, when they are
properly planned and executed, the actions with
technologies end up favoring the reconfiguration
of the student action, which is dealt with in the
next subsection.

3.4. Reconfiguration of student action

The code “Reconfiguration of the stu-
dent action” was destined to the identification
of elements that suggested the recognition of
Professor X regarding a process of reconfigura-
tion of the student action (from the use of the
DICT). We understand that the teacher should
consider the use of the DICT in their pedagogical
practice as one of the ways to try to expand the
teaching-learning process.

Professor X told us her perceptions about
the students’ considerations with the activities
carried out through the DICT:

[036 ...] Yesterday, for example, (...) The stu-
dent talked about some kind of work that we
were going to do, that he said like that, we're
going to do on the internet, we’re going to put
on the internet, we’re going to do a group. So,
I thought, look at the little seed, because they
did not talk about that before, then they liked
that idea that everybody is there, then that’s

already the case, their will to continue doing it.
(...) (Professor X)

This discursive fragment suggested to us
that the activity carried out was significant for the
students and made possible a rethinking of the
field of student action (Papert, 1985). After the
execution of the project, the students will go on to
claim new forms of work using the DICT through
which they could create, interact and share, as it
happened in the creation of comic strips and pub-
lication on Facebook: “[099...] They highlighted
that in their comments, ‘the class was very good, ‘I
want to go more times’ [...]” (Professor X).

And, in another moment of her interview,
the teacher reinforced the success of the proposal
for the resignification of student actions:

[046 ...] so, I think the interesting thing was
that, that he created, he was the protagonist.
He created, he analyzed himself, he corrected
himself, truth, he analyzed the other, then, I
think, in that sense of the protagonism itself,
of the student, there in the work that was done.
(...) (Professor X)

The use of DICT in education needs to
aim to overcome the barriers of a traditional
class, in which the teacher is seen as a loaner of
knowledge and the student as a white sheet on
which knowledge will be printed. Professor X
would therefore be faced with an opportunity to
break with the exclusivity of knowledge stored in
the p.s of books (Serres, 2013) and the traditional
practices of recitation, silent reading and timely
repetition. However, with the DICT and its peda-
gogical appropriation, “Knowledge propagates in
a homogeneous decentralized space, free move-
ment. The classroom of the past died, although
we still see it so much, even if we only know how
to build other equals [...]” (Serres, 2013, p. 49).

Despite recognizing the value of instruc-
tion in a teaching process, we fight against its
exclusivity as a didactic resource. Thus, we con-
sider that the reconfiguration of student action is
based on transforming the learner into an (inter)
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active subject in the teaching-learning process
and the teacher into a mediator of student learn-
ing with the DICT. That is:

The teacher becomes an animator of the col-
lective intelligence of the groups that are at
his charge. Its activity will be centered on
the accompaniment and the management of
learning: the incitement of the change of
knowledge, relational and symbolic mediation,
the personalized piloting of learning routes,
etc. (Lévy, 1999, p. 171).

In this way, the student is configured as an
author in the teaching-learning process and their
individuality, culture and reality are respected.
In front of the practices carried out with digital
technologies, Professor X told us her percep-
tion about the beginning of a reconfiguration
of the student action, since the activities will
modify the position of the students, emerging
the authorship in the cyberspace. In this way, the
use of the DICT in the classrooms fostered the
overcoming of instruction based on the trans-
mission of information, making it possible for
the subjects involved to mobilize, move, dialogue
and exchange information (Serres, 2013) aiming
at the construction of their learnings. That is the
reconfiguration of the student’s job, before said
receiver of contents and executor of instructions,
for a more participative student and notion of
their place in the learning process. Consecutively,
these referrals will eventually germinate a process
of pedagogical (re) empowerment in Professor
X, which we synthesize in the next subsection.

3.5. Enhancement of pedagogical prac-
tice with the DICT

The code “Potentiation of the pedagogi-
cal practice with the DICT” was destined for
the record of the unfolding of our investigation-
action in the pedagogical daily of Professor X,
indicating modifications. It is important to high-
light that the context of this code was related to the
two codes already presented: “Reconfiguration of
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student action” and “Resources of cyberspace/
DICT”. We sought to provide Professor X with
ongoing training with the purpose of enhanc-
ing her practice, because “you can not demand
change in the profile of education professionals”
(Souza & Schneider, 2016, p.420) without con-
sidering the fact that their initial formations still
occur under traditional molds.

As it was previously seen, we identified in
the contributions of Professor X or story that
the virtual activities undertaken with the stu-
dents were profitable. The teacher emphasized
her awareness that the execution of the project
with the DICTs did not change the whole school
reality, but contributed to the expansion of her
pedagogical actions. She also highlighted the
student’s interest and willingness to participate
in the activities, once that practice was not
evaluated (in the sense of being awarded a score):
“[054 ...] it was not an evaluated activity, it was
not that thing , good point, is to deliver at a set
date, then, well, they did, because they wanted.
[...]” (Professor X).

Combined, those aspects will collaborate
for a beginning of reconfiguration of the field of
student action and for the enhancement of the
pedagogical practice with the DICT. In the end,
the planning of our interventions together with
the teacher was conceived in the “direction [of]
an instruction centered on the student, and not
on the curriculum, in the direction of collabora-
tive tasks, and not individual tasks, in the direc-
tion of learning active, not passive” (Sandholtz
et al., 1997, p.33). In other words, Professor X
allowed herself to work with the DICT in order
to “think, instead of imitate” (Kohan, 2013,
p.71) the methods used in the teaching practice,
resignifying her teaching and the means for the
promotion of learning:

[091 ...] we give many classes, you do not spend
much time talking ‘No, that week, I'm going to
do that way, that way, with that turma’ No,
you're taking, the classes all the same and that’s
getting tedious, but it’s comfortable for me as
a teacher. Only that there comes a project of
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that is says: ‘Let’s go to the laboratory’ (...). So,
that already gives me a jolt, it has no shape, I
had to move a little and that was very good in
that sense, you discover that you can do little
different from your routine (...) (Professor X).

By favoring creative expression, dialogue
and interaction in cyberspace, the activities car-
ried out allow students to assume a more active
position in the construction of their knowledge
(Papert, 1985), breaking with the tradition that
“rarely opens gaps for place ourselves as sub-
jects of our learning” (Kenski, 2006, p.123).
Obviously, this dynamic of renewal of the field of
student action was not unnoticed by Professor X,
who happened to occupy the position of media-
tor of learning routes, minimizing the dichot-
omy between educator and educated. In this
perspective of active and collaborative teaching,
the teacher also learns while teaching, emerg-
ing collective intelligence (Lévy, 1999) based on
communication - inside and outside cyberspace
- among all the members of the process.

The teaching approach to DICT and the
pedagogically planned incorporation of these
technologies into the teaching practices will pro-
vide Professor X with a reflexive process, which
contributed to the beginning of (re) significance
of her actions. Therefore, it is worth noting that
those changes in the pedagogical routine did not
happen in a linear manner and without tensions.
Conversely, the displacement of the pedagogical
tradition implies challenges that decentralize
the management of knowledge construction
and make time (s) and operations space (s)
more flexible (Panuci et al., 2016). It was in this
perspective that Professor X, during the project,
hardly transmitted information, but accompa-
nied and encouraged the production of students
in cyberspace, planning more interactive and
collaborative learning routes.

3.6 Project evaluation and perspec-
tives for new work with the DICT

The code “Project Evaluation and perspec-
tives for new work with the DICT” was intended
to record the considerations of Professor X about
our action research with her students, pointing
to its validation. In the beginning, we sought
to understand how the teacher evaluated the
activities undertaken with the students. The code
“Perspectives for new work with the DICT” was
already destined for the registration of the mani-
festations of the teacher with respect to possible
future work with the DICT in their practices.

In the analysis of the discursive fragments
of Professor X concerning the evaluation of our
intervention, the teacher evidenced modifications
in her teaching practices. The teacher reported
that the work carried out motivated her to plan
didactically differentiated activities with the stu-
dents using the DICT. We seek to enable the
teacher to perceive the interactive potential of
cyberspace, which could conceive, in her teach-
ing process, the possibility of adding something
new to her everyday life (Ranciere, 2002). In this
aspect, Professor X reinforced that the action
search collaborated to review her practice in the
sense of opening new perspectives to make her
classes more dynamic, situated and meaningful:

[054 ...] Another advantage of that project was
that, that broke that, those misgivings to leave
with them from the classroom. I left, every-
thing happened well and, that’s it, I think that
(...) enriched.

[065 ...] those small things bring difference, yes,
for the classroom, (...) because the environ-
ment, the day to day at school is very arid, very
painful, so, because it is tired, true? (...) these
things give the same air (...) (Professor X).

Through the final positive evaluation of
our project, we understand that collaborative
planning and its gradual and clarified imple-
mentation, together with pedagogical support,
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can favor the adoption of new perspectives for
educational processes mediated with DICT. In
the meantime, it can not be ignored that the
education reform depends on the teachers, on
what they think and do in their pedagogical daily
life, “in the end, it is the teachers who determine
what happens in the classroom and in what
ways Innovations are, or are not, implemented”
(Sandholtz et al., 1997, p.20).

Our action research did not aim to use the
DICT to replicate the ordered teaching during
the instruction. The choice of this methodol-
ogy was intended to approximate the teaching
practices of the DICT in order to instigate the
student’s potential and encourage authorship
and knowledge exchanges. Our intention is to
explore the functionalities of the technologies
to instigate the cognitive/creative potential of
the students and to potentiate the pedagogical
actions of the teacher.

Professor X told us that, although after con-
ducting the action research, students will request
new work using the DICT, suggesting a perspec-
tive for future work: “[036 ...] probably, that will
happen, we will do other things. (...)” [099 ...] “We
go more times, right? (...)” (Professor X).

Finally, we believe that the work under-
taken with Professor X, provided an opportunity
for review and/or re-signify its field of action
and the beginning of a process of pedagogical
appropriation of the DICT. The interventions
made opened perspectives for new works using
cyberspace and potentiating authorship, interac-
tion, creation and dialogicity (Freire, 2005).

4. Final considerations

The present work aimed to contribute
and enrich the pedagogical practices of a teacher
of basic education, approaching it to the cyber-
culture. Making the approach between teacher-
DICT/cyberspace, we seek to identify the mean-
ings given by the collaborating professor of the
study regarding the process of integration of
those technologies to their teaching practices.
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From the contributions of the teacher,
we identify - in her vision - the existence of
few Public Educational Policies oriented to the
inclusion of digital technologies in schools. In
this sense, we find in the researched school the
precarious support of infrastructure and the lack
of pedagogical support directed to the orienta-
tion of teachers in activities with the DICT. We
noticed that, when proposing activities with digi-
tal technologies, Professor X was leery of taking
the students to the computer lab: both the teach-
er and the students were not used to working in
that way. That suggested to us that the proposal
of an effective work with digital technologies
and the displacement for a space different from
the habitually frequented could be causing a cul-
tural impact on the teacher. Moreover, Professor
X understood the proposal and assumed it as
an opportunity to review actions and personal
training, remaining open to planning and com-
mitted to its effectiveness.

With experiencing the practice with DICT,
Professor X positively evaluated the interven-
tion, considering the activities as significant for
her students. The teacher took as a basis for her
evaluation the fact that, even after the execution
of the project, the students will continue to claim
new forms of work using the DICT/cyberspace.
What happened to be at stake in the pedagogical
routine were the possibilities of creation, inter-
action, publication and communication in net-
works. In her final assessment, the teacher let us
know that our action research and activities with
digital technologies contribute to the enhance-
ment of their pedagogical actions.

Aware that the actions planned and under-
taken in this scientific research constituted only
one (micro) possibility of reflection for the
change in the pedagogical daily life of Professor X
and her students, we reiterate the importance of
the production and socialization environments
of cyberspace to the process teaching-learning.
However, we reject the deterministic view that
the DICT/cyberspace, by itself, will bring chang-
es in the school culture. The decisive factor in
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this approach to the school and its practices of
cyberculture lies in the perceptions of pedagogi-
cal effects and gains by teachers. Therefore, it is
necessary that the teacher - through initial and
ongoing training - be able to appropriate the
DICTs in order to reconfigure their practice in
the cybercultural context. There is evidence of
possible transformations of behavior and resig-
nifications, revealing a continuous dynamic that
involves the readaptation of customs, values,
beliefs, attitudes and pedagogical practices.

Finally, our incursion in the field and the
analytical systematizations suggest that the revi-
sion of teaching beliefs - through the presence
and pedagogically clarified use of the DICT/
cyberspace - consolidates a possibility of over-
coming the pedagogical culture of transmission,
based on recitals, copying, memorization and
reproduction of information.
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Notes

1. According to Internet World Stats (2018), Latin America has an
estimated population of 647 604 645 inhabitants, of which 404
269 163 are Internet users (62.42%).

2. Register that the collaborating professor of this study signed a
free and informed consent term, by which she voluntarily and
consciously participated. The teacher had her name replaced
throughout the text in compliance with the anonymity provided
in the document.

3. Active users are those who will log in to Facebook during the
last 30 days.
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Abstract

The new educational scenarios propose to adapt
the teaching-learning process to the use of ICT, especially
the semi-classroom or B-learning modality, the work in
collaboration, the development of competences and
communication skills to meet the needs and expecta-
tions of the students, the labor market and the prevailing
social dynamics. The main objective of this research is to
analyze the conditioning factors of the teaching-learning
process of the Latin American university for the adoption
of new educational approaches. The research design is
mixed with recurrent triangulation DITRIAC. In the quan-
titative phase, the method used is descriptive-transversal,
through questionnaire with Likert Scale to 50 teachers,
402 students and 6 authorities. In the qualitative phase
the method was ethnographic. Semi-structured inter
views were conducted with |0 teachers, 38 students and
2 authorities, with descriptive and interpretative analysis.
Among the main conclusions is the need to promote the
social factor of learning and give greater prominence to
the student.The resources used are traditional and analog.
Teachers accuse changes in their teaching practice, but

little in the inclusion of ICT. Likewise, the three aspects
that are most difficult for teachers to change in their face-
to-face modality modality are: leaving the protagonism
to the student, changing from the transmissive class to
collaborative learning, and from the summative evaluation
to the formative one.

Keywords: B-learning, teaching-learning pro-
cess, higher education, collaborative learning, commu-
nicative skills, evaluation.

Resumen

Los nuevos escenarios educativos plantean
adaptar el proceso de ensefianza-aprendizaje al uso
de las TIC —en especial la modalidad semi presencial o
B-Learning—, el trabajo en colaboracidn, el desarrollo
de competencias y de competencias comunicativas
para satisfacer las necesidades y expectativas de los
estudiantes, el mercado laboral y las dindmicas sociales
imperantes. El principal objetivo de esta investigacion
es analizar los condicionantes del proceso de ensefian-
za-aprendizaje de la universidad latinoamericana para
la adopcién de los nuevos planteamientos educativos.

Suggested form of citing: Nufiez-Barriopedro E., Moncltz I. M., & Ravina-Ripoll R. (2019). The impact of the use of the
B-Learning modality in higher education. Alteridad, 14(1), 25-38. https://doi.org/10.17163/alt.v14n1.2019.02.
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El disefo de la investigacidon es mixto con triangu-
lacidn recurrente DITRIAC. En la fase cuantitativa el
método empleado es descriptivo-transversal, a través
de cuestionario con Escala de Likert a 50 profesores,
402 estudiantes y 6 autoridades. En la fase cualitativa
el método fue etnogrdfico. Se realizaron entrevistas
semiestructuradas a |0 docentes, 38 estudiantes y dos
autoridades, con andlisis descriptivos e interpretativos.
Entre las principales conclusiones se vislumbra la nece-
sidad de fomentar el factor social del aprendizaje y
darle mayor protagonismo al estudiante. Los recursos

1. Introduction and state of the issue

The authorities and bodies that regulate
higher education institutions, universities, the
actors of the teaching-learning process and soci-
ety in general, consider the university training
offer to be improvable, realizing that the needs
and expectations of students, the market labor
and society in general are not adequately met.
And from all these fronts possible solutions
are outlined (UNESCO, 1998, SEESCyT, 2008,
UASD, 2013).

Therefore, the educational paradigms in
higher education have undergone great transfor-
mations in the last decades (Iborra & Izquierdo,
2010, Nufez & Vilchez, 2017). Some of these
transformations come not only from educational
psychology (Woolfolk, 2006), but also from
the didactic ones of the different disciplines.
But the most transcendental, without a doubt,
has been the irruption of ICT (Information
and Communication Technologies) in educa-
tion; especially the Internet, Web 2.0 or Social
Network with emails, forums, wikis, blogs,
Twitter and now educational platforms and
Web 3.0 (virtual reality or augmented reality)
(Barriopedro, Valino & Leguia, 2012; Nufez,
Penelas & Cuesta, 2014).

Regarding the area of Spanish Language
Teaching (SLT), it is being considered that writ-
ten text and regulations are no longer enough to
teach Spanish Language because of the creation
of new categories of discourse, the modifica-
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empleados son tradicionales y analdgicos. Los docen-
tes acusan cambios en su prdctica docente, pero poco
en la inclusién de las TIC. Asimismo, los tres aspectos
que mds le cuesta cambiar a los docentes en su paso
de la modalidad presencial a la B-learning son: dejarle
el protagonismo al estudiante, cambiar de la clase
transmisiva al aprendizaje colaborativo, y de la evalu-
acion sumativa a la formativa.

Descriptores: B-learning, proceso ensefianza-
aprendizaje, educacion superior, aprendizaje colabora-
tivo, competencias comunicativas, evaluacion.

tion of writing and its combination with other
textual types (Cassany, 2012). To complete this
panorama, one of the purposes of the Spanish
Language course is to enhance the communica-
tive skills of students for their socialization and
cognitive development.

As a solution to the foregoing, the experts
propose to implement B-learning at the higher
level under the paradigm of the competen-
cy approach, the development of communica-
tive competencies and the use of methods that
encourage collaborative learning, under the fol-
lowing points.

+ B-learning presents in the digital society
many advantages for higher education,
among them a wide volume of information
and easily updatable contents can be made
available to students. As well as, making the
information more flexible, regardless of the
space and time in which the teacher and the
student are. Also, it allows the delocalization
of knowledge; facilitates student autonomy;
promotes a just in time and just for me
training; among others (Cabero & Romadn,
2008). According to the educational trends
of recent years in higher education, blended
learning or B-learning (Blended Learning)
is the most recommended for the achieve-
ment of new skills (Llorente, 2009, Johnson,
Becker, Estrada, & Freeman, 2015).

+ Collaborative learning helps students with
their cognitive development and critical




The impact of the use of the B-Learning modality in higher education

thinking, socio-emotional development
and emotional balance, development of
social skills, democratization of academic
success opportunities, among other advan-
tages (Moruno, Sdnchez & Zariquiey, 2011).

+ Learning by competencies provides greater
flexibility, more inclusiveness by being more
individualized, more objectivity in evalu-
ations, seeks the holistic development of
learners, encourages collaborative work and
learning is contextualized, among many
other advantages (Zabala & Arnau, 2014).

+ Life in society involves communication;
nowadays people write and read more than
ever, and the discursive genres are enlarged,
as well as the media; but it is also true that
there is a progressive change in the ways of
communication for language users. Formal
education must assume the commitment
to adjust to the communicative needs of
speakers (Cassany, 2012, Lomas, Osoro &
Tusén, 2002).

1.1. New challenges, new roles and new
assumptions

It is recognized that the excellence of an
educational system cannot be superior to the
quality of its teachers, since the results obtained
by the students depend to a great extent on
the teacher’s capacity, and the improvement of
academic performance is achieved by raising
the quality of the instruction (Tiana, 2013).
Education in the 21st century requires a curricu-
lar change that entails an attitudinal change and
commitment of the teacher who is the catalyst
for reforms and innovations in the classroom.
Because the new trends and educational currents
demand the formation of critical and transform-
ing citizens of a world where ethics and values
prevail, coexisting with technologies and care
for the environment, in a democratic, egalitar-
ian climate and with a holistic development
(De la Torre & Barrios, 2000; Carbonell, 2015).
For these reasons, teachers must promote the

autonomy of students, organize the culture they
intend to teach, know and implement teaching
strategies that help students generate, manage
and evaluate knowledge, together with the man-
agement of teaching and media resources and
the organization of the learning environment
adapted to the circumstances and characteristics
of each and every student (Jiménez Rodriguez,
2011; Brown & Pickford, 2013). To achieve
the teleological, epistemological and gnosio-
logical goals imposed by the educational act, the
teacher must act reflexively (Perrenoud, 2007),
based on reflection and joint research between
teachers and students to dialogue, review their
conceptions, beliefs, values and assumptions in
those who support the classes (Margalef, Iborra,
Pareja, Castro, Dominguez, Garcia & Giménez,
2007), applying criticality to all the acts that they
do, whether in the classroom, for the class, or for
the class, since education is not it is a finished
product (Durkheim, 1976).

After this reflexive exercise, the teacher
must propose action models that involve the
collaborative, active, reflective, autonomous and
constructivist learning of the student (Zabala
& Arnau, 2014). In turn, Iborra and Izquierdo
(2010), believe that for the success of this change
a process of rearrangement is needed, where the
inclusion of elements that increase motivation,
creativity, innovation, happiness and responsibil-
ity of students in their learning processes for the
optimal and effective use of teaching and learn-
ing strategies is successful (Galiano & Ravina,
2017). But it is easier said than done, because
the problem is more conceptual than opera-
tional, because it must do more with changes
in the teacher’s way of thinking about teaching
and learning and his role in that task (Zabalza,
2011). This change must occur within universi-
ties, “from the analysis of cultural dynamics and
the justifications that come into play between the
stabilization of the status quo and the dialectical
forces, always keeping in mind their concerns
and needs, using the tools that demand the con-
text” (Gairin, 2012, p 39).

Alteridad. 14(1), 25-38
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Using ICT and implementing B-learning
in training institutions affects the methodol-
ogy, didactic strategies, access and distribution
of materials, the organizational structure, and
the traditional roles of teachers and students
(Cabero & Mérquez, 1999). For these reasons the
analysis of the reality of the teachers of the Latin
American university is proposed, in this case, of
the Autonomous University of Santo Domingo
(UASD), as a way to adapt the training offer to
the necessary standards for the achievement of
classes in B-learning, as is the worldwide trend.

1.2. Characteristics of the Blended
Modality

The blended modality has characteristics that give
it its own identity and not be a mere overlap of
unconnected strategies and activities in the class-
room and the web. Among these characteristics
are (Llorente, 2009, Cabero & Mérquez, 1999) the
following:

+ Confluence or combination of spaces and
times (face-to-face and non-face-to-face).

+ The scenario is a continuity because it
allows synchronous and asynchronous
communication, in real time and deferred,
according to the needs and possibilities of
the user, and the nature of the topic (face-
to-face communication in the classroom,
mail, chat, videoconferences, wiki, blog,
microblogging, etc.). Mix of physical envi-
ronment (classroom, hallways, cafeteria,
parks, library) and virtual support (virtual
classroom and all Web 2.0 and 3.0).

+  Mix of analog and digital technologies and
resources (books, magazines, PDF, anima-
tions, videoconferences, etc.).

+ Mix of approaches and methodologies
(behaviorism, constructivism, connectiv-
ism, expository class, collaborative work,
PBL, by projects, etc., analysis of the learn-
ing objectives that are intended, the theory
that best explains that learning process,

© 2019, Universidad Politécnica Salesiana, Ecuador.

and the technology that more is suited to
that need).

+ It promotes learning experiences, their
appropriation and socialization (face-to-
face and in EVA).

« It allows us to propose different forms
of representations of reality in diversified
contexts.

+ Facilitates knowledge construction pro-
cesses and metacognition.

+ The relevant information is presented
dynamically and modularly.

+ Highly interactive, with the program and
other people (tutor-student, student-tutor,
student-student). Encourages autonomous
learning and decision making.

+ Itencourages complex learning, where mis-
takes are learned, and success is rewarded
with positive feedback.

+  Present reports of student progress.

+ Ubiquitous learning because of the ease
offered by mobile devices to people to train
at any time and in any place.

+ They converge in the same learning envi-
ronment technologies, networks and con-
tent available to the student at all times.

2. Materials and Methods

The complexity of the teaching-learning pro-
cess has led to the subject of research being
approached under different but complementary
approaches and perspectives. On the one hand,
the qualitative approach and on the other, the
quantitative approach. This last approach allows
us to measure and weigh opinions, attitudes,
activities, used strategies, among others, from
different sources, tools, estates and approaches,
which gives us a more complete idea of the
reality under investigation, a deeper and gener-
alizable knowledge, since data are “richer and
more varied” (Herndndez Sampieri, Ferndndez
Collado & Baptista, 2008, p.756). Chart 1 shows
the methodology used.
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Chart 1. Methodology used during the research

Mixed research
Recurrent DITRIAC Triangulation (Cresswell, 1994)

Quantitative phase Qualitative phase

Method: descriptive-transversal

Techniques: Questionnaires Likert scale (1 = negative, 3 =
neutral, 5 = positive)

Analysis: Frequency statistics, deviation, regression, corre-
lation and K-media cluster (SPSS 22.0)

Ethnographic, educational, interpretative.

Semi-structured interviews, photo analysis, investigative
prints

Descriptive, analytical, interpretative, categorization, ma-
trices, conceptualization (Atlas.ti 7.0)

Universe: 87 teachers, approx. 5,655 students and seven authorities

Population and sample: 50 teachers, 402 students and six
authorities

Six teachers, 38 students and two officials

Geographical scope: headquarters of the Autonomous University of Santo Domingo (UASD), in 35 buildings

scattered in the Great Santo Domingo (Dominican Republic). Feb.-June 2015.

Validation: by experts, pilot test, Cronbach's Alpha reliability,
Spearman-Brown coefficient and two halves of Guttman.

Source: own elaboration

The present research is framed in the geo-
graphic scope of the Dominican Republic, spe-
cifically in the Autonomous University of Santo
Domingo (UASD), as an example to other con-
texts in similar situations. For the present work
the Autonomous University of Santo Domingo
(UASD) was selected, as it was the oldest (found-
ed in 1538), the one with the largest number of
students (almost 50% of the university enroll-
ment), because it is state-run and provides easy
access to students with fewer resources.

The subjects programmed by UASDVirtual
in virtual and blended modality were 71 subjects,
distributed in: 23 in the Faculty of Sciences; 13
in the Faculty of Engineering and Architecture; 8
in the Faculty of Economic and Social Sciences;
8 in the Faculty of Humanities; 6 in the Faculty
of Legal and Political Sciences; 5 in the Faculty
of Health Sciences; 4 at the Faculty of Arts; 4 in
the Faculty of Education Sciences. It is planned
to gradually increase the number of subjects and
sections in virtual and blended modalities. The
medium-term goal is to have two online courses
in virtual model by faculty; that would represent
18 subjects with several groups or sections each.

Mixed triangulation: between
methods-theory-estates-instruments.

The long-term goal is for 50% of the subjects to
be offered in virtual modality in order to decon-
gest the classrooms and lighten the face-to-face
teaching load. The offer of subjects in these
modalities increases in a sustainable way, but it is
not verified in the School of Letters. This absence
motivated us to start this research, to go against
the global tendency in the blended modality. And
it is worth wondering if this absence is due to
lack of qualified personnel to develop the teach-
ing and learning process in the Virtual Learning
Environments or that the use of ICT for educa-
tional purposes is reduced.

To validate the mixed method, we appealed
to respect the characteristics of both the quanti-
tative method and the qualitative method (inter-
nal validity), we adapted both methods to the
research questions, the general objective and the
specific objectives of the research (external valid-
ity), and explained the coincidences and discrep-
ancies in the results obtained with each meth-
od (validity of the instruments) (Herndndez
Sampieri et al., 2008, p. 795). Regarding the
reliability of the questionnaires used in the
quantitative methodology, we resorted to cor-
roborating according to statistical criteria. We

Alteridad. 14(1), 25-38
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apply Cronbach’s Alpha tests, Guttman’s two-
half coefficient, Spearman-Brown coefficient.
The obtained results were very good, since the
questionnaire of the students in the Cronbach’s
Alpha the value was of .949 and .925 what places
it as excellent, which shows a high internal con-
sistency between the items reflecting that they
measure the same construct and that are highly
related. The same is observed in the output of
SPSS from the teachers’ questionnaire (.985 and
.919). As for the Spearman-Brown correlation,
the lengths in the students’ questionnaire were
.723 and the Guttman halves coefficient was
.717; In the teachers’ questionnaire, both values
were .912 and .775, respectively, which also qual-
ifies it as a good correlation between the items.
According to the Autonomous University
of Santo Domingo (UASD) there is an average of
65 students per class section. If we have 87 teach-
ers and we take a section of each teacher, with
an average of 65 students per section, then the
approximate universe would be 5655 students.
From this universe, a simple stratified random
sample was taken. Finally, the obtained sample
was 50 teachers, 402 students and six authori-
ties. It is distributed as follows: 246 study level
1 of BSL and 51 study BSL II (81.5% and 16.9%
respectively), in relation to gender 54.6% belong
to the female gender and 45.4% to the masculine.
The main objectives of this research are:
first, to establish the fundamental defining fea-
tures of the teaching-learning process in a higher
education institution in the face-to-face modal-
ity and the critical variables to consider, and sec-
ond, to analyze how to implement b-learning to
improve communicative competences of students
through collaborative learning in both aspects of
this modality. The action of migrating BSL from
face to face-to-face in the Autonomous University
of Santo Domingo (UASD), must meet certain
requirements that in this investigation that we try
to determine through answering the hypotheses:

H1: Teachers of higher education in the area
of BSL differ significantly in the methodology
used in classes.

© 2019, Universidad Politécnica Salesiana, Ecuador.

H2: Teachers consider that changes should be
introduced in the BSL teaching-learning pro-
cess, especially including ICT, a positive factor
for the implementation of B-learning.

H3: Teachers in the BSL area observe tenden-
cies to change their teaching practice.

To demonstrate the H1 hypothesis, a
K-means cluster is carried out to determine the
homogeneity of the aforementioned groups and
the intergroup differences to determine the meth-
odologies and the number of teachers who prac-
tice them. The K-means cluster analysis is chosen
because all the variables we group are quantita-
tive, and the simple Euclidean quadratic distance
is adequate to determine the similarity between
the objects we seek to compare. The questions
used in this cluster were 7, 8, 9, 10, 13, 21 and 30
that measure the variables Planning, Teaching
Methods and Modalities, Teaching Strategies,
Resources Utilized, Persecuted Competencies
and Types of Evaluations, respectively. The eval-
uation scales were 1 = Never, 2 = Almost never,
3 = Sometimes yes, sometimes not, 4 = Almost
always and 5 = Always, except in question # 8, of
scale 1 = I do not apply it, 2 = Very little use, 3 =
Little use, 4 = Moderate use and 5 = A lot of use.

For the demonstration of the H2, the
means of questions 11 of the teachers’ question-
naire and 28 of the questionnaire of UASDVirtual
officials are compared.

In the demonstration of H3 questions 5
(Variation in Teaching Practice) were crossed
with question 6 (Causes Variation in Teaching
Practice), to determine the existing correlation
between these two variables through the statisti-
cal method R of Pearson.

Next, the constructs used with the corre-
sponding items are detailed.

To demonstrate the H1 hypothesis, a
K-means cluster is carried out to determine the
homogeneity of the aforementioned groups and
the intergroup differences to determine the meth-
odologies and the number of teachers who prac-
tice them. The K-means cluster analysis is chosen
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because all the variables we group are quantita-
tive, and the simple Euclidean quadratic distance
is adequate to determine the similarity between
the objects we seek to compare. The questions
used in this cluster were 7, 8,9, 10, 13, 21 and 30
that measure the variables Planning, Teaching
Methods and Modalities, Teaching Strategies,
Resources Utilized, Persecuted Competencies
and Types of Evaluations, respectively. The eval-
uation scales were 1 = Never, 2 = Almost never,
3 = Sometimes yes, sometimes not, 4 = Almost
always and 5 = Always, except in question # 8, of
scale 1 = I do not apply it, 2 = Very little use, 3 =
Little use, 4 = Moderate use and 5 = A lot of use.

For the demonstration of the H2, the
means of questions 11 of the teachers’ question-
naire and 28 of the questionnaire of UASDVirtual
officials are compared.

In the demonstration of H3 questions 5
(Variation in Teaching Practice) were crossed
with question 6 (Causes Variation in Teaching
Practice), to determine the existing correlation
between these two variables through the statisti-
cal method R of Pearson.

Next, the constructs used with the corre-
sponding items are detailed.

Construct 7- When planning the subject
of Basic Spanish Language, I consider:

1. The mission and vision of the institution.

2. The objectives of the program and the
units.

3. The needs and particularities of the stu-
dents

4. The requirements of society and the labor
market

5. The traditional function of the subject of
teaching rules and grammatical analysis

6. The skills that my students must develop to
be, do and live in a changing world

7. Formulate the objectives as capacities and
values

8. Providing the correct contents for the
achievement of the objectives

9. The affective, emotional and motivational
part of my students

10. Have high expectations of achievement in
relation to my students

Another construct is the one correspond-
ing to the variable 9- The teaching strategies that
I use with the best results for my students are,
with the following items:

Objectives
lustrations
Intercalated questions
Signaling
Abstracts
Previous organizers
Analogies
Conceptual maps and networks
Textual organizers

. Guided discussion

. Diagrams

. CQA Pictures

. Synoptic tables

. Problematic situations

. Case analysis

. Simulations

. Questionnaires

0 XN D=

— e = e e e e
NN U W= O

Variable 10- The resources that I use to
teach Basic Spanish Language I and II are, with
the following items:

Textbooks
Reference books
Dictionaries
Literary works
Newspapers
Magazines
Internet
Problems of the context
Projectors

. Television

. DVD

. Virtual platform

. Computers

0 XN =

— = = =
W N = O

Alteridad. 14(1), 25-38



O

N

Dra. Estela Nifiez-Barriopedro / Dra. Ingrid Miguelina Moncliiz / Dr. Rafael Ravina-Ripoll

14. Interactive whiteboard
15. Blackboard and chalk
16. Wikis

17. Blogs

18. Forums

19. Social networks

Regarding the opinion of teachers about
the skills they seek to develop in their students,
13- For the exercises that I assign, the type of
evaluation I use and the dealings with my stu-
dents, I seek to develop in them, with the follow-
ing items:

1. Ability to analyze and synthesize texts and
situations.

2. Ability to organize and plan your classes.

3. Basic knowledge of the world in which he/
she lives.

4. Basic knowledge of the profession studied.

5. Your oral and written communication.

6. Basic skills in the management of the com-
puter.

7. Skills to search and analyze the informa-
tion you find.

8. Skills for problem solving.

9. Skills for decision making.

10. Develop your critical and self-critical
capacity.

11. Learn to work in a team.

12. Increase your interpersonal skills.

13. Train him to work in a team with people
from different disciplines.

14. That I appreciate diversity and multicul-
turalism.

15. Have an ethical commitment.

And the last latent variable is the 21- To verify
the degree of use of my courses, I apply the
following evaluations to my students, with the
following items:

Diagnostic evaluation.
Formative evaluation.
Summative evaluation.
Self-evaluation of students.
Co-evaluation among students.

Al

3. Analysis and results

H1: Teachers of higher education in the area of
BSL differ significantly in the methodology used
in classes.

When designing the different items of
the questionnaires, five possibilities of answers
according to the five educational paradigms pro-
posed in the theoretical part are considered:

1) the paradigm of traditional teaching,
which in the area of language represents what
is called traditional grammar; 2) the behav-
ioral paradigm of Skinner and Pavlov, which
we equate with Saussurean and post-Aussurean
structuralism; 3) the cognitivist paradigm, which
we assimilate in it to the generative grammar of
Noam Chomsky; 4) the different structuralisms,
from Piaget to Vygostky, here we cover textual
linguistics and semiotics; and 5) the paradigm
of competencies, which we represent with func-
tional and communicative approaches in lan-
guage teaching-learning. Chart 2 shows the items
where there are more differences among teachers
in terms of their methodologies.

Chart 2. Cluster types of teachers by their methodologies

Type of teachers of BLS based on their opinions on the methodology they use
Valid cases: 50

Final Cluster Centers ANOVA 45 Gl.
ltems 5
F Sig.
P. 27 Planning:
1~ NecPariEst. 5 5 5 3 5 21.099 .000
2- RegSocMertLab. 4 5 3 4 1 11.069 .000
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3- ComSerHacCon. 5 5 4 3 5 11.299 .000
4- FormObjCapVal. 5 5 4 3 1 29.411 .000
5-ParAfeEmoMotEst. 4 5 4 4 1 21.516 .000
6-AtlExpLogEst 5 5 4 3 1 59.977 .000
MODEL AND METHOD
1- CaseEst. 4 4 3 4 3 4.571 .004
2- AprOriProy. 4 4 3 1 6.071 .001
3- AprCoop. 3 5 4 4 9.453 .000
4- PractClas. 4 5 5 5 14.300 .000
TEACHING TECHNIQUES
1- EstPreglntrc. 2 4 4 3 3 6.639 .000
2- EstSignali. 4 4 2 4 3 3.931 .008
3- EstSummary. 4 4 4 4 1 4.212 .006
4- EstOrgPrev. 4 4 3 4 3 3.956 .008
5- EstMapRedConc. 5 4 3 3 3 6.021 .001
6- EstOrganTex. 5 5 4 3 1 5.663 .001
7- EstDiscGuide. 5 5 4 3 4 5.398 .001
8. EstCQAPiIct. 4 3 2 3 1 5.398 .001
9- EstSynopChart. 4 4 3 3 2 4.529 .004
RESOURCES USED
1- LibConsUse. 5 4 4 3 3 4.791 .003
2- ObrLitUse. 5 4 4 3 3 6.283 .000
3- PeriodUse. 4 4 3 3 3 5174 .002
4- JournlUse. 4 4 3 3 1 5.802 .001
5- InternetUse 5 4 4 3 4 4.077 .007
6- ProbContUSe 5 4 4 4 1 8.031 .000
7- ProjectUse. 4 3 3 3 1 3.220 .021
8- TVUse. 4 2 2 2 2 4.993 .002
9- DVDUse. 4 2 2 3 1 4.314 .005
10- VirtPlatUse. 4 2 2 3 1 6.367 .000
11- PizinteraUse. 4 2 2 3 1 3.420 .016
12- WikiUse. 4 2 2 3 1 4.650 .003
13- Forums. 4 2 2 3 1 3.989 .008
COMPETENCES TO PROMOTE:
1- CapAnaSinTexSit 4 5 4 3 4 5.088 .002
2- CapOrgPlanClas 4 5 3 3 3 9.665 .000
3- ConocBasMund 4 5 4 4 5 8.505 .000
4- ConBasProfEst 4 5 4 3 5 11.540 .000
5- ComOralEsc 4 5 5 4 5 6.941 .000
6- HabBuscAnallnf 5 5 4 3 3 12.583 .000
7- HabResProb 4 5 4 3 3 8.266 .000
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8- HabTomaDec

9- DesCapCritAutoc
10- AprenTrabEquip
11- IncrHablinterp
12- CapTraEquilnterd
13- ApreDivMulticult
14- CompkEtica

O MM~ OO M
o oo oo

EVALUATION SYSTEM

1- EvalDiagn 3 5
2- EvalFormat 5 5
3- EvalSumat 4 5
4- AutoEvalEst 3 4
5- CoevalEst 4 4
Total: Mean Addition 328 321
Total number of cases ineach cluster 8 33
6% 66%
R
©
C
kel
Se Fe
Typologies 5 3 > 2
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When making the cluster to group teachers
from their educational paradigms, we find that
the largest number of them are located in Group
2, teachers with constructivist profile (33 subjects,
68% of the total), followed by teachers with a
tendency cognitivist (Group 3, with 8 individuals
for 16% of the sample), then continue teachers
with behavioral tendencies (Group 4, 5 teachers,
10% of respondents), fourth are teachers who
use methodologies and models by competences
(Group 1, 3 professors, for 6%); and lastly, with
2%, since only one teacher belongs to Group 5,
there is the traditional teaching model, the ten-
dency to teach grammar.

H2: Teachers consider that changes should be
introduced in BSL, especially including ICT, positive
factor for the implementation of B-learning, respec-
tively question 11 of the questionnaire applied to
teachers that measures the variable Opinion on
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Changes in the Program was analyzed of the Subject,
and question 28 of the questionnaire applied to
UASDVirtual officials, which measures the vari-
able Resistance to Change of Paradigm in B-learning
of the Teacher.

According to the univariate analyzes, the
changes that the teachers marked as necessary in
the BSL program are, according to the means, in
the first place, including more activities with ICT
(4.22), change in the use of strategies (3.96), the
competences to achieve in the students (3.91), the
objectives to achieve (3.88) and the evaluation
system (3.87). They also obtained average above
3.5, change: Resources, Themes, The pedagogical
approach and The methodological part. Likewise,
according to UASDVirtual, the body in charge
of offering the subjects in virtual and blended
modality, in the variable Problems for Change to
B-learning, the most pressing problems are: Leave




The impact of the use of the B-Learning modality in higher education

the protagonism to the student (4.67), Change the
transmissive class to collaborative learning (4.67),
and Change from the summative evaluation to the
formative one (4.67).

H3 In teachers of BSL trends are observed
to change in their teaching practice crossed the
means of question 5 (Variation in Teaching
Practice) with the means of question 6 (Causes
Variation in Teaching Practice), to determine the
correlation existing between these two variables
through the statistical method R of Pearson.
The analysis showed that there is a moderate

positive relationship, almost strong, of a 99%
acceptance between reflection and method-
ological change (.675 with .000 of significance);
between reflection and conceptual change (.591
with .000 of significance); between reflection
and the use of materials (.562 with significance
of .000); as well as between reflection and the
way of relating to students (.577 with signifi-
cance of .000) and reflection and updating to
new pedagogical currents (.487 with signifi-
cance of .000). In the use of ICT, there is no sig-
nificant relationship in the change.

Chart 3. Correlation changes and cause of changes in teachers

TEACHERS’ OPINION ABOUT THE CHANGES IN THEIR TEACHING PRACTICE BASED ON
THE REASONS THAT HAVE MOTIVATED THOSE CHANGES

TABULATION OF MEAN VALUES (Pearson’s R)
(Measurement scale: 1- Strongly disagree, 2 - Disagree, 3 - Neutral 4 - Agree, 5 - Strongly agree)

Number of cases 50

| have changed the way | teach throughout my academic career in:

£3 ®
(] — _— P € o <
25 § 3 2 £9 L., 22
The changes were c L g o S NO 062 ETTr e
duct of: 25 s o 9 o 8t £2§
product of: S o S & 3 ST S ¢ 2T
t £ S 8 £ G2 25 g2
= £ < = E= 3¢%
sz £ & §& ¢g¢ 2=
£ c E = = = o« =
- s o
I haven't changed in Pearson Correlation .387* -.153 -.084 -.005 | -.139 .028 .006
anything or too few.
Bilateral Sig. .006 .289 .564 .970 .336 .847 .968
Pearson Correlation 132 675 | Bot1** | 247 487 be2x | 577
Reflection
Bilateral Sig. .361 .000 .000 .084 .000 .000 .000
imposition from the Pearson Correlation 284* 025  -068  -002 -085 096  .098
institution Bilateral Sig. 046 864 637 989 807 507 | 500
Pressure from the Pearson Correlation -.126 409* | 255 .256 373 .294** | 488"
external environ-ment | gjjatera| Sig. 384 003 073  .073  .008 038 | .000
Observing the siu- Pearson Correlation 132 08 019 102 105 018 | 137
dents' lack of motiva-
tion with the system
that used .360 551 .894 480 | .466 .899 .343
* The correlation is meaningful at the 0.05 level
** The correlation is meaningful at the 0.01 level

Source: own elaboration
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4. Discussion and conclusions

The hypothesis H1 BSL teachers differ significant-
ly in terms of the methodology used in classes, is
confirmed, since it is observed that there are five
groups well differentiated by their pedagogical
practices: 1) Competence-functionalist-complex
(6%); 2) Constructivist-functionalists (66%); 3)
Cognitivist-generativists (16%); 4) Behaviorists-
structuralists (10%); and 5) Traditional-
grammarians (2%). As it is observed, 72% of the
sample of BSL teachers, the sum of the groups
formed by the constructivist-functionalists and
those belonging to the complex-functionalist-
competence group, are teachers whose educa-
tional practice is routed on paths where the stu-
dent is the center of the process, its development
is taken into account in all aspects, context is
considered, learning from different perspectives
and with various methods, models, strategies
and resources. The above aspects correspond to
the strengths of the teachers’ practice, and the
weak points are that there are still remnants of
traditional learning and the use of technology
should be increased more, because it was the
least favored line, it is a pending issue. There is
also a need to improve the participation given to
students in their evaluation, since the co-evalu-
ation and the self-evaluation must be increased.
These conclusions lead to outline institutional
strategies to adapt training offers and guide cur-
ricular redesigns so that teachers acquire more
digital skills, which is what is currently lacking.

This coincides with Gutiérrez (2011), who
found that teachers use different methodologi-
cal strategies, but the least known and used
are the appropriate strategies for working on a
network. In this sense, Moncliz & Nufez (2014)
found that, in the same researched educational
context, the most used resources are textbooks,
blackboard and chalk, reference books, and the
least used are wikis, blogs, forums, platforms
and software applications; what Bdez (2009)
demonstrated is due to the lack of digital literacy
of teachers.
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According to the review of the literature,
higher education advocated by international
organizations, education ministries of different
nations, governments and private institutions
must be adequate to the requirements of society,
employment and the integral development of the
individual. This means including competency-
based, collaborative, student-centered learning,
methods such as PBL, which include ICT and with
a tendency to hybridization or blended learning.

Hypotheses H2 is confirmed: Teachers
consider that changes should be introduced in
BSL, especially including ICT, a positive factor
for the implementation of B-learning and H3:
In BSL teachers, there are tendencies to change
in their teaching practice, because the teachers
of BSL are motivated to change, that in fact they
assume it in several lines in their teaching task.
They also consider it necessary to reform the
program of the subject, favoring the use of ICT
over any other reform. This means that the insti-
tution reconsiders the updating of the programs
of the subjects, since in addition to the opinions
on it, the tests collected in UASDVirtual advise
to work the most neuralgic aspects of the change
of paradigm, which are the methodology, the
evaluation system and the implementation of
collaborative learning. The obtained results are
very encouraging, since the attitude of teach-
ers towards change can be described as positive
with intrinsic and extrinsic motivation, largely
as a result of reflection, observation of their
practices and, to a lesser extent, pressure from
external environment. There is a long journey, a
lot of work and resources, but the measures are
being taken. Finally, it is recommended to plan
considering the institutional guidelines, the new
pedagogical and technological currents, always
taking into account the needs of the student and
the socioeconomic context where he will develop
his vital and work functions.

Among the limitations of this article is the
fact that it has been developed in a single univer-
sity in the Dominican Republic, specifically in
the Autonomous University of Santo Domingo
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(UASD), one of the institutions of higher educa-
tion in this country best positioned in the rank-
ings of academic excellence of Latin America.
From our point of view, it would be interesting
that in the future this study will be carried out in
other universities in order to have a clear picture
of the role played by B-Learning learning within
the Latin American higher education system. In
this way it could be determined, among other
things, if the implementation of this pedagogy
has contributed actively and positively in the
objectives established at the beginning of the
course by the different programs that make up
the subjects of an academic degree.

Bibliographic references

Baez, E. (2009). La formaciéon multimedia del pro-
fesorado universitario en el proceso de inte-
gracion curricular de las TIC. Estudio de
caso: Pontificia Universidad Catdlica Madre
y Maestra, campus Santiago de los Caballeros
(Tesis doctoral). Espana: Universidad de
Salamanca.

Barriopedro, E. N., Valino, P. C., & Leguia, A. P. (2012).
Experiencias de evaluacién en e-learning en
la UAH. Cémo sacarle el maximo partido a
las plataformas virtuales. RELADA-Revista
Electrénica de ADA-Madrid, 6(4), 282-290.

Brown, S., & Pickford, R. (2013). Evaluacién de habi-
lidades y competencias en Educacién. Madrid:
Narcea Ediciones.

Cabero, J., & Mdrquez, D. (Dirs.) (1999). La produc-
cion de materiales multimedia en la ense-
fianza universitaria. Sevilla: Editorial Kronos.

Cabero, J., & Romdn, P. (2008). E-actividades. Un
referente bdsico para la formacion en Internet.
Sevilla: Editorial MAD.

Carbonell, J. (2015). Pedagogias del siglo XXI.
Alternativas para la innovacion educativa.
Barcelona: Ediciones Octaedro.

Cassany, D. (2012). En-linea. Leer y escribir en la red.
Barcelona: Editorial Anagrama.

De La Torre, S., & Barrios, O. (Eds.) (2000). Estrategias
diddcticas innovadoras. Barcelona: Octaedro.

Gairin, J. (2012). La transformacién de la universidad.
En De La Herrdn, A., & Paredes, J. (Coords.),

Promover el cambio pedagdgico en la univer-
sidad (25-39). Madrid: Ediciones Piramide.

Gutiérrez, 1. (2011). Competencias del profesorado uni-
versitario en relacién al uso de las Tecnologias
de la Informacion y Comunicacion: Andlisis
de la situacion en Espafia y propuesta para
un modelo de formacion (Tesis doctoral).
Espafia: Universitat Rovira I Virgili.

Hernédndez Sampieri, R., Ferndndez Collado, C.,
& Baptista, P. (2008). Metodologia de la
Investigacion. México: McGraw-Hill.

Iborra, A., & Izquierdo, M. (2010). ;Cémo afrontar la
evaluacién del aprendizaje colaborativo? Una
propuesta valorando el proceso, el contenido
y el producto de la actividad grupal. Revista
General de Informaciéon y Documentacion,
(20), 221-241.

Jiménez Rodriguez, M. A. (2011). Cémo diseriar
y desarrollar el curriculo por competencias.
Guia prdctica. Madrid: PPC, Editorial.

Johnson, L., Becker, S.A., Estrada, V., & Freeman, A.
(2015). NMC Horizon Report: 2015 Higher
Education. Texas: Edition Austin.

Llorente, M. del C. (2009). Formacién semipresencial

apoyada en la Red (Blended Learning). Disefio

de acciones para el aprendizaje. Sevilla:

Editorial MAD.

C., Osoro, A., & Tus6n, A. (2002, 1 de

noviembre). Ciencias de lenguaje, competen-

cia comunicativa y ensefianza de la lengua.

Revista espacio Logopédico.com. Recuperado

de https://goo.gl/qwaT8h

Margalef, L., Iborra, A., Pareja, N., Castro, B.,
Dominguez, S., Garcia, 1.,& Giménez, S.
(2007). Tejiendo redes de aprendizaje y
reflexién: Una propuesta de innovacién en la
licenciatura de psicopedagogia. Revista Pulso,
(30), 123-142.

Monclaz, 1., & Nunez Barriopedro, E. (2014).
Training of teachers and students of hig-
her education for an educational innova-
tion using Information and Communication
Technologies: A Latin-American study.
En L. Gémez Chova, A. Lépez Martinez y
Candel Torres 1. (Coords.), EDULEARNI14
Proceedings (7536-7545). Valencia: IATED
Academy.

Galiano-Coronil, A., & Ravina-Ripoll, R. (2017).
Universitarios felices, aulas creativas?: el uso

Lomas,

Alteridad. 14(1), 25-38

37



O

N

Dra. Estela Nifiez-Barriopedro / Dra. Ingrid Miguelina Moncliiz / Dr. Rafael Ravina-Ripoll

de las redes sociales como herramienta de
integracién social en la ONG Down Jerez
Aspanido. En A.R. Ferndndez Paradas y M.
Ferndndez Paradas (Coords.), Diddctica de
las ciencias sociales ante la necesidad de nue-
vas narraciones en el siglo XXI: Digitalidad,
nuevas tecnologias y competencias documen-
tales (225-240). Granada: Editorial Comares.

Moruno, P., Sdnchez, M., & Zariquiey, F. (2011). La
cultura de la cooperacién. El aprendizaje
cooperativo como herramienta de diferen-
ciacién curricular. En J. C. Torrego (Coord.),
Alumnos con altas capacidades y aprendizaje
cooperativo (167-198). Madrid: Fundacién
SM.

Nuifez, E., Penelas, A., & Cuesta, P. (2014). El desa-
rrollo de web 3.0 como innovacién en la
docencia. Caracciolos. Revista digital de inves-
tigacién en docencia, Caracciolos, 2(1).

Nuifiez Barriopedro, E., & Vilchez, E. M. (2017).
Estrategias de trabajo colaborativo utilizando
Twitter y wikispaces. Innovaciones aplicadas.
Madrid: Editorial Académica Espanola.

Perrenoud, Ph. (2007). Desarrollar la prdctica reflexi-
va en el oficio de ensefiar. Barcelona: Editorial
Graé.

38 © 2019, Universidad Politécnica Salesiana, Ecuador.

Secretaria de Estado de Educacién Superior, Ciencia y
Tecnologia (2008). Plan Decenal de Educacién
Superior (2008-2018). Una educacion superior
de calidad, para el pais que sofiamos los domin-
icanos. Recuperado de https://goo.gl/Qicrnt

Tiana, A. (2013). Los cambios recientes en la for-
macién inicial del profesorado en Espaiia:
Una reforma incompleta. Revista Espafiola de
Educacion Comparada, (22), 39-58.

UNESCO (1998). Conferencia Mundial sobre la
Educacién Superior. La Educacién Superior en
el siglo XXI. Visién y Accion. Paris: Ediciones
Unesco.

Universidad Auténoma de Santo Domingo (2013).
Plan Estratégico 2012-2022, UASD. Santo
Domingo: Editora Universitaria.

Woolfolk, A. (2006). Psicologia Educativa. México:
Pearson Educacién.

Zabala, A., & Arnau, L. (2014). Métodos para la ense-
fianza de las competencias. Barcelona: Grad.

Zabalza, M. A. (2011). Metodologia docente. REDU.
Revista de Docencia Universitaria. 9(3),75-98.
https://doi.org/10.4995/redu.2011.6150




ALTERIDAD

REVISTA DE EDUCACION

p-ISSN:1390-325X / e-ISSN:1390-8642
http://alteridad.ups.edu.ec

SIeicl

Jjanuary-june 2019
\ol. 14, No. 1, 39-50
https://doi.org/10.17163/alt.v14n1.2019.03

ICTs and Media Arts: The new digital

age in the inclusive school

Las TIC y Artes mediales: La nueva era digital en
la escuela inclusiva

Diego Bernaschina Cuadra He is a hypoacoustic artist, designer and teacher (Chile)
(diegobernaschina@gmail.com) (https://orcid.org/0000-0002-3317-8580)

Received: 2018-06-28 / Reviewed: 2018-09-21 /Accepted: 2018-11-22 / Published: 2019-01-01

Abstract

The paper corresponds an educational experi-
ence about the impact of the pedagogical practices of
digital media in the classroom. In this main objective is
to understand the relation between the complemen-
tary subject (Art Education and Technology Education)
and the interdisciplinary methodology. As well as a new
methodology for technological education in media arts.
In this context of the inclusive school, the role of educa-
tional innovation assumes great importance, however, in
order to improve and merge with a modernized model
between teaching duo, digital content and inclusive
students in the virtual classroom. As the results of the
activities carried out in the different workshops of: Stop
Motion Animation for primary education, and Video Art
for secondary education. In both workshops, those that
correspond to the simple of the plan of complementary
subject in different artistic-technological activities, depend-
ing on the level of schooling Therefore, a true educational
change for the whole of society and the inclusive school.
One of the great challenges of the future in the educa-
tional task in the classroom, which contributes to satisfy
the needs of new educational opportunities both the

professionals and the teaching leadership, sharing and
promoting with collaborative work towards a new alter-
native method of strategic learning and the participation
of students within the virtual classroom.

Keywords: Media Arts, Digital technology,
Teaching process, Learning, ICT and Education.

Resumen

El presente articulo corresponde una experiencia
educativa sobre el impacto de las prdcticas pedagdgicas
de los medios digitales en el aula. En este objetivo prin-
cipal es comprender la relacién entre la asignatura com-
plementaria (Educacién Artistica y Educacién Tecnologia)
y la metodologia interdisciplinaria. Asi como una nueva
metodologia para la educacidén tecnoldgica en artes
mediales. En este contexto de la escuela inclusiva, el rol
de la innovacidn educativa adquiere gran importancia,
sin embargo, para mejorar y fusionar con un modelo
modernizado entre dupla docente, contenidos digitales
y estudiantes inclusivos en el aula virtual. Como los
resultados de las actividades realizadas en los distintos
talleres de: Animacion Stop Motion para la educacién
primaria, y Video Arte para la educacion secundaria. En
ambos talleres, esos que corresponden a la muestra del
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plan de asignatura complementaria en diferentes activi-
dades artisticas-tecnoldgicas, dependiendo del nivel de
escolaridad. Por tanto, un verdadero cambio educativo
para toda la sociedad y la escuela inclusiva. Uno de los
grandes retos de futuro en el quehacer educativo en el
aula, que aporta para satisfacer las necesidades de nuevas
oportunidades educativas tanto los profesionales como

1. Introduction

The new proposal for the integration of ICT and
the art of new media towards inclusive school,
respect and attention to diversity in school educa-
tion. Now think about the future of technology,
school, art and inclusion. Therefore, it is necessary
to mix the complementary subject (Art Education
and Technology Education). In a way it will be dif-
ficult to carry out a teaching-learning task in the
inclusive school. What is the reason for teaching a
complex task of the didactic tools in ICT through
art education? How is the interdisciplinary cur-
riculum and teaching based on ICT in the world
of the arts properly planned? Where does technol-
ogy come through media arts? What is it about
educational technology in art and its diversity
in the virtual classroom? How can I achieve and
teach its users as students at the level of strategic
learning? To define the two types of media arts
and inclusive school.

1.1. Brief definition of inclusive school

Inclusive school is one of the problems that
encounters greater difficulties, mainly those
opposed by human nature. However, the agents
of socialization correspond to the family, the com-
munity and diversity. In this sense, as Mogoll6n
and Falla (2014, p.93) indicates when talking
about what he calls:

The movement of inclusion has emerged
strongly in recent years to address the high
rates of exclusion, discrimination and inequal-
ity mainly present in the world’s education
systems. Although it is often confused with
the concept of integration, or be considered

© 2019, Universidad Politécnica Salesiana, Ecuador.
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el liderazgo docente, compartiendo y promoviendo con
el trabajo colaborativo hacia un nuevo método alterna-
tivo del aprendizaje estratégico y de la participacion de
los estudiantes dentro del aula virtual.

Descriptores: Artes mediales, tecnologfa digital,
proceso de ensefianza, aprendizaje, TIC y educacién
escolar

as synonyms, inclusion has a broader focus in
several ways, considering it a challenge for the
entire education system, especially for special
education.

On the other hand, not only that the
segregation of students through a special edu-
cational system, but rather the human existence.
Therefore, human needs develop and increase in
civilization, generally linked to social relation-
ships to meet their results, their particularities
and special indications, such as physiological,
therapeutic, psychologies, educational interven-
tions, etc. As well as the disability is faced in
various situations with obstacles to obtain more
security and self-confidence. They usually have
difficulty making certain decisions that involve
changes in personality and behavior, depending
on the social skills that are recognized by their
environment. In this sense, the inclusive school,
allows to improve the degree of acceptance and
respect for cultural diversity. As well as migra-
tion and indigenous peoples. One of the aspects
that a climate must have to even to improve
the social relations in the classroom. From this
perspective, it is essential to recognize the impor-
tance of education as a process that enables the
right to participation and integral development
(Garcia-Yepes, 2017, p. 189). This also means to
understand that all (or some) school does not
help to educate with different values, customs,
diverse knowledge of interculturality - of course,
multiculturalism - and of gender through the
educational center. Also, according to Garcia-
Yepes (2017, pp. 189-190) which states:

From this perspective, promoting knowledge
and understanding of cultural diversity in the
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educational field allows improving the inte-
gration processes of children with each other.
In that sense, these strategies strengthen social
coexistence as it recognizes inclusion as a pro-
cess that depends on children [, girls, young
people] and communities.

As well as the inclusive treatment of diver-
sity and institutional strengthening at school
level, depending on their level of learning and
the needs of students in the field of the new gen-
eration of social change. The notion of inclusive
education underlies the ideal of fostering and
developing cohesion and a sense of belonging,
the ideal of creating learning communities that
share respect and acceptance of diversity (Amaya
et al., 2010, p. 115).

Finally, under the term global education
of “multiculturalism”, which consists of a more
homogeneous culture such as tolerance through
different socialization, and educational practice in
different values (minority cultures, racism, xeno-
phobia, gender, peoples originating, disability, etc.)
to promote diversity and educational plurality.

1.2. Brief introduction of new media art

In order to briefly introduce the art of new media
-literally of media arts- there is an approxima-
tion of the language of the new media through
the image in the digital age. From this section,
although there are many different types of new
media art: digital art, electronic art, multimedia
art, interactive art and network art, of course, the
philosophy of media arts or digital aesthetics. To
define this term:

The art [of new media in the digital age] is
an art belonging to multimedia, which deals
with data coming from the field of sound,
text, fixed images and also in movement. What
characterizes it is not, therefore, the mixture of
genres (styles) but the creation and constitu-
tion of a language of its own. What is of inter-
ests is the expressive possibilities of its differ-
ences. For example, a classic work of literature
recorded on a record remains a classic work.

If the digital is capable of projecting images
of dancers, digital art only begins when these
images become components of the dancer’s
or actor’s body. This art does not consist in
complementing already classical practices, but
in proposing unprecedented expressive and
semiotic situations. If it can be put at the ser-
vice of other types of art, such uses do not con-
stitute, therefore, a digital art. In the same way
that digital can, from now on, complement all
aspects of human activities, it can also be an
instrument and a particular artistic domain
(Riboulet, 2013, p.139).

Thus, new technologies and the relation-
ship of art with computers, artist, designer, ani-
mator and programmer as well as film theory,
art history and literary theory to contribute
an artistic medium (in painting, photography,
cinema, television, animation, cyberspace, com-
puter, hypermedia, videogames, composition,
telepresence, videoconferencing, sounds, etc.).
Art has always been closely linked to technol-
ogy, and new media focused on various creative
instruments, in order to provide for the arrival
of the Internet. Finally, all schools for artistic
education that allow them to evolve and adapt
to a new social-technological reality for users,
especially students who are inclusive of different
(inter) cultural and strategic skills of their own
computers/devices.

2. New proposal of
interdisciplinary methodology

The interdisciplinary methodology consists of an
innovative proposal to favor the different factors
of teaching and learning through ICT and media
arts. This methodological proposal will depend
on the level of schooling to be able to develop
creativity and focused learning on the part of
students -such as digital literacy directed exclu-
sively to users- in the virtual classroom.

From innovative initiatives in teaching
and strategic learning to the subject of artistic
education and technological education. And this

Alteridad. 14(1), 39-50



section is divided into two parts: pedagogical
interaction (or pedagogical triangle), and new
way of teaching the interdisciplinary subject.

2.1. Pedagogical interaction (or peda-
gogical triangle)

To introduce the interdisciplinary methodology
proposal that states:

Starting from the design of well-planned activ-
ities, considered as learning strategies, which
are composed of skill + content + method and
+ attitude? we must design how to apply such
strategies in the classroom so that the student
can develop skills, attitudes and learn content.
Normally, the teacher knows what to do, he can
know it in theory, but there is a great distance
between theory and practice; The big question
is: how to do what needs to be done? We thus
enter the domain of educational intervention
methods, that is, methodology, methodological
techniques and strategies (Latorre and Seco del
Pozo, 2013, p.9).

Diego Bernaschina Cuadra

The pedagogical interaction (or pedagogi-
cal triangle) is related to the three dialectical axes
(teacher-student-content) to intervene in educa-
tional decision making, both theory and practice
from the perspective-methodological strategy.
The comparison of two models of pedagogical
interaction of the interdisciplinary methodol-
ogy (Figure 1). As well as the original model of
Latorre and Seco del Pozo (2013), it is related
to the three current axes within the traditional
classroom. On the other hand, the modernized
model updates these new axes continuously. This
new model is related to digital content for the
complementary subject of Media Arts, together
with a teaching duo (or teaching accompani-
ment) to work collaboratively and combine the
two mentioned areas, as well as artistic educa-
tion and technology education. The acquisition
of those strategic and creative skills. This will
depend on the complexity of the didactic-tech-
nological resources and attention to diversity to
favor the learning of the inclusive students.

Figure 1. Comparison of pedagogical interaction models (or pedagogical triangle)

Original Model
By Latorre and Seco del Pozo

(2013)
Traditional
Classroom

Teacher Student

Content

Source: own elaboration
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Also, this dimension explains the digital
content, first, each procedure of educational
technology incorporating it with the subject of
plastic arts or graphic arts. And, secondly, each
student gets a favorable result or absence of cre-
ative motivation. In this sense, the new challenge
of ICT as the development and optimization of
educational software for learning, which includes
the joint activity through the modernized model
within the virtual classroom.

Next, the models through the interdisci-
plinary methodology (Figure 2), are compared
with the three axes, depending on the two models

Figure 2. Comparison of the 3-axis models

Original Model
Bv Latorre and Seco del Pozo (2013)

related to teaching (teacher-content axis), learn-
ing (student-content axis) and training -learning
(teacher-student axis). Therefore, the original
model remains relevant. However, most of the
changes in the interdisciplinary methodology,
despite the difference in the modernized model,
are included with the interdisciplinary teaching
for the complementary subject of technology-
artistic education (dual-teacher axis-digital con-
tent), then learning strategic (inclusive student
axis-digital content), and finally, media arts
activities (dual axis teacher-students).

TEACHER AXIS - CONTENT =-----==s====---=3 TEACHINT
STUDENT AXIS - CONTENT . --=-=-----==-==3 LEARNING
TEACHER AXIS — STUDENT  =---nesccccemaeaady TRAINING - LEARNING
Modernized Model
By Bernaschina (2018) INTERDISCIPLINARY TEACHING
{Complementary subject in
TEACHING DU AXIS — DIGITAL CONTENT - =----2 % Technological Education — Artistic
education)
INCLUSIVE STUDENTS AXIS — DIGITAL CONTENT  ==-% STRATEGIC LEARNING
ACTIVITIES
TEACHING DUO AXIS - INCLUSIVE STUDENTS = --===---n-n=eeendy Or
MEDI ART

Source: own elaboration

To summarize both models: according to
the two figures, it can be observed, then, that the
interdisciplinary methodology is not always that
students have greater confidence in the techno-
logical education system. However, this new ped-
agogical method is considered to be an exchange
with the ideas that favor the development of
creative skills and independent thoughts, in
order to achieve the understanding and sup-
port of the inclusive school and of the students’

previous ideas through ICT in the Media Arts.
Therefore, we can say that inclusive educational
practices with ICT allow us to include softwares
as the technological didactic resource (com-
puter, laptop, cell phone, tablet, camera, etc.),
to ensure a greater interdisciplinary activity that
allows us to offer the functioning of meaning-
ful learning (from the American psychologist,
David Ausubel) and collaborative learning (or
the educational interaction, better known from
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the ZDP - Zone of proximal or proximal devel-
opment. ZDP is a concept created by the Russian
psychologist, Lev Vygotsky- to solve a problem
of creativity, and share the social relations of
users (inclusive students) through ICT in media
arts. It also shows that students at different lev-
els of schooling would not be able to work with
digital media in the area of media arts, but also
improve interdisciplinary teaching, both artistic
education and technology education, assuming
the incorporation of ICT to the complementary
subjects to create a role of students on the tech-
nological skills and their flexible learning regard-
less of the quality of work(Daniels, 2003; Latorre
y Seco del Pozo, 2013; Torres, 2006; Vygotsky,
1995, 2009, 2013; Wertsch, 1988).

2.2. New way of teaching the interdisci-
plinary subject

To demonstrate this interdisciplinary methodolo-
gy of teaching and learning of ICT and art of new
media in the inclusive school. From this perspec-
tive of interdisciplinary methodology, it is con-
sidered necessary to offer guidelines for Primary
Education, especially aimed at students in the
educational context of the new technologies of
early care software programs. For Aranda (2005),
as well as the program of social-motor skills is
important to stimulate self-awareness, and of the
environment in a direct way in the success or fail-
ure of learning and in school performance using
ICT of art. It is impossible to teach the youngest
students through the development of ICT.

Although, as we have already explained the
modernized model to create the new changes in
ICT education in art. For Latorre and Seco del
Pozo (2013), the methodology is or is equivalent
to a method, therefore, a path oriented towards
the goal corresponds. There is another term about
the school learning method. In this sense, the
authors who point out:

The learning method is the path the student
follows to develop more or less general skills,
learning content. A method is a way of doing.
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Each student, with their individual differences,
has a peculiar style of learning, that is, a con-
crete way to travel the path of learning (Latorre
and Seco del Pozo, 2013, p.13).

Additionally, to refer to the method of
learning through ICT:

El método de aprendizaje is specified through
methodological techniques, depending on the
skills one wants to develop when applying it
to a specific content, the characteristics of the
student, their level of psychological develop-
ment, the contents of the area in question,
of the possible mediation of the teacher, etc.
Thus, we can say, that methodological tech-
nique is the concrete way in which each stu-
dent goes through the chosen path, according
to their characteristics, content, mediation of
the teacher, etc. The methodological technique
is chosen by the teacher based on the reality
of the students and the pursued goals (Latorre
and Seco del Pozo, 2013, p.13).

Therefore, the learning method consists
of the relationship of the three axes of the inter-
disciplinary methodology through a modernized
model:

Every learning method consists of: substantiated
skill (the for what) + the content (what) + the
connector (by means of, though, in ...) + how
(the method itself) (Latorre and Seco del Pozo,
2013, p. 13).

Thus, a new way of teaching of the interdis-
ciplinary subject. Also, to the extent to the incor-
poration of new media in inclusive education.
Within the development of this complementary
subject on ICT and the art of new media, facili-
tating it with technological means at the level
of strategic learning for students, depending on
their digital skills. Hence the importance of what
we might call an education for new media [...]
or multimedia education (Gutiérrez, 1997, p.10).
These educational activities are designed to facil-
itate and guide the passage of the materiality
of “graphical user interface” (Manovich, 2005).
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This fact makes it necessary to reconsider the
supposed transformative and innovative effect
of school educational practices which, as we
have already mentioned, is sometimes attributed
automatically to the incorporation of ICTs in
education (Coll, Maur and Onrubia, 2008, p. 83).

3. Proposal on the
complementary course plan

Before beginning the theory and curricular design
for media arts education. The first thing to know
is the definition of the methodological strategy on
interdisciplinarity, and then, a sample of the plan-
ning carried out in two workshops for primary and
secondary education. As well as the main results
obtained through the modernized model. However,
to exemplify this proposal on the complementary
subject plan. To include a fundamental term:

Interdisciplinarity is the cooperation between
two or more disciplines, without the fragmen-
tation of the disciplinary, to address a topic,
object or problem through their specific meth-
ods, so that they enrich each other and develop
more complex and deep knowledge (CNCA,
2015, p.17).

There are also curricular aspects on digital
content to collaboratively adjust the two or more

areas of teaching work. As well as the teaching
duo that works in the different treatments of
the transversal themes from the ICT and the art
of the new media. According to Torres (2006),
interdisciplinarity allows a later generation on
the curricular proposals, and to eliminate the
existing barriers between the school and its envi-
ronment. And on the other hand, seeks to recog-
nize in educational processes, where technology
is necessary for comprehensive development.

Next, for example, is the proposal of digital
contents in different levels of schooling (Chart
1.1 and 1.2). In the first step, planning is practi-
cally impossible to establish the link with man-
datory educational programs by the Ministry
of Education in each country of origin. In gen-
eral, the technological tools are accompanied by
the proposals of the complementary subject as
such, the most global and precise interdisciplinary
teaching. When using them for the implementa-
tion of educational work in ICT, and the develop-
ment of recreational activities for all users, speci-
fying it with the incorporation of tools, resources
and software applications, that the development
of teaching and learning can always use their pro-
posals to facilitate a (multi) cultural diversity. And
the second step: each student, making the educa-
tional practice as a personalized process, adjusting
their problem and their need to technologically
and artistically develop the activity.

Chart 1.1. Proposal of digital contents in different levels of schooling by Bernaschina (2018)

Level of education

Workshop Name

Primary education

Stop Motion Animation

Secondary Education

Video Art

General objectives:

al development.
Specific objectives:
Objetives .
stages.

tion scenarios.
e  Screen the work done

Hold a stop motion animation workshop that

enhances the artistic-institutional education-

Make an animated short film in all its e

e Analyze animation movies
U Create characters, models and anima-

General objectives:

Conduct a video art workshop that en-
hances the artistic-institutional educational
development.

Specific objectives:
Make a short film of video art in indi-
vidual/group work.

e To know the basic tools for video
editing.

. Elaborate a Storyboard.

. Screen the work done.
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Secondary Education

Level of education Primary education

Workshop Name Stop Motion Animation Video Art

Examples and stop motion concept. ) .
e  Introduction of the program for video

editing.
o To know the basic tools in the video
editing program.

e  Cinematographic narration and ap-
proach to the script.

Content e  Scenery and environments

manufacture.
Stob Motion filmi e  Prepare individual/group work.
. op Motion filming.
P g . Pre-view of the final work.

e Video editing

Chart 1.2. Proposal of digital contents in different levels of schooling by Bernaschina (2018

Level of

. Primary education Secondary Education
education

Workshop Name Stop Motion Animation Video Art

All students will practice their creative abilities, through imagination, composing their own sto-
ries to be executed in their work.

e  Create the script and requirements of the work to be done.

. Develop a simple production plan with the basic requirements for the execution of the work.
e  Make scenarios according to the created stories.

ERULLLILIEERE o The manufacture of characters using different materials.

e  Execute the filming process, under the tutelage of the guide teacher; Students will animate
their stories, while the material is stored.

e  The professor/tutor (teacher duo) and a variable group of students interested in editing will
work on the post-production process of the works.

. Visualization of the works carried out.

The workshop will be evaluated based on the quality of the discussions based on the work being
done and includes the attendance (and medical justification) of the participants with a note to the
class book in each semester and/or year. The results of the workshop will be exhibited at the se-
mester (or annual) closing.

Evaluation

The educational software recommended in: The educational software recommended in:
Didactl e Adobe Photoshop (Animation GIF) e  Adobe Photoshop
idactic
e Windows Movie Maker e  Adobe Premiere

resources
e Another similar video editing program for | ¢  Another similar video editing program for
boys and girls. young people.

In most cases, however, the efforts aimed social reality in the inclusive school (Coll, Maur

at developing the planning of ICT uses that con- and Onrubia, 2008, Ruiz, 2015).
sider both the characteristics of technological On the other hand, it is understood that
tools and the dimensions of educational prac- the use of planning through ICT (Chart 2) to
tices. As well as the engine of social development generate the three types of evaluation learning
through the media, that is, the new visions of techniques and strategies at different levels of
schooling. Therefore, it refers to the complemen-
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all school activity consists of the three types of
assessment along with the techniques and learn-
ing strategies.

tary subject plan that allows users to perform
different activities, depending on the leveling
of schooling. We can create and analyze that

Chart 2. The 3 types of assessment learning techniques and strategies at different levels of schooling by

Bernaschina (2018)

Diagnostic
(or informal techniques)

Diagnostic that determines

prior knowledge of digital
content.

Formative
(or semiformal techniques)

Formative that observes and ana-
lyzes the strategic learning process.

Summative
(or formal techniques)

Summative that values the expect-
ed results of ICT and media arts.

Evaluation techniques

e QObservation of activities
prepared by the inclusive
students.

. Exploration through the
questionnaires in Google
form by the teaching duo.

o Conversations and
dialogues

An introductory practice in the
complementary subjects to
create a step of prior knowl-
edge of digital content.

. Exercises and practices with
software, depends on the use of
digital content for users (inclu-
sive students) to perform in the
class.

. Review of the works and con-
sultations inside and outside
the class; Within the class cor-
responds the activities in the
virtual classroom, and out of the
class corresponds the consulta-
tions through the email for the
inclusive students.

Exercises and practices carried out
by users as part of the activities of the
complementary subject of ICT and
media arts. Also at the level of stra-
tegic learning for inclusive students
both users and individual/group work
in the virtual classroom. Likewise, the
strategic learning activity is required
with greater preparation towards the
practice of freedom and creativity.

*  Recognition of strategic skills
by each user.

e  Exploration of basic tools to
improve and develop practic-
es by users.

. Motivation and creativity (or
creativity in school learning)
for the development of indi-
vidual/group techniques.

Learning strategies (or evaluation instruments)

Purpose of the work during the
school period to elaborate its so-
phisticated results as innovative
concepts or new experiences by
the inclusive students.

At this point, it is important to emphasize
that, in the interdisciplinary methodology, the
construction of knowledge in art is discussed
to create an open space and creative dialogue,
depending on the theme of exchange and coop-
erative learning for attention to diversity towards
contemporary cultural and technological mani-

festations. However, they favor the interaction
between the different elements through a mod-
ernized model of the educational process - pri-
mary and secondary education, with the aim of
the human capacity to learn from their environ-
ment with support for the acquisition and devel-
opment of procedures and strategies of learning
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(Coll, Maur and Onrubia, 2008, Piccolotto, 2013,
Ruiz, 2015).

4. Conclusions

Currently, in many cases due to ignorance
or misapplication of the traditional methodol-
ogy. For example, the original model of Latorre
and Seco del Pozo (2013) for the realization of
human inactivities, from the absence of the cre-
ation of processes, instruments, languages and
methods, contributing with the two subjects to
intervene new practices on attention to diversity.

Therefore, the interdisciplinary method-
ology strives with the advance of educational
technology to simplify it with the two tools in
development of ICT and the art of new media.
However, for the future of this new model will
be modernizing structured programs, depend-
ing on the needs of their potential and scope of
artistic technology in order to reach social trans-
formations and their own exchanges in inclusive
communication, that is, to incorporate creative,
social, (inter)cultural and strategic skills of their
own computers/devices.

For example, throughout the history of
ICT it has offered creative solutions to develop,
innovate and acquire new tools of artistic expres-
sion. However, it will be difficult to respond with
objects, almost any person could distinguish the
artistic-cultural values through the artistic and
symbolic imagination and the tradition of virtu-
ous master artists such as Michelangelo, Raphael
or Leonardo Da Vinci; its precursors movements
of greater impact, such as Dadaism or Pop Art,
and; In addition, the arrival of photography
and film since the mid-twentieth century as the
artists of Julia Margaret Cameron, Lewis Caroll,
and others. From there, a great step was taken to
build educational technology and artistic civili-
zation, as well as to represent human nature in
the creative process, both in the development
of the personality and the aesthetic sense and in
the artistic-technological activity to establish an
enriching dialogue with the physical and social
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environment of the individual (Merodio de la
Colina, 2001, Vygotsky, 2003, Technology and
art: a combination to shape the future, 2012,
Parejo, 2014).

At present there are several technological,
social, artistic and educational foundations to
understand the theoretical and practical dimen-
sion of the new paths of interculturality and
inclusion in the educational context through
the complementary subject. Thus, the contem-
porary cultural discussion on arts education
and ICT, which usually plays a central role in
the interdisciplinary methodology to favor, and
appreciate the aesthetic values in its multiple
dimensions in different works, and spheres of
human activity and its relationship with the
world of desired, proper and autonomous lan-
guage in the way of experimentation with the use
of new media in cultural diversity. It will be then,
through inclusive education, that these bonds of
union between different cultures will be created
(Olhagaray Llanos, 2002, Fabelo Corzo, 2004,
Solis, 2009, Muinos de Britos, 2011, Leiva, 2016,
Tipa, 2018). The educational technology can be
dimensioned quite complex regarding the artis-
tic procedures within the ICT about the artistic
education:

However, the inclusive treatment of diversity
brings benefits beyond the students themselves
and the educational institution, becoming an
important element in the development of
a more just, tolerant and respectful soci-
ety with diversity, without forgetting that
the amplitude that has the term inclusion,
framed within the discourse of human rights,
goes much farther from the educational field
(Gonzélez Ferndndez, Medina Dominguez,
and Dominguez Garrido, 2016, P. 135).

Thus, to adapt the modernized model
on the pedagogical interaction that will be
improved, especially in inclusive environments
associated with the use of ICT in the school.

To reflect on a new look at pedagogical
training from the use of ICT in the Media Arts.
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Therefore, we need to provide society a real
educational change towards the inclusive school.
Given our tradition in the field of artistic edu-
cation through new media, and of course, new
multimedia technologies.
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Abstract

This article carried out the process of construc-
tion and validation of an instrument to assess the struc-
ture of video lectures from MOOC. The tool is divided
in the parts of the class: opening, core and closure
for check how each part contribute to the narrative
sequence. The aim of the study is based on the need to
made proposals for the production of videos for mas-
sive on line courses because the trend is to replicate the
traditional teaching models of information transfer. The
design process and the theoretical supports that frame
of the questions are explained, as well as the result of
the assessment of the experts and the piloting of the
instrument. In the end, the article offers perspectives
for the design of video-lessons and to have instruments
that allow teachers and instructional designers of virtual
courses to make a checklist to the Storytelling tips and
audiovisual narrative that reinforce the discourses con-
tained in the video-lessons. The results of the analysis

identified progress and limitations in the construction
of the resources. Based on the findings, reflections are
offered on how these resources could be improved.
It concludes with a proposal to use the instrument
to open new lines of research that support the video
lessons production and to give ideas about how use
resources of the television streaming like Netflix, in the
pedagogical sequences in on- line courses.

Keywords: Video Lectures, Video Analysis,
MOOC, Online Education, Instructional designer, edu-
cational videos.

Resumen

El articulo presenta el proceso de construccidn y
validacidn de un instrumento para valorar la estructura
de video-lecciones de cursos masivos en linea, MOOC.
El instrumento divide la video-leccién en momentos de
la clase: inicio, desarrollo y cierre, para revisar de qué
manera cada apartado aporta a la construccion de la
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narracion. La justificacién de este estudio se basa en la
necesidad de generar propuestas para la produccién de
videos en cursos masivos, toda vez que algunos replican
modelos tradicionales de transmisién de informacion.
En la primera parte del texto, se explica el proceso de
disefio y los soportes tedricos que enmarcan los bloques
de preguntas, asi como el resuftado de la valoracién de
los expertos y pilotaje del instrumento y los resuftados.
Al final, el articulo ofrece perspectivas para el disefio de
video-lecciones y para contar con instrumentos que le
permitan a los docentes y a los disefiadores instruccio-
nales de cursos virtuales hacer una lista de chequeo de

1. Introduction and state of
the issue

The design and use of video-lessons has been
positioned as the axis of the didactic sequences
of the xMOOC, or courses based on content
(Raposo, Martinez & Sarmiento, 2015). The
video-lesson is defined as an audiovisual piece
in which some thematic content is exposed and
resembles a master class (Ferrés, 1992, Marqués,
1999). For Biggs (2006) this type of class has an
important potential, however, “it requires a con-
centration that drastically reduces its value if it is
not performed properly” (p.129).

Although the first MOOC:s that appeared in
the educational field were those that focused on con-
nections, they have as principle connectivism and
the idea that thousands of people interact with the
contents of a course (Downes, 2007, Siemens, 2005)
the xMOOC are those that have proliferated on
platforms such as Udacity, Coursera, Future Learn,
Miriada X, Canvas, Edx, among others. It should be
noted that the definition of MOOCs have also added
new developments according to the size of the groups,
tools and level of interactions, such as those proposed
by Clark (2013), who defines 8 types of MOOC:s:
TransferMOOCs, MadeMOOCs, SynchMOOCs,
AsynchMOOCs, AdaptiveMOOCs, GroupMOOCs,
ConnectivistMOOCS, MiniMOOCSs. Also recently
it is spoken of (Small Private on Line Courses), that
is very similar to the definition that sets Clark (2013)
as Group MOOC.

52 © 2019, Universidad Politécnica Salesiana, Ecuador.

los principios de Storytelling y narrativa audiovisual que
refuercen los discursos contenidos en las video-lecciones.
Se concluye con una propuesta de uso del instrumento
para abrir nuevas lineas de investigacion que apoyen la
produccién de video-lecciones y con el planteamiento
de ideas para usar elementos de television via stream-
ing como Netflix a las secuencias diddcticas de cursos
virtuales.

Descriptores: Video-lecciones, andlisis de videos,
educacion en linea, MOOC, disefio instruccional, video
educativo

Similarly, there is talk of another type of
technology associated with the use of mobile
phones “MOOcast” which proposes to intercon-
nect the content of MOOC courses to mobile
communications. With screencast technology, a
user can send content from a phone (YouTube or
Netflix) on a television. Its key function as a facil-
itator to access learning contents is probably the
most important (Tabuenca, Kalz & Lohr, 2017).
Osuna-Acedo, Marta-Lazo & Frau-Meigs (2018)
explain that we can already talk about the post-
Mooc era with approaches such as the sMOOC
(Social Massive Open Online Course), arriving
at what they call tMOOGC, t of knowledge trans-
fer proposing authentic tasks that allow this type
of MOOC aimed at the pedagogical transforma-
tion. In these latter cases, the MOOC proposals
focused on contents are reworked to focus on
collaborative work.

For this study we have focused on the
construction of an instrument to analyze video-
lessons contained in xMOOC. In these, the
students relate individually to the resources dis-
played by the platform and perform automated
tests (Clark, 2013). The interaction between
the participants is not privileged, but with the
resources, so it is interesting to analyze the video-
lesson, since it is the almost exclusive means of
mediation in this type of courses.

Learning through video has been the sub-
ject of various reflections (Giannakos, Sampson,
Kidzinski & Pardo, 2016, Mohamed, Amine &
Schroeder, 2014, Van Der Sluis, Ginn, Van Der
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Zee & 2016). The development of MOOCs has
made this type of learning more relevant, so
many studies ask to what extent video-lessons
affect pedagogical innovation in technology-
mediated learning environments or if, on the
contrary, they only replicate a transmissive
teaching model.

The first part of the article explains the
conceptual bases around the use of video in the
construction of MOOC:s, proposals of narrative
lines for its production and the questions posed
by the literature review on the transmisionist
approach of this type of courses. Then the meth-
odology of construction and validation of the
instrument by expert pairs and its subsequent
piloting is explained. In the conclusions, new
lines of work are proposed based on the use of
the tool to generate ideas that allow us to pro-
duce powerful and creative video-lessons.

It should be noted that the study focused
on video-lessons contained in xMOOC and
not in other types of mass courses, since it was
sought to observe what happens with audiovi-
sual mediation when the course does not have
an instructional design based on connections or
interactions with peers, but in the visualization
of videos.

The construction of the instrument, pre-
sented here, is part of a doctoral dissertation
in Communication and Education, carried out
between 2015 and 2018, where the content of a
video-lessons group of xMOOC of the Miriada
X platform is analyzed, results that will be dis-
played in later articles.

1.1. The use of videos in a MOOC

The most used video-lesson types in the xMOOC
are the master classes with support in PowerPoint
presentations (Atapattu & Falkner, 2016, Guo,
Kim & Robin, 2014, Evans, Baker & Dee, 2015).
The variety of video lessons has also been con-
figured based on the type of technology used for
their production or the place where the record-
ing is made, and are classified into: talking head,
those recorded in the classroom , picture in pic-

ture (images with voice over), capture of a tablet
(type Khan academy), animation with voice over,
chroma or green screen, interview and tuto-
rial (Chauhan & Goel, 2015; Hansch, Hillers,
McConachie, Newman & Schmidt, 2015).

The review of literature in specialized
databases has made it possible to verify the
predominance of studies focused on the obser-
vation of user behavior practices in front of
video-lessons, type of visual scanning follow-up,
analysis of observation patterns and permanence
according to the number of repetitions in the
viewing of the videos. There is also a tendency
to establish ideal characteristics for this type of
audiovisual pieces such as duration, preferences
and recommendations for visual management.
However, there are few contributions related
to the narrative structure of the video lessons,
in this regard, the Cortes studies (2015) offer a
checklist to recognize elements of the Cognitive
Load Theory in multimedia spaces. This explains
to what extent certain multimedia elements
favor learning and an instrument is proposed
for the analysis of video-lessons from the point
of view of multimedia attributes. Unlike this
study, the instrument presented in this article
raises the analysis in the way in which the lesson
is communicated and the audiovisual narrative
structure.

The production of audiovisual resources
for MOOCs should focus on an analysis of
the possibilities of audiovisual communication
applied to the elaboration of didactic contents.
These videos should be designed as audiovi-
sual pieces that can provide learning experi-
ences awakening emotions (Gértrudix, Rajas &
Alvarez, 2017, Koumi, 2006). In this regard expe-
riences of content production are recognized for
this type of courses that include simulated vid-
eoconferences, documentaries called reflective,
animated narratives and even the use of Chinese
fables or oriental stories to design what is defined
as learning experiences that seek to contextualize
and link the student as an audience that becomes
involved in the narrative (Morris, 2017).

Alteridad. 14(1), 51-60
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Thomson, Bridgstock & Willems (2014),
for their part, explain that the narrative must
be in a context, have a clear purpose, tell a story
and be short and concise. The video must be
aligned with a construction of meanings around
the learning objective. The material must also
be available to be used and reused by as many
people as possible.

1.2. Learning vs. instructional design
ina MOOC

Learning in mass spaces and the appropriate
instructional design for this to happen, rais-
es many questions about its effectiveness and
quality (Aguaded & Medina-Salguero, 2015,
Bartolomé & Steffens, 2015, Zapata-Ros, 2015).
In this line, Chiappe, Hine & Martinez (2015)
determined that the concept of “mass” generates
standardized practices for the design of learning
environments that result in the production of
courses with very similar structures, centered on
a line of time with videos and quizzes. This type
of standard architecture may be due to immedi-
ate strategies to respond to the high demand of
students with low audiovisual production costs.

MOQOCs are master classes with a tradi-
tional class scheme and most do not represent
an innovation in the way a virtual course is orga-
nized (Laaser & Toloza, 2017; Leal, 2012). Open
knowledge is then caught in an old scheme but
sold in a technological scenario that allows it to
expose itself as an innovator. This increases the
possibilities of overcrowding but not the possibili-
ties of generating authentic learning. Researchers
from different parts of the world focus their work
on demonstrating that the brain does not learn
from discourses (Fink, 2008, Torres, 2017). Thus,
the validity of the master class is questioned as
monologue of the professor. If we manage to turn
the video into an audiovisual language full of pos-
sibilities, the pedagogical value of the video-lesson
may increase.

In more recent studies, Osuna-Acedo,
Marta-Lazo and Frau- Meigs (2018) propose the
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use of connections to the narrative of the courses
within the Transfer-MOOC. “The tMOOCs are
positioned as a disruptive educational alterna-
tive and as meeting points between the partici-
pants, through which we can access distributed
and accessible intelligence” (p.105). In this order
of ideas, Marta-Lazo, Valero-Errazu, Gabelas-
Barroso (2018) also develop analyzes on the use
of Twitter in MOOC courses as a key element in
the increase of motivation and development of
learning with students. In this type of proposals,
the video-lesson is part of a collaborative mecha-
nism and is not exclusively the core of the courses.

Despite the efforts to improve the narra-
tive quality of the videos, standardized online
production limits these designs and does not
open the possibility for new narrative experiences.
This would demand more time, increase costs
and generate a flow of course management that
does not respond to commercial logic. A standard
model of audiovisual production is needed so that
mass production can work, however, it puts on the
table the challenge of constructing contents that
respond to a type of education mediated by ICT
that responds to new teaching paradigms.

1.3. New narratives for video-lessons

The video lesson can be considered as a video lec-
ture session: therefore, it can be divided into the
three key moments of a class: beginning, develop-
ment and closing. In this structure, the beginning
should be marked by attractive elements that call
the attention of the audience as the use of ques-
tions and challenges and the activation of previ-
ous knowledge. Therefore, the first minutes must
resort to elements of powerful narration that
maintain the motivation, linking the contents of
previous classes with the ones in the new segment
(Ambrose, Bridges, Di Pietro, Lovett, Norman &
Mayer, 2010, Lang, 2016). For the development
and closure, the use of metaphors, mood swings,
relationship of content with real life events as they
are stated in the TED talks, are resources with
which we seek to sow an idea in a few minutes
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using the quality of the oral discourse (Anderson,
2016). In this sense, the speaker should limit him-
self to talking about few concepts, reducing their
content and integrating it in a personal context,
and should arouse the curiosity of the audi-
ence with provocative and attractive questions.
Anderson (2016, p.1) emphasizes that “speakers
often forget that many of the terms and concepts
they use are completely unknown to their audi-
ence. Metaphors can play a crucial role in the
assembly of the pieces, because they reveal the
desired shape of the pattern, based on an idea that
the listener already understands.”

The production of video-lessons consid-
ering them as narrative units that maintain the
potential of a story should consider key aspects
such as the strength of the interlocutor’s dis-
course and its wealth to capture the attention
of the audience. Thus, it has to be structured in
such a way that it allows to move, to excite, to
make people laugh and to captivate attention.
Bravo (1996) points out as significant elements
in a video-lesson, the visual support that is
focused on demonstrations and the quality of
the speech.

Storytelling tools can help in this improve-
ment of narrative elements of the video-lessons
(Diaz-Barriga & Herndndez 2010). The meaning
of these will be given by the voice and creativity
of the teacher (narrator) to create and present
a convincing, attractive, seductive and concrete
story that stimulates the emotions of the stu-
dent who acts as a spectator (Edutren, 2017). All
these elements are difficult concepts to adopt in
academia because one must use verbal economy,
coherence, little ambiguity, sensitivity and inno-
vation in television production for courses and
not everyone has the talent to tell attractive sto-
ries using elements such as fun and/or audiovi-
sual metaphors based on entertainment applied
to education (Pastor, 2010, Wakefield, 2009).
Undoubtedly, one of the main challenges is to
maintain the attention and motivation to avoid
student desertion. However, it should be noted
that this function does not only refer to the vid-
eos, it also implies the training of the teaching

team, not only to produce the contents, but also
to manage the courses with a large number of
students (Garcia, Rivera & Ramirez, 2014).

2. Materials and methods

2.1. Design of the instrument

Given the purpose of the study, assessing the
structure of video-lessons of mass online courses
and the need to analyze that narrative structure
and the use of audiovisual resources, an instru-
ment was developed to respond to the differ-
ent concepts considered and assumed after the
literature review. A first draft of the tool was
designed and then several versions. Finally, the
instrument was constituted by 25 items and four
major categories:

+ Start of the video-lesson and engagement
principles. This includes questions that
allude to the way the teacher starts the
video. That is, if it raises questions, if it
states the objective, if it contextualizes and
gives a general framework of the topics that
will be addressed in the class.

+  Development of the video-lesson and prin-
ciples of narrative sequences. Here they
ask questions that have to do with the way
the teacher organizes the course. If he uses
examples, mood swings, anecdotes or if he
relates the content to real life problems.

+ Closure of the class: Conclusions. The
questions in this block are related to aspects
of the way in which the teacher includes
all the content of the video lesson, how it
helps the student to organize the content
stating the main ideas seen during the talk,
and if there are summaries and link to the
lesson that will continue.

+ Technical aspects and audiovisual narra-
tive support. The questions here refer to
whether the video-lesson has a fixed cam-
era, effects of images, moving images and
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the role of graphics to support the teacher’s
argument during the video-lesson.

The instrument has been formed in a first
part corresponding to the general characteriza-
tion of the course in which questions are raised
to gather information regarding the name of the
course, the University, the learning objective of
the course and the module, number of modules,

the student’s participation in the content, the
type of video lesson (Talking Head, Classroom
Recorded in the Classroom, Picture in Picture,
Power point with voice over, Capture of a tablet
(Khan Academy), Animation with voice over,
Chroma or Green Screen, Interview, Tutorial).
And the second part is divided into three subcat-
egories: beginning, development and closing of
the class. The following charts show the theoreti-

title of the video-lesson, standard duration time, if
one can connect with associated social networks,

cal concepts that frame each block of questions:

Chart 1. Issues related to the start of the class

Conceptual foundations
(where it comes from)

Principles of engagement

Questions related to the beginning of the class

Authors

Biggs (2006); Lang

Does the teacher begin with a question to the audience? (2016)

Does the teacher pose a challenge to solve during the video lesson? | Five first minutes of a class

Does the teacher express the objective of the video lesson?

Activation of previous knowl-
edge as a key element to en-
hance learning

Does the teacher relate the topic to a real-life case?

Does the teacher begin by relating previous knowledge or lessons
to the video lesson in a way that connects with the previous content?

Structure of lectures
Ambrose, Bridges,

Di Pietro, e, et al.
(2010).

Does the teacher break down in a clear and organized way the points
that will be developed in the video-lesson?

Source: Own elaboration

Chart 2. Questions related to the start of the class

Questions related to the development of the class

Conceptual foundations Authors

Principles of learning Ambrose, Bridges, Di

) ) ”
Is there evidence of a succession of contents or themes” Pietro, et al. (2010).

Does the teacher use humor twists?

Significant learnin
Does the teacher use personal anecdotes to relate the sub- 9 9

Diaz-Barriga and
ject of the video-lesson? 9

Hernandez (2010).

Are there changes in rhythm in the video? Connecting the video with emotions

) . Koumi (2006).
Are there turning points or unexpected events?

Cognitive mechanisms that are
Does the teacher give examples of what he is talking about? | favored with edu-entertainment

Source: Own elaboration
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Tabla 3. Cuestiones relacionadas con el cierre de la clase

Questions related to closing the class Conceptual foundations Authors

Does the teacher draw conclusions in accor- Five last minutes of the class Lang (2016)
dance with what was stated at the beginning of the
video-lesson?

Does thg teachgr make summaries of V\(hat is ad- Principles of learning Ambrose, Bridges, Di Pi-
dressed in the video lesson as a compilation? etro, et al. (2010)

Does the teacher mention the points that will be seen Biggs (2006)

in the next lesson?

Source: own elaboration.

Chart 4. Questions related to technical aspects

Questions related to technical aspects Conceptual foundations Authors

Are shifts in camera angles evident in the video?

Digital narratives
This video-lesson has dynamic visual aids? (moving graphics,

moving infographics) Diaz-Barriga and

Educational video and its di- | Hernandez (2010).

dactic value
Are the images related to the content of what was mentioned
by the teacher throughout the video lesson? (they change ac- Area (2000).

cording to what they are saying and support their argument) ) )
Design and production of

MOOC courses

Aguaded and Medi-
Is a large variety of images used to support the contents? na-Salguero (2015).

Instructional design

Is the video lesson supported by power point slides?
PP yP P Guo, Kim and Rubin

Visual and auditory experi- (2014).

ences in educational videos.

The video lesson is gupported by sI|dles in programs oth- Koumi (2006);
er than the power point (can be prezzi, slideshare, emaze,

videoscribe) Cognitive Theory of Multime-

dia Learning Cortes (2015);

Source: own elaboration

For the elaboration of the questionnaire, information for surveys and instruments of this
the Question Pro platform was used, since it nature. The instrument is available at the follow-
provides many tools for the management of ing link: https://goo.gl/W39xvv
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2.2. Validation of the instrument

The validity of the instrument was submit-
ted to expert judgment, peers were selected for
their trajectory and publications on the topic of
MOOCs. Thus, in the list of reviewers is a doc-
tor in Communication and Education at the
University of Santiago de Compostela (exp.1)
who has worked in the production of MOOC for
the platform Miriada X, a teacher and researcher
at the Rey Juan Carlos University (exp.2), and a
PhD in Information Sciences from the University
of Zaragoza with extensive experience in issues

of media competence and MOOC (exp.3). For
the expert judgment, an evaluation guide was
designed in which the variables of the research,
objectives and expressed needs of the instrument
were explained.

3. Analysis and results

The results obtained in the validation of the
questionnaire are shown in Chart 5, being evalu-
ated in a range of 3 to 1, in which 3 means
strongly agree, 2 agrees, and 1 totally disagrees.

Chart 5. Average results of the evaluation of the experts

It consists of area- | The enunciation

The Questions al-
low to achieve the

The Questions are
significant and
demand relevant

The question-
naire integrates

Expert | sonable number of | of the questions is Lo ) . questions about all
. objective sought information for . .
Questions clear . ) the dimensions to
by the instrument the topic to be
. analyze
discussed

1 3 3 2 3 3

2 2 3 2 2 2

3 3 3 2 2 2

Coefficient of Proportion by Ranges 0,82 Suitable

Source: own elaboration

It is assumed as a criterion that a data
collection instrument with a Range Proportion
Coefficient above 0.75 is valid. The closer the
CPR approaches to one (1) the more the validity
of the content of the instrument is guaranteed
(Ramirez, 2004). As can be seen, the assessment
was positive by the experts. After the expert
judgment, the instrument was piloted with a
group of 10 video lessons from the Miriada X
platform, one of the most important platforms
for Spanish-speaking universities. Herndndez,
Ferndndez and Baptista (2010) state that “in
non-probabilistic samples, the choice of ele-
ments does not depend on probability, but
on causes related to the characteristics of the
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research or who makes the sample” (pp. 190).
The validation and piloting of the instrument
reflected a high internal consistency in its ques-
tions and fulfills its objectives.

4. Discussion and conclusions

The proposed instrument becomes a tool for the
analysis of video-lessons and allows to make a
checklist to instructional designers and teachers
about the components of this type of pieces since it
divides its characterization in the key moments of a
class (beginning- development and closure).

The discourse prevails in this type of mate-
rial, so it is necessary a detailed breakdown of how
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the class is conducted and what type of narrative
elements it includes. Taking into account that
the strength of production depends on the use
of Green Screen and support with Power Point
(Atapattu & Falkner, 2016, Guo, Kim & Robin,
2014, Evans, Baker & Dee, 2015) the question-
naire allows us to analyze the type of graphics that
support the video-lesson, the type of expressions
and how it is structured from beginning to end.
. Korving, Herndndez & De Groot (2016) state
that video lessons enriched with images that give
meaning to the teacher’s speech have a greater
chance of being seen. In this order of ideas, the
questionnaire not only asks about the type of
visual aid, but also the use of it to give value to the
professor’s discourse. If it’s all the same to down-
load a podcast than to watch the video, the graph-
ics are not contributing to the narration.

In this sense, the instrument allows pro-
posing questions on how to awaken the curiosity
of students from the use of questions, without
incurring excessive production costs and guiding
teachers on new proposals to structure the scripts
of each class. All this from an interdisciplinary
approach to provide greater variety to research
on the subject (Veletsianos & Shepherdson, 2015.

The first part of the instrument raises
questions about how to start a video lesson, Lang
(2016) defines it as the ability of the teacher to
use the first five minutes of his class to get the
attention of his students. References are made
to resources such as questions, connections with
the previous class, solving a mystery, present a
sequence. Connecting explicitly with the new
material to prior knowledge of the course itself
is not automatic, we need to help students high-
lighting these connections (Ambrose, Bridges, Di
Pietro et al., 2010) Regarding the development
and closing of the video-lesson, the instrument
proposes the use of resources such as humor and
relate the content of the course with real-life sit-
uations. The handling of the emotions and tools
of Storytelling will add value to the production
of the video-lesson (Diaz-Barriga & Herndndez,
2010; Koumi, 2006).

For Laaser & Toloza (2017), the current
use of video on LMS platforms is deficient in
terms of exploiting its characteristics as a means
of communication. “Concepts such as xMOOC
and Flipped classroom are not a step forward,
but a step back in the development of educa-
tional video” (Laaser & Toloza, 2017, p.5). This
type of studies evidences the need to structure
instructional designs of video-lessons that dem-
onstrate a balance between the quality of the
content and the way in which it is told. Among
the aspects to be highlighted by the experts
was the inclusion within the proposed instru-
ment, questions that inquire about the use of
social networks in video-lessons (Marta-Lazo,
Valero-Errazu & Gabelas-Barroso, 2018). These
items were included in the final version of the
questionnaire. The experts also assessed the use
of dichotomous questions as it facilitates the
completion of the tool.

It is expected, in later studies, to publish
the results of the use of the instrument with the
total sample of video-lessons, to extend the range
of analysis and to delimit more information
about production models that include propos-
als associated with edu-entertainment. This use
suggests converting the courses into Netflix-like
series and responding to video consumption
logic via streaming. It is expected to apply this
proposal in complete courses and analyze its
effect in the construction of online learning
environments.

The expectation is that the instrument can
be a first contribution in these transformations
and that it is available, in the medium term, to
researchers, teachers, platform managers and
instructional designers to make checklists of
the minimum production and structuring of
discourse in this type of audiovisual pieces and
achieve changes in their narrative structure.
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Abstract

Internet offers multiple opportunities to access
quickly and easily to information and interactions
with other people. This article presents the results
of a research on the processes of self-identification
and socialization as gay of a group of twelve teenag-
ers between 14 and 19 v. o. in this digital age. Here
their experiences and practices are analysed based
on their testimonies in which we find the need for
connection with their peers, and at the same time, the
fear of homophobic bullying. In coherence, Internet is
perceived as a place of hope and also of uncertainty,
hence it is used with caution and anonymity. Moreover,
there are evidences on how these Internet practices
are more common during a period of confusion about
the consequences of their homosexuality, and also on
how their decline once the teenagers’ socializations as
gay in real life are more widespread. The methodology
of this research is based on the analysis of the content
of the individual in-depth interviews of a sample elabo-
rated during two years, while taking into account the
contributions of the narrative research and its interest
on storytelling and the anecdote as approximations
to lived experience. The article ends proposing edu-
cational implications based on the results of the study,
and putting them in relation with other authors’ mate-
rials and reflections.

Keywords: Adolescence, identity, homosexual-
ity, interviews, Internet, content analysis.

Resumen

Internet ofrece multiples oportunidades de acce-
so a informacién e interacciones con distintas personas
de manera rdpida y fdcil. Este articulo presenta los
resultados de una investigacién sobre los procesos de
auto-identificacion y socializacion como gays de doce
jovenes entre los 14 vy los 19 afios en dicha era digital.
En él se analizan experiencias y prdcticas a partir de sus
testimonios en los que aparece la necesidad de conexion
con sus iguales, y al mismo tiempo, el miedo subyacente a
la homofobia. En coherencia, Internet es percibido como
un lugar de esperanza y también de incertidumbre, y
por lo tanto, es utilizado con cautela desde el anonimato.
También se evidencia cdmo este tipo de prdcticas en
Internet son mds comunes durante un periodo de con-
fusién sobre las consecuencias de su homosexualidad,
y es asl que decaen una vez su socializacion como gays
en la vida real estd mds extendida. La metodologia de
esta investigacién se basa en el andlisis del contenido de
entrevistas individuales y en profundidad de la muestra
elaborada durante dos afos, al mismo tiempo que bebe
de las aportaciones de la investigacion narrativa por su
interés por el relato y la anécdota como aproximaciones
a la experiencia vivida. Finaliza proponiendo una serie de
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orientaciones educativas basadas en los resultados del
estudio a la vez que las pone en relacién con diferentes
materiales y reflexiones de otros autores.

1. Introduction

The Spanish researches whose object of study
are the experiences of adolescents who identify
themselves as lesbian, gay, transsexual and bisexual
(LGTB) are as recent as they are scarce (Generelo,
Pichardo & Galofré, 2008, Coll-Planas, Bustamante
& Missé, 2009) in comparison, for example, with
the USA and Australia that have more than 30 years
of tradition (Savin-Williams, 2009; Robinson et al.,
2014). This situation contrasts with two phenom-
ena: (i) the considerable visibility of the figure of
the gay teenager in the media since the late 1990s,
especially in the television series (Al salir de clase,
Fisica or Quimica and Aida, as Spanish produc-
tions, or Glee, Misfits, Shameless, North American,
but also issued in Spanish). And (ii), with the inter-
est in education in affective-sexual diversity and
gender (DASyG) developed since the early 2000s in
the same country, coinciding with the approval of
the Organic Law of Education of 2006, the first in
the history of Spain in naming this type of diver-
sity (Royal Decree 1631/2006). This interest has
materialized in the publication of numerous guides
and educational materials (Generelo & Moreno
Cabrera, 2007, Platero & Goémez, 2007), as well
as monographs in specialized journals (Ferriols,
2011, Huerta, 2014). Given this contrast, this article
comes to share part of the results of a research
funded by the Ministry of Science and Innovation.
Its first objective is to offer the analysis of a series
of practices and experiences in the field of Internet,
described by twelve adolescents between 14 and
19 years of age around their self-identification and
socialization as gays. At the same time, the second
objective is to point out a series of educational ori-
entations that are born from these results.
Regarding the theoretical issues that frame
this article, it is necessary to develop several key
concepts and their relationships among them-
selves. Following the work of Foucault (2008)

Descriptores: Adolescencia, identidad, homo-
sexuales, entrevista, internet, andlisis de contenido.

and D’Emilio (1994), homosexuality and its
gay correlate can be understood as historical
phenomena resulting from the development of
what is known as the welfare society. According
to Weeks (2003), gay identity is a necessary fic-
tion, a product of the need to find comfort and
community; while Butler (2010) links it with the
need to become intelligible subjects in societies
that grant great power to questions of gender, sex
and sexuality. These issues would be regulated
by the fear of embodying the abject, that is, to
be the object of inter/trans/homophobic abuse
(Coll-Planas, 2010). Hence the importance of
gender roles, not only between men and women,
also in endo-group relationships, in this case
among homosexuals themselves.

From this perspective, gay identity is
understood as a cultural identity (Hall, 2005),
and therefore, in constant negotiation and learn-
ing process. Already the work of Troiden (1989)
provides evidence on how, prior to self-identifi-
cation and gay socialization, every person must
know the existence of this identity and its main
characteristics, in order to evaluate whether it
shares or resembles more than differs. In turn,
said person must know that there are others who,
previous and/or contemporaneously, embody
this gay identity. In this sense, Troiden presents
an identity learning process through different
stages and concepts of which we highlight: (i) the
phases of confusion and acceptance, since they
represent the turning point of this process; and
(ii), the concept of “disembodied affiliation”, the
affiliation to homosexuality without having met
someone openly gay in person, in this case due to
the environment that occupies us, Internet.

According to several studies, young people
learn what it means to be gay in areas such as
school (Epstein & Johnson, 2000, Renold, 2005), in
the media (Riggle, Ellis & Crawford, 1996, Bond-
Raacke et al., 2007, Gomillion & Giuliano, 2011),
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and more recently on the Internet (Laukkanen,
2007, Alexander & Losh, 2010, de Abreu, 2017).
In the article by Szulc & Dhoest (2013), the idea
already presented by Hillier et al. (1998) on how
the internet is a place of learning/rehearsal for
lesbians, gays and bisexuals (LGB). It is also con-
cluded that the use of the Internet in relation to
sexual identity is significantly greater before and
around the first socializations or coming out of
the closet. Specifically, the visits to web p.s consid-
ered LGB as well as the searches for contact with
other LGB people increase, at the same time as
the consumption of pornography begins. All this
generally from the anonymity and with the objec-
tive of breaking what Kielwasser & Wolf (1992)
denominate like the “pluralistic ignorance”, the
ignorance of which exist other people with their
same sexual attraction.

Reviewing these studies, in the back-
ground of all of them appears what Barnhurst
names as “the queer paradox of technology”, that
is, the coexistence of hope and danger that the
Internet generates among gay teenagers (2007,
p.13). In the case of the works carried out by
Laukkanen (2007) and Alexander & Losh (2010),
both conclude that the Internet is far from offer-
ing a “sexual/gender liberation”, since the uses of
the web are mediated by three main issues:

+ The characteristics of the web spaces them-
selves, for example, if it is a social network
aimed specifically at gays or not.

« The “readings” that people online make
of representations/communications of the
rest. That is, the factor of the audiences, the
possible audiences and their management
(Boyd, 2014).

+ And finally, what Lipton (2008) calls “queer
reading practices’, readings between lines
made in a homosexual key.

2. Methodology

This article is part of a qualitative research that
tries to account for a phenomenon and, at the
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same time, interpret it from the meaning that its
protagonists give it (Denzin & Lincoln, 2000). To
do this, twelve semi-structured and individual
interviews were conducted following a thematic
script of open questions (Heath et al., 2009) to
boys between 14 and 19 who self-identified as
gay. Several researches on this type of adolescents
have reflected and demonstrated the importance
of selection, organization and communication
with the participants and, especially, the diffi-
culties of accessing them (Savin-Williams, 2009,
Generelo, Pichardo & Galofré, 2008 Kielwasser &
Wolf, 1992).

Consequently, the present investigation
also took care of such aspects, so much so that
the configuration of its sample involved the
work of two years in physical spaces (municipal
youth centers, associative spaces and high school
institutes) and virtual ones, creating a blog and
an account in the social network Tuenti. During
the 2011-2012 academic year, this profile reached
more than 300 friendships, and, through it,
some 30 young people received the invitation to
participate in the research, although only one of
them accepted it. It was through that first col-
laborator that a butterfly effect was initiated,
and the rest would follow. Thus, the sample of
the research was laboriously formed due to its
minority characteristics, and finally consists of
twelve adolescents with different trajectories: dif-
ferent types of educational centers (public, pri-
vate and private, both Catholic and non-Catho-
lic), and different places and types of family (a
young man from Central America, another from
Eastern Europe, another from a large family and
two from single-parent families), thus giving a
concentrated representation.

During the year 2013 the interviews were
carried out with an average duration of one
and a half hours each. Following the reflections
of Martino & Pallotta-Chiarolli (2003) on the
importance of localization, participants were
asked to choose a place to their liking and a time
of day, considering the estimated duration. They
were also informed of the need for the site not to
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be very noisy, since the conversation was going to
be recorded, assuring them that nobody but the
person responsible for the investigation would
have access to the audios. In general, the young
people did not suggest any place and they were
invited to take advantage of one of the meeting
rooms of the university, and most accepted. At
the beginning of each meeting they were asked
if they wanted to know more about the research,
they were reminded of the confidentiality and
the possibility of using pseudonyms while main-
taining the data of age, country of origin and city
of residence.

It is necessary to remember that interview-
ing is a method with a long tradition in research
on personal experiences and processes of mean-
ing (Anderson & Jack, 1991, Kvale, 2007). As
Kvale points out, interviews are events in which
the person interviewed, and the researcher col-
laborate in mutual understanding, and therefore
part of the willingness to listen, understand and
share. In this line it is also necessary to indicate
that the present investigation drinks in equal
parts of: (i) the narrative research (Clandinin &
Connelly, 2000), to value the anecdote and the
story as elements that bring us closer to the expe-
riences (Van Manen, 2003), and (ii) the thematic
analysis, for its organizational quality for the
study of content (Braun & Clarke, 2006; Ryan &
Bernard, 2000).

Thus, after the detailed transcription of
the interviews and the validation by each col-
laborator, the work continued by screening all
the material in search of extracts that could be
grouped under different epigraphs. These groups
were outlined during an intense process guided
by the research questions and informed by their
theoretical framework. As explained by Wetherell
& Potter (1996), the first step was to select a
manageable subgroup of data among the hun-
dreds of p.s, followed by repeated re-searches in
search of increasingly specific recurring patterns
and organizations.

It is very important to finish this section
emphasizing that the goal of this research is to

learn from the experiences of the young people
interviewed with respect and honesty. Like Coll-
Planas, Bustamante & Missé (2009), this article
understands and attends to the discomforts of
its collaborators, but it does not fall into possible
victimizations. Similarly, following Heath et al.
(2009), here we give an account of their resilience
and successes, but we do not intend to overstate
them as imposing heroes.

3. Results

In a first approach to the interviews it is evident
that most of the collaborators turned to the
Internet in search of contents and interactions
related to homosexuality and, as it develops next,
those experiences played a relevant role in their
self-identification processes and socialization as
gays. At the same time, such experiences were
marked by what is known as “the queer para-
dox of technology” (Barnhurst, 2007), that is,
by the hopeful/liberating and limited/dangerous
Internet and were especially in the phases indi-
cated above: between the confusion about their
sexual orientation and the acceptance of it.

3.1. On the hopeful experienc-
es: “Anonymous Cyber Gay
Affiliations” in the virtual security
space

Most of the adolescents interviewed said that
they had searched the Internet for testimonies of
other boys, data in the form of images and texts
that informed them of the existence of gay teen-
agers, both in their locality and in other places.
Their main objective was to break with the feel-
ings of loneliness and isolation caused by a “plu-
ralistic ignorance” (Kielwasser & Wolf, 1992),
that is, by the ignorance of equals in offline life.
The majority did it from anonymous profiles in
social networks, chats and forums, so we are fac-
ing what in this research is called as “Anonymous
Cyber Gay Affiliations”, following the work of
Troiden (1989):
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I was talking to a boy for a long time. It was
one of my supports to come out of the closet.
met him in a forum [where] people told their
stories, there were themes of games, themes of
books, movies, a lot of things ... [But I] mostly
[watched] the stories of coming out, which
was what worried me the most at that moment
... (Mario, 18 years old).

I made a fake Tuenti and a Messenger where I
had people I did not know, other gay guys that
I supposed ... Well, it was to have them without
more. I like to see their photos, just for that,
not to talk. I like to gossip, to find out. [...] It
was not for hooking up, I have not gone out
with people or anything, it was to find out and
see if there were people here or not. (Alain, 16
years old)

Well, at the beginning of last summer, the end
of 2nd [of ESO] I started looking for informa-
tion. I searched “gay teen blogs”, or “gay teen”
... [...]. I wanted to know about people. I know
I'm not the only one but I'm a little lonely
(Marco, 14 years old).

In these processes of indirect affiliations,
a good number of adolescents showed signs of
evaluating the data they obtained from their pos-
sible peers, especially from their photographs. As
they indicated, they wanted to verify the veracity
of the profiles, if they really belonged other gay
guys, and their location:

[In the fake profile of a guy who knew he was
gay] I could see his friendships with other
profiles and he had a lot of guys and I assumed
they were homosexuals who had known them.
So, it was that I began to see that there were
more people here, that it was not me alone
(Nicolas, 18 years old).

I also did not visit [the forum/chat] much [...].
I read that they upload and looked at their pho-
tos to see if they were real, because that must be
taken into account (Eneko, 17 years old).

At the same time, the Internet was not
only a source of information, but a place for pre-
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vious, and/or parallel, practices to an offline gay
socialization (Hillier et al., 1998), which shows
that there is no single coming out the closet,
various “degrees of outness” (Harry, 1993). In
fact, several adolescents described the Internet as
a security space, which in some cases was accen-
tuated by contrasting with the danger or uncer-
tainty they felt in their schools and families:

In this forum I saw as you entered, and you
met with friends and that’s it. You could say
anything that nobody was going to you ... In
everything I read I think I never felt disre-
spected, it seemed that it was quite controlled
by the moderators (Mario, 18 years old).

At the beginning I was super addict [and] I
was quite hooked [to Tuenti]. I talked in chat
[with a lot of people] and I told them my story
and they told me not to worry, that it was
normal [to be gay]. That’s how I told my story
to unknown people, but I did not dare tell the
people I knew. [...] Not knowing them gave me
confidence, I do not know. Since they were far
away, if they did not accept me, I just had to
delete them (Jesus, 17 years old).

Therefore, if these uses of the Internet
were related to the need to meet peers and social-
ize as gay anonymously in security spaces, it
makes sense that many will stop doing this type
of practice as they develop their lives outside the
closet, in the offline world, as also observed by
Szulc and Dhoest (2014):

You meet nice people; how could you not con-
nect if you did not have anything else to do?
And so ... Now I do not connect so much, to
be honest ... (Mario, 18 years old).

Now I do not give much importance [to
Tuenti]. Now in Zaragoza all my group of
friends, I trust a lot in them, because we do
have a lot of confidence already. (Jesus, 17
years old)
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Before finishing this sub-section, it is
important to return promptly to the so-called
“pluralistic ignorance” (Kielwasser & Wolf,
1992), as the search and interactions engine on
the Internet. Reading carefully the testimonies
of the collaborators we found that this igno-
rance of possible equals in the offline life was
not totally true. And the fact is that, in the same
way that they claimed to want to meet other gay
young people, they also confessed their refusal to
approach and interact with those kids who said,
or were said to be gay in their schools:

They told about a boy I do not know what
course, but I was very afraid to talk about it,
it made me very nervous and took the option
to keep quiet so as not to screw up [and] they
discover me (Jesus, 17 years old).

Now I only know one, and I do not know him,
but he [...] is the friend of my best friend and
one day in the hall this guy told a teacher “Hey
Ines, 'm gay”. [And] I do not know [if I want to
talk to him] he seems nice, but I do not know ...
I do not know him at all (Alain, 16 years old).

Given this contradiction can be interpreted
that the fundamental reason why the collabora-
tors did not develop direct affiliations and used
the Internet and anonymity to interact with their
peers, was the fear of inter/trans/homophobic
insult/stigma. In other words, it was not only the
ignorance of the existence of equals, but the fear
of the consequences that in the offline world they
were associated with children with potential to be
insulted/stigmatized and, therefore, be themselves.

3.2. On the limits and dangers: The
fear of the forced coming out of the
closet and endo-group mistrust on
the Internet

As it develops next, the main dangers that emerged
and regulated the practices in Internet of the ado-
lescents interviewed were the fears about:

+ The possibility that different social circles,
on and offline, were accidentally found
(Boyd, 2014), and such a collapse would
take them out of the closet without their
control.

+ The possibility that between the invis-
ible audiences with which they interacted
on the Internet, they found the figure of
the perverted homosexual, the one who
still relates homosexuality to pathology
(Foucault, 2008).

In the first place, most of the adolescents
informed us of practices on the Internet whose
main objective was to keep their activities related
to homosexuality a secret, especially when they
were younger and hiding their homosexuality:

I have two [Tuenti profiles, one real and one
false] and I use them depending on the case
(Oscar, 18 years old).

There is a channel dedicated to this topic
[of homosexuality on YouTube]. [...] I do not
[share it because] on Tuenti I have too many
people from the institute; I put it on GooglePlus
and on Twitter (Gael, 15 years old).

Such practices and experiences on the
Internet were part of the learning to manage their
own self-identification and socialization as gays.
According to their testimonies, many knew that
their online lives could inform those who observed
them, and/or those who interacted with them,
of their orientation. That is, they had developed
the awareness that their searches and uses on the
Internet were extensions of their self-identification
as gays, and therefore they needed strategic man-
agement due to their potential for abuse/stigma
(Orne, 2011). Moreover, despite the care given,
some told anecdotes in which information or prac-
tices on the Internet regarding homosexuality were
detected by their relatives, which led them out of
the closet indirectly and involuntarily:
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My father once told me that I had forgotten to
erase the Internet history. [...] I thought I was
not looking at it and it caught me by surprise,
in fact I did not know you could look at the
history. And well, he made some comment like
“we have to talk” and they always sounded like
very fatal (Nicolds, 18 years old).

I erase the history ... Well now, in my father’s
house yes and, in fact, I left my mail, one day,
open and my father discovered the messages
of [the LGTB association]. Well I did not say
anything, I closed my mail and the thing stayed
there (Marco, 14 years old).

Secondly, for many of the interviewees, tak-
ing care of themselves on the Internet was not only
about hiding information from family and friends,
but also about the complex endo-group relation-
ships among gays, mainly due to the historical
and pathological link of homosexuality with the
theories of degeneration (Foucault, 2008):

I never got to talk to anyone [in the chat], I
do not like it because they talked almost only
perv-stuff (Eneko, 17 years old).

I got into Google and searched for “Gay Chat”
and that’s it. I tried several and until I found
one that was great for me [and] I was talking
to people who helped me and supported me.
Well, with one boy only, because the others
wanted to fuck (Ifigo, 16 afios).

It seems too risky. If you are not sure that the
profiles are real or that they want to fool you ...
If you have confidence, I do not know, but I do
not trust much (Marco, 14 years).

This section closes underlining that the
Internet has stood out as the setting and funda-
mental means of self-identification and social-
ization as gays of the interviewees by offering
them a virtual space of learning about them-
selves and the world. Although far from being
a real security space, the internet enabled them
valuable affiliations and anonymous practices
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in which they learned to manage their own gay
identity and their fear of potential for abuse.

4. Discussion and conclusion:
Orientations for education

Taking into account the results of the research,
the question to be discussed from the educa-
tional field could be formulated as follows: “Yes
the ignorance of their peers, and the fear of being
treated in an abusive way, led the adolescents
interviewed to perform certain practices on the
Internet during their self-identification and early
socializations as gays, how could the teachers
help so that such processes were developed with-
out such ignorance and fear?”

In the first place, before getting into
answer, it is worth highlighting how:

In less than fifteen years we have gone from the
total absence of specific materials [on affec-
tive-sexual and gender diversity (DASyG)]
to counting, not only with materials aimed
at students of all educational levels, but with
texts for the teacher training and families
(Platero, 2013, p 185).

Certainly, never before in the history of
Spanish education has there been so much inter-
est in this type of diversity and, therefore, never
before has the teaching staff had such materials
at hand that would facilitate both terminology
and teaching experiences. At present we have
numerous guides (Generelo & Moreno Cabrera,
2007, Platero & Gomez, 2007, STEILAS, 2015,
Xente Gai Astur, 2002), compilations (Generelo
& Pichardo, 2006, Simonis, 2005, Sdnchez Sdinz,
2009, 2010) and monographic publications
(Ferriols, 2011; Huerta, 2014) that offer ample
resources to publicize the DASyG, mainly trust-
ing that its recognition and history entails its
social respect and dignity.

It should be noted favorably how this type
of work opts for accessibility, clarity and syn-
thesis, but at the same time we must insist that,
in general terms, obviate questions about the
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perspective and the epistemological positioning,
that is, about the characteristics of the knowledge
that they spread. Hence, alternative voices have
emerged from critical perspectives that promote
sophisticated forms of analysis on the concepts
of sex, gender and education (Britzman, 2002,
Berna, Cascone & Platero, 2012, Planellas & Pié,
2012); in this case, trusting that such analyzes
entail a deconstruction of the old patterns.
Second, based on the results of this
research, it should be noted that the need for
affiliation with their peers and the fear of being
treated in an abusive manner, present a different
dimension to: (i) the knowledge of the DASyG
through classifications about sexuality, sex and
gender; (ii) the study of historical and relevant
LGBT characters; and (iii) critical analysis of
these issues. Therefore, perhaps in a comple-
mentary way to the previous proposals, here we
venture to present three aspects that can indi-
rectly accompany the identification processes of
adolescents, specifically gays, but not exclusively:

Favoring the construction of an analog
social network

We invite teachers to promote interaction among
all students within the same educational cen-
ters, creating spaces of security and linking the
educational and recreational. This issue can be
developed through projects that collaborate and
coexist with students of different ages, and even
from different centers in the same neighborhood
or municipality. The objective is to promote an
analogue social network in which the students
can get to know each other and create networks
of learning, friendship and mutual help that do
not give rise to the feeling of isolation, ignorance
and mistrust among equals of any diversity. For
example, this type of experience has been widely
developed in the “learning communities” (Elboj
et al., 2005) due to its commitment to social
transformation and dialogical learning beyond
the classrooms and walls of schools.

Promoting “living experiences” to be indi-
vidually and collectively

Returning to the testimonies of the interviewees,
we find recurrent thoughts of a negative nature
that, together with the attempts to manage and
control their practices on the Internet (so as
not to be discovered but in turn discover their
peers), lead us to consider opportune and sensi-
tive to encourage teachers to favor experiences
in which the development of intellectual skills,
such as analysis and the projection of concepts,
move to the background. Remember the words
of Stoll, Fink & Earl (2004) inviting us to expand
the Cartesian paradigm, “I think, therefore I am”,
towards “learning to know, to do, to live together
and to be”. Similar to Planellas & Pié (2012),
although without the concern to subvert, we also
propose to encourage “living experiences” to be
individual and as a group. As Greene writes:

In every defensible social vision, happiness
is as important as clarity and consensus, or,
as others have said, love is as important as
logic. [...] Obviously, I am not saying that it
is enough simply to dance and laugh. What
I do say is that I think it is important to let
the energy that allows a family contact with
everything and everyone [...] [and thus] lay
the foundations for coexistence within the
community (Greene, 2005, pp. 102-103).

Using the arts in favor of the emancipation
of all students

There are several experiences that have linked
artistic practices with the development of resil-
ience among LGBT vyouth, (Boyd Acuff, 2011,
Shelton, 2008), but the fact that they were carried
out only with this youth group limits the scope
of what is promoted here While projects such as
Respira (Varanda, 2012) and Five Days to Dance
(Andreu & Moles, 2014), which did take place in
formal education, and therefore with heteroge-
neous groups, they connect better with Greene’s
previous appointment. This is illustrated by the
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testimony of one of the teachers participating in
Five Days to Dance:

I was very excited to see two students who are
really water and oil. They are in the same class-
room (sic) and do not interact at all, and see
them having to team up, holding hands to hold
another partner who was falling back, I found
it beautiful. [In fact] I trust that [after] this
project, then, for once they relax, let go and
enjoy a little because there is a lot of tension
[in the classroom]. [...] I think it’s an opportu-
nity, not only for those who have suffered the
laughter of classmates, but even for those who
have not behaved well. [...]It will be equally
difficult for all [to leave] those roles they have
taken, and that they express themselves, and
share, and see that we are equal, different but
equal. [...] I hope that this project is a start,
a start to work other things that are not only
with the mind (Andreu & Moles, 2014).

End this article with the same hope. As
professionals of education we can work in a
holistic way, helping to round up the edges, to
dilute the fears and mistrust that are limiting
many young people, not only gays, leading them
to search the Internet for what they do not know,
and do not dare to know in their lives offline
beyond the digital.
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Abstract

The current study helps to analyze the train-
ing needs and training processes in which the teachers
who work in the Bilingual Intercultural Education schools
are immersed: Madre Laura, Tsdchila, Tomds Rivadeneira,
Conadu, Abraham Calazacén, Enrique Terdn, Patricio
Romero Barberis. These institutions are located in com-
munities of the Tsdchila ethnic group in Santo Domingo
de los Tsdchilas Province, Ecuador. The methodological
proposal of the study was based on a non-experimental
design based on qualitative and quantitative research to
determine the training short comings of bilingual inter-
cultural teachers and how this affects the educational
processes and the execution of the Education System
Model Guidelines Intercultural Bilingual (MOSEIB). The
sample consisted of 19 Tsdchilas teachers and 10 mestizo
teachers. The data collection and techniques analysis were
the survey and the statistical analysis. The results of the
research show that teachers of bilingual intercuttural insti-
tutions present training and training needs that are affect-
ing the educational process and the correct application

of MOSEIB. In the discussion and conclusions, the impor-
tance of the teacher’s initial and continuing education is
explained and argued. In addition, emphasis is placed on
the need to strengthen teaching competencies based
on research and educational proposal adjusted to the
needs of each educational context. From this, strengthen
Intercuttural Bilingual Education in Ecuador.

Keywords: Education, intercultural education,
culture, teacher, training, vocational training.

Resumen

El presente estudio pretende analizar las nece-
sidades formativas y los procesos de capacitacidon en
los que estdn inmersos los docentes que laboran en
las Unidades Educativas Interculturales Bilinglies: Madre
Laura, Tsdchila, Tomds Rivadeneira, Conadu, Abraham
Calazacén, Enrique Terdn, Patricio Romero Barberis.
Estas instituciones se encuentran ubicadas en comuni-
dades de la etnia Tséachila en la provincia de Santo de los
Tsdchilas, Ecuador. La propuesta metodoldgica del estu-
dio se basd en un disefio no experimental apoyado en
la investigacion cualitativa y cuantitativa para determinar
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las falencias formativas de los docentes interculturales
bilinglies y, cémo esto afecta en los procesos educati-
vos y la ejecucién de los lineamientos de Modelo del
Sistema de Educacién Intercuttural Bilinglie (MOSEIB).
La muestra estuvo formada por |9 docentes tséchilas
y 10 docentes mestizos. Las técnicas de recoleccidn y
andlisis de datos fueron la encuesta y el andlisis estadisti-
co. Los resultados de la investigacion muestran que
los docentes de instituciones interculturales bilinglies
presentan necesidades formativas y de capacitacidn
que estan afectando el proceso educativo y la correcta

1. Introduction

Interculturality in a general way concerns itself
the synergistic relationship between cultures,
which may have common or different aspects
to each other. The characteristic elements of
each culture are reflected in the individuals that
comprise it, but it does not mean that there is a
difference between one culture and another, but
it is intrinsically related to the social, cognitive,
cultural, and historical features of each person.
The human being is not distinguished or char-
acterized only by genetic traits, this implies the
importance of the cultural baggage that is trans-
mitted from generation to generation, allowing
the interrelation between human beings and, of
course in a general way, intercultural dialogue.
The relationship between cultures and the
dialogue that cultural interaction must assume is
a transcendental element in education because,
according to Rodriguez & Fernandez (2017),
schools not only educate an individual but also
an entire community. This represents similar, but
not the same, cultural traits that allow for social-
ization among agents of the school community.
It also promotes the improvement of coexistence
within educational centers and preponderate the
improvement of education based on intercultur-
ality and social inclusion of the individuals of a
community in each school environment.
Education based on interculturality devel-
ops social structures and enables the acquisi-
tion of cultural tools that allow interaction

aplicacion del MOSEIB. En la discusidn y conclusiones
se explica y argumenta la importancia de la formacién
inicial y continua del docente, ademds se enfatiza la
necesidad de fortalecer las competencias docentes con
base a la investigacion y propuestas educativas ajustadas
a las necesidades de cada contexto educativo y, a partir
de ello, fortalecer la Educacién Intercultural Bilinglie en
el Ecuador.

Descriptores: Educacidn, educacion intercuttural,
cultura, docente, formacién, formacién profesional.

between individuals from one culture with
another. Daniels (2016) considers that social
and cultural structures are fundamental within
the school context and with more emphasis on
the education of each student in the classrooms.
This statement makes it possible to clarify that
interculturality within education is a mediator
between the student, the teachers, the family and
the community; which cannot be kept isolated,
but must interrelate to continue social and cul-
tural transmission, through education and coex-
istence within classrooms.

Based on the perspectives on intercultur-
ality and its importance in education, it can be
emphasized that interculturality enhances the
relationship between cultures within society,
also favors the continuity and perpetuity of dia-
logue without any culture renouncing its original
identity (Lopez & Pérez, 2013). Cultural diversity
is a main source of integral development of the
human being and society, in every possible field
and dimension. For this reason, intercultural
education is a challenge for schools, high schools
and universities.

The cultural exchange between students,
teachers, administrators, parents and the educa-
tional community is part of education and train-
ing in educational institutions, because according
to Lopez & Pérez (2013) the pedagogical task of
educational centers is to develop an educational
proposal that guides the transmission of cultural
elements and values that allow social cohesion
and intercultural dialogue. It is necessary that

Alteridad. 14(1), 74-83



intercultural education proposes a two-way dia-
logue between the agents of the educational
community in order to reach an optimum level
of education and training for the students.

Schools must value intercultural educa-
tion as an effective way for the development
of competencies and personal improvement of
each student (Tomé & Manzano, 2016), there-
fore, the training of intercultural teachers should
highlight and build a committed praxis with dia-
logue, cultural diversity, inclusion, the search for
values and the transmission of cultural elements
from generation to generation (Lépez & Pérez,
2013). Through intercultural education it is pos-
sible to enhance and deepen the cultural identity
of each individual and community, without los-
ing or forgetting fundamental features when
bringing together each culture.

The intercultural teacher assumes a lead-
ing role as mediator, enabler and promoter of
intercultural dialogue and the teaching of col-
lective rights that allow the understanding and
appreciation of each culture to which students
belong in the classroom (Walsh & Garcia, 2002).
Intercultural education considers the develop-
ment of knowledge, values and attitudes that
teachers promote in classrooms are part of the
development of social and cultural competences
that each student should acquire as part of their
education and training throughout life, both
inside and outside the educational institution.

The fundamentals described on the
importance of the teacher as a enabler of inter-
cultural education are part of the social process
that communities experience when they gather
their own and others’ elements from each cul-
ture. According to Walsh & Garcia (2002), the
intercultural teacher must promote forms of
social and cultural interaction based on values
and respect among human beings, considering
that each culture provides an extensive baggage
of features that are unified to the social conglom-
erate and generate a mega culture that welcomes
the history, social changes, development and
cultural cohesion of the human being, All this
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without separation or discrimination, since each
individual is an extensive representation of the
cultural transmission that is repeated again and
again by generation in generation.

Considering the importance of intercul-
tural education, in Ecuador the Intercultural
Bilingual Education Model (MOSEIB) was pro-
posed since 2014, beginning its implementation
in the Sierra region and later it was applied since
2015 in all bilingual intercultural educational
institutions of the Ecuadorian educational sys-
tem. This model proposes that education is an
integral process and must become a harmoni-
ous way of life of the human being with himself
and with others to recover ancestral education,
family and community as fundamental ele-
ments in the formation of each person, it must
also be a contribution to the recognition and
appreciation of the knowledge of each culture
for the progress of humanity (Ministry of
Education of Ecuador, 2014).

From the pillars of the MOSEIB teach-
er training must meet certain characteristics,
exposed by Moreno (2015), such as: social and
communication skills, process-oriented praxis,
community work, knowledge in strategies and
teaching resources and training in intercultural
and inclusive education. The characteristics pre-
viously indicated by the author are core ele-
ments in the training of a bilingual intercultural
teacher, because they gather essential skills to
properly guide training processes, and above all,
to promote peaceful coexistence in the school
community, to put human values into practice
and to assess each of the cultural traits that each
student has, orienting themselves to the practice
of dialogue as a guiding axis in the learning and
integral development of each one.

According to the characteristics that an
intercultural teacher must develop, in the edu-
cational reality of the bilingual intercultural
institutions close to communities of the Tsdchila
nationality, it is necessary that there is a constant
updating of strategies and models of pedagogical
management to adapt to the new ways of teach-
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ing and learn, in addition to prioritizing the inte-
gral development and intercultural training of
Tsachilas and mestizos students who live in the
same classroom. According to Lalangui, Ramé6n
& Espinoza (2017), the teacher who receives ini-
tial training to direct and manage an educational
process is at the beginning of his continuous
process of teacher training, as the educational
praxis and work continued in the classroom
allows teachers to further develop skills in the
exercise of educational work.

The continuous training of the bilingual
intercultural teacher can be a positive index
in the professional performance in pedagogy,
didactics, methodology, curriculum, education-
al inclusion and intercultural education. The
process of initial and ongoing teacher training
can reverse some problems in education in gen-
eral, but also positively affects inclusion, inter-
culturality, dialogue, the peaceful resolution
of conflicts and the promotion of a culture of
peace. In this sense, the successful performance
of intercultural teachers could be the result of
models and strategies adapted to the needs of
the educational context of the institution and
would correspond to innovative teaching and
learning processes oriented towards education-
al quality (Alvarez, 2014). From the perspec-
tives previously written, Ungerfeld & Morén
(2016), explain that teachers must possess a
minimum of specific knowledge, intellectual
and technical skills, as well as a development of
social attitudes and behaviors that allow under-
standing the needs of students and determining
the stages of development that the students
who have a special educational need must pro-
gressively reach or, on the contrary, establish a
continuous and inclusive process that responds
to the needs of each student, expressly consid-
ering diversity as a core axis in the human and
educational formation of each.

Teacher training is currently oriented to
new educational practices, which are focused on
teacher development as a means to respond to
the urgent needs of students and the educational

community. In this way, Lépez & Pérez (2013),
express that intercultural education is linked to
the actuality and reality of the school context.
This requires a formative treatment in teachers
who work in bilingual intercultural institutions,
because interculturality is a competence that
first develops in the teacher so that it can be
transferred to each classroom, since the Tsachila’s
worldview is a value added during the execution
of learning experiences in which the teacher
and students intervene. The close relationship
between teacher training and intercultural-
ity is built on educational practice, therefore, it
requires an analysis of the different sociocultural
contexts to which the students belong and that
bilingual intercultural teachers should adapt and
propose the best strategies to train and respond
to the needs of the students and, in general, of
the educational community melded with the cul-
tural features of the Tsachila ethnic group.

Based on the problems described on the
training needs of intercultural teachers, in addi-
tion to the discrepancies between the reality
and the educational praxis of the application
of intercultural bilingual education models,
the research process was placed in the context
of tsachila educational units located in the
communities: El Bua, Peripa, Otongo Mapali,
Chigiiilpe, Céngoma, Los Naranjos, El Poste.
The Tséchilas are settled in the province of
Santo Domingo de los Tsachilas, they are an
endemic ethnic group of the province and rep-
resent a cultural and ancestral legacy recognized
throughout Ecuador.

In this sense, the study focuses on analyz-
ing the training needs and training processes in
which the teachers who work in the following
Educational Units are immersed: Madre Laura,
Tséchila, Tomds Rivadeneira, Conadu, Abraham
Calazacon, Enrique Terdn, Patricio Romero
Barberis. The results and conclusions presented
in this study will be useful to replant Bilingual
Intercultural Education processes, which, to a
certain extent, seems to have inconsistencies
between theory and practice.
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2. Materials and Methods

The work methodology applied in the research
considers a non-experimental design to analyze
the educational situation of the intercultural
teachers that make up the study; without manip-
ulation of variables or random assignments of
subjects. In this sense, a descriptive and diag-
nostic process of the formative characteristics
of the teachers is proposed and how they influ-
ence the context of bilingual intercultural edu-
cation of the educational institutions in which
they work. The work proposal is systematized
through quantitative and qualitative research
to analyze the needs in the training of bilin-
gual intercultural education teachers who teach
classes in educational institutions located in the
communes of the Tsdchila nationality in the city
of Santo Domingo. Based on the proposed meth-
odology, the study was conducted by describing
and substantiating the needs identified in the
teachers considered for the study.

The sample of teachers who were part of
the study was intentional, because it was deter-
mined without applying any random selection
methods. This was because the subjects were
clearly identified as bilingual intercultural teach-
ers by the denomination of the educational insti-
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tutions and did not represent an extensive num-
ber for the process of data collection. Of the total
of 29 teachers who teach classes from the initial
to the tenth year of Basic General Education, 19
teachers are of the Tsachila nationality and 10
teachers are ethnic mestizo.

For the data collection a survey was
applied with questions related to the initial
teacher training and the recent training on
intercultural education. The data allowed to
determine the needs of these teachers within the
context of bilingual intercultural educational
institutions in the city of Santo Domingo. Based
on the data obtained, it was necessary to apply
statistical analysis to systematize and interpret
condensed information from the surveys, and
a bibliographic analysis was applied to situate
and contextualize the theoretical needs of teach-
ers with respect to execution and knowledge
of the Bilingual Intercultural Education Model
(MOSEIB), in effect in the national education
system in Ecuador up to the present. According
to the perspectives proposed in the study, it was
possible to carry out an analysis of the possible
complications and difficulties that occur for the
teachers when applying the guidelines of inter-
cultural education in the classroom.

3. Analysis and Results

Chart 1. Academic level of bilingual intercultural teachers

High School
Third level degree

Fourth level degree

34,48%
58,62%
6,90%

Total 100%

Source: Own elaboration, data obtained from the survey of teachers of Intercultural Bilingual Tsachila Units.

Based on the obtained results, 34.48%
of teachers working in bilingual intercultural
education units have a high school diploma, and
58.62% of teachers with a third-level degree. In
contrast to the percentages described above, only
6.90% of bilingual intercultural teachers have
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a fourth-level degree (see chart 1). The results
observed in the chart show that more than half
of the surveyed teachers have a third level degree,
but it is also observed that there is a relevant
percentage of teachers with only high school
education, which, in a certain way, can affect the
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implementation of educational processes and
formative in bilingual intercultural institutions.
In fact, the imbalance in terms of the academic
training of the surveyed teachers explains the low
percentage of teachers with fourth level studies,
evidencing the need to implement a compre-
hensive process of teacher training, aimed espe-
cially at teachers with a high school diplomas to
increase and improve the quality of education
within bilingual intercultural institutions located
in Tsdchila communities.

Possibly, the representativity of high
school teachers is related to the rural context

in which bilingual intercultural institutions are
located, but it also has a possible relationship
with the command of Tsa’fiki, which is the native
language of the Tsachilas, and which the mestizo
teachers probably have not mastered to be able to
teach in the Tsachila mother tongue. This com-
municative factor may increase the presence of
low education level teachers but that are fluent in
Tsa’fiki and Spanish, added to the little incentive
of educational authorities for third level training
or training based on the MOSEIB implies a stag-
nation or conformism of these teachers as they
impart their classes.

Chart 2. Teacher training and training in Intercultural Bilingual Education

Training in Intercultural Bilingual Education
Teacher training in Intercultural Bilingual Education
Training received in the last 6 months

Training received in the last 2 years

Knowledge of the Bilingual Intercultural Education System Model (MOSEIB)

86,21%
93,10%
37,93%
17,24%
37,93%

Source: Own elaboration, data obtained from the survey of teachers of Intercultural Bilingual Tsachila Units.

According to the results, 86.21% of teach-
ers have bilingual intercultural education, and
93.10% of teachers have been trained in this type
of education. Regarding the frequency in which
the surveyed teachers receive training, 37.93%
state that they have been trained in the last 6
months, and 17.24% of the teachers have been
trained in the last 2 years (See chart 2). Unlike the
favorable results regarding the bilingual intercul-
tural education training and received training
processes, it is contradictory that only 37.93% of
teachers know about the Bilingual Intercultural
Education System Model (see chart 2).

Based on the results of chart 1, a sub-
stantial relationship with the results of chart
2 is determined, since there is a need for aca-
demic training of bilingual intercultural teach-
ers, since, apparently, is affecting the application
of MOSEIB, which is the core axis of intercul-
tural education in educational units located in
communities of the Tsachila ethnic group. This

doubt about the educational work of bilingual
intercultural teachers cannot be generalized for
all of Ecuador because in each educational con-
text variations are observed. From the obtained
data, it seems that teachers have a misperception
about bilingual intercultural education or it is
not strong enough, since the application of the
MOSEIB starts from the knowledge of its guide-
lines and, above all, implies a continuous train-
ing process to establish educational processes
coupled to the Tsdchila worldview. Teaching with
the mother tongue does not imply an intercul-
tural education, it is an important part, but it
requires a change of perception on the part of
these teachers on how to interculturally educate
students Tsachilas and other ethnic.

4. Discussion and Conclusions

Based on the results, it is evident that there is
a significant number of teachers with a high
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school diploma, unlike teachers who have third
and fourth level pedagogical training and quali-
fications. The previous premise shows a first
approximation to the training needs of teachers
who work in intercultural educational institu-
tions located in communities of the Tsdchila
ethnic group. In this sense, what is happening
with these teachers is possibly stagnation in
terms of progress in training and updating of
knowledge and quality in the professional per-
formance of teachers. According to De los Saltos
& Abreu (2013), the continuous training in the
teaching career allows, in the first place, to get
the teachers titled and secondly, to guarantee
the professional development and to gather the
competences that allow the exercise of teaching
in the educational context. However, this is not
evident in the school and professional context of
teachers working in bilingual intercultural insti-
tutions, therefore, professional development is
being affected and, in turn, this may be a turning
point in the teaching process and learning that is
established in each classroom of the intercultural
institutions of the Tsdchila ethnic group.

The training needs of teachers working in
intercultural institutions can adversely influence
the assessment and orientation of teacher train-
ing and career, since teachers who hold a high
school diploma do not seem to want to continue
with a process of teacher professionalization or,
on the contrary, these teachers have not been
considered or called in the processes of continu-
ous training and professionalization offered by
universities with the endorsement and sponsor-
ship of the Ministry of Education of Ecuador.
Inciarte, Camacho & Casillas (2017) mention
that the practices that are oriented towards the
development of the teaching career start from
the reflexive intervention of the actors of the
educational field. Therefore, the formative needs
of the teachers who work in intercultural institu-
tions of the Tsachila ethnic group, are a shared
result of the little initiative of training in teach-
ers and the inadequate process of insertion into
training processes and teacher training offered
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by the organization of control and management
of education in Ecuador.

Teacher training is and will remain a
point of reflection, uncertainties and conflicts in
every educational system. Moreover, according
to the research conducted by Lozano (2016), the
majority of teachers who were surveyed in their
study did not have a professional improvement
project, since they did not feel prepared for an
intellectual challenge or because the social and/
or economic environment did not allow it. in
some cases, the importance of teacher training
for the achievement of educational and social
purposes of educational reforms is dismissed.
Given the case of the aforementioned study, it
seems that bilingual intercultural teachers also
lack a teacher professionalization project. In
addition, they may have the same training needs
and difficulties in accessing training that would
allow them to improve their educational work
and achieve new professional achievements in
their respective school contexts.

Teachers who work in intercultural insti-
tutions of the Tsachila ethnic group require
processes of continuous training in intercultural
education in a general way and specifically that
which is contextualized with the worldview and
culture of the Tsachila ethnic group. Therefore,
it seems that the need for professionalization of
teachers with a high school diploma is accom-
panied by the need for continuous training
in intercultural education in all teachers par-
ticipating in the study. In this way, it is necessary
to enhance teacher education as a core aspect
in education but without underestimating the
accumulation of experience and praxis that each
teacher has, since Pegalajar (2014) considers that
professional development is more than training;
it is the product of the pedagogical development,
the experience, the knowledge, the understand-
ing, the emotions and the individual feelings of
each teacher as influential aspects on the educa-
tional processes.

Possibly this problem is affecting the
teaching and learning process that takes place in
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the classes, because if the bilingual intercultural
teachers do not have a minimum profile of train-
ing they could be improvising, proposing inap-
propriate activities or misinterpreting the edu-
cational and educational process in which they
are immersed students. Iglesias (2014) mentions
that it is necessary to educate for human for-
mation with a community vision and promote
social change through the participation and
proposal of inclusive educational projects for
the development of intercultural competences,
however the teachers participating in the study
do not have a profile of training in intercultural
education and most have not yet begun a process
of teacher training that allows them to improve
the imbalance of regular education with respect
to intercultural education.

The possible stagnation of intercultural
education contextualized with the Tsachila eth-
nic group does not occur in isolation, because
this is related to the educational system, teacher
training, access to education, innovation and
curricular proposals; and in the case of teacher
training it seems that it is not being considered
as a transformative aspect of education. In this
sense, Vizcarra, Tirado & Triviio (2016) men-
tion that educational transformations must be
accompanied by training and professionalization
of teachers to achieve the goals and commit-
ments established in the educational proposal
and, in this way, to think about transforming
and Improving intercultural education without
proper training and teacher training would be a
total incongruence between educational legisla-
tion and the reality of the school context.

Based on the previous explanations about
the inconsistencies with regard to training as a
transformative aspect of education, Villagémez
(2017) warns that a critical look must be taken
of the educational experience of teachers, since
their training must be parallel to their experience
in educational processes to understand the edu-
cational, didactic, pedagogical, social and proce-
dural requirements of the agents that make up
the educational community, as well as promot-

ing social practices of tolerance, dialogue, atten-
tion to diversity and the generation of spaces that
facilitate interculturality and complex thinking.

The importance of training teachers who
work in Tsdchila bilingual intercultural institu-
tions is and will continue to be a fundamental
aspect in the improvement of education and
diversification of the educational system, for this
reason, Andino (2018) mentions that teacher
training and education from any perspective
or point of analysis is a positive aspect in the
improvement of educational processes, since
the teaching career is an unfinished process
that must be adapted to changes in the educa-
tion system or updates of educational work.
The improvement of intercultural education is
transcendental, but with training and training of
bilingual intercultural teachers, because other-
wise, the gaps and procedural gaps in education-
al institutions located in Tsdchilas communities
would continue to be fed.

The superficial approach of teacher
training and the consideration of training as a
secondary element in the processes of teacher
development in a certain way causes a limited
conception of the complexity of the teaching
career. Being located in the analysis of teacher
training in intercultural education, Tipa (2017)
mentions that this must be linked to research,
but also poses the following issues for an ade-
quate intercultural teacher training: (a) Access
of young people from ethnic groups to higher
education, (b) greater geographical access of uni-
versities, (c) integration of ancestral knowledge
with professional knowledge, (d) valorization of
the language and worldview of ethnic groups,
(e) teacher development and strengthening in
Intercultural Education and (f) promotion and
integration of teachers to ethnic groups and
communities.

The explanations given on the inconsis-
tencies of teacher training in intercultural educa-
tion are complemented by what seems to be an
inadequate or low frequency of training in inter-
culturality, diversity, ethnic worldview as part
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of the training of students. The reason for the
study of interculturality and diversity is based on
the importance that people know how to coexist
with their cultural and ethnic differences, but
also the worldview is part of the transversality
of the class, since the cultural transmission from
the ancestors represents everyday life of people
from generation to generation.

The solution to the shortcomings in the
training of bilingual intercultural teachers is
not isolated because training is not the only way
to propose an intercultural education system.
The answer to this need is explained by Fabara
(2016), which proposes teaching research as part
of the improvement of the quality of education.
In this way, the undertaking of research projects
is an incentive for the improvement of educa-
tional processes, in addition to the teachers who
research can be those who strengthen the skills of
their work teams (Castro & Castillo, 2016). Based
on the above, to refer to teacher training is to
talk about the preparation of teachers to produce
knowledge, in addition to the competence to
propose research proposals that allow the resolu-
tion of problems in the classroom (Faria, Reis &
Peralta, 2016).

Finally, the training of bilingual intercul-
tural teachers has a close relationship between
the training they receive and the research compe-
tence that each one acquires during their initial
training and that is carried out in the educational
work; therefore, Paz (2017) emphasizes that it
is vital for education to strengthen competen-
cies that motivate both teachers and students
to develop intellectually, since the transforma-
tion of the educational system itself depends on
coherent proposals that lie in the questioning
and solution of practices that on the one hand
may not be effective and on the other hand they
are not being executed correctly (Diez Gutiérrez,
2013) and, from this, substantial changes can be
proposed in the educational processes that, as
in the case of intercultural education for ethnic
groups Tsdchila, remains a chimera within the
educational proposals of the country.

82 © 2019, Universidad Politécnica Salesiana, Ecuador.

Jacqueline Marild Aguavil / Ramiro Andrés Andino Jaramillo

Bibliographic references

Alvarez, ]. (2014). Formacién docente para el desem-
pefo exitoso. Revista ARJE, 6(15), 121-129.
Recuperado de https://goo.gl/iin8Co

Andino, R. (2018). Capacitacién docente: Pilar para
la identificacién y gestion de la violencia
escolar. Alteridad, 13(1), 108-119. https://doi.
org/10.17163/alt.v13n1.2018.08

Castro, P., & Castillo, S. (2016). La evaluacién de
la formacién en comportamiento inno-
vador. Alteridad, 11(1), 66-77. https://doi.
org/10.17163/alt.v11n1.2016.05

Daniels, H. (2016). El aprendizaje en culturas de
interaccién social. Revista de Investigacion
Educativa, 34(2), 315-328.
http://dx.doi.org/10.6018/rie.34.2.252801

De los Saltos, S., & Abreu, C. (2013). La certifica-
cién docente: otro eslabén para una carrera
docente renovada. Ciencia y Sociedad, 38(3),
443-461. Recuperado de https://goo.gl/jeCs-
rK

Diez Gutiérrez, E. (2013). El decrecimiento en la
formacién del profesorado. Revista
Interuniversitaria de  Formacion  del
Profesorado, 27 (3), 207-219. Recuperado de
https://goo.gl/Romsbd

Fabara, E. (2016). La formacién y el ejercicio de la
docencia universitaria en Ecuador. Desafios.
Alteridad, 11(2), 171-181. https://doi.
org/10.17163/alt.v11n2.2016.03

Faria, A., Reis, P.,, & Peralta, H. (2016). La formacioén
de profesores: jformacién continua o for-
macién postgraduada? Perspectivas de pro-
fesores y de lideres de las escuelas. Revista
Electrénica Interuniversitaria de Formacién
del Profesorado, 19(2), 289-297. Recuperado
de https://goo.gl/D3Y439

Iglesias, E. (2014). La formacién en interculturalidad
en la educacién en el tiempo libre: nece-
sidades y estrategias desde una perspecti-
va de competencias interculturales. Revista
Electrénica Interuniversitaria de Formacién
del Profesorado, 17(2), 167-182.
http://dx.doi.org/10.6018/reifop.17.2.197511

Inciarte, A., Camacho, H., & Casillas, D. (2017).
Sistematizacién de experiencias formati-
vas en competencias docentes investigati-




Training needs of teachers of Tséachila Intercultural Education

vas. Opcion, 33(82), 322-343. Recuperado de
https://goo.gl/c7LpSz

Lalangui, J., Ramén, M., & Espinoza, E. (2017).
Formacion continua en la formacién docente.
Revista Conrado, 13(58), 30-35. Recuperado
de https://goo.gl/aWdVNj

Lépez, E., & Pérez, E. (2013). Formacién permanente
del profesorado y préctica docente intercul-
tural: contenidos actitudinales y complemen-
tariedad competencial. Espiral. Cuadernos
del Profesorado, 6(12), 32-42. Recuperado de
https://goo.gl/MTzBwH

Lozano, I. (2016). Las trayectorias formativas de
los formadores de docentes en México.
Actualidades investigativas en Educacion,
16(1), 1-25. https://doi.org/10.15517/aie.
v1611.22671

Ministerio de Educaciéon del Ecuador (2014). El
Modelo del Sistema de Educacién
Intercultural Bilingiie. Recuperado de https://
goo.gl/Frzhgn

Moreno, A. (2015). Enfoques en la formacién docen-
te. RA XIMHAI, 11(4), 511-518. Recuperado
de https://goo.gl/tplcid

Paz, A. (2017). Andlisis de la formaciéon en comu-
nicacién intercultural. Revista Cientifica de
estudios sobre interculturalidad, 3(1), 53-85.
https://goo.gl/o4ykjP

Pegalajar, M. (2014). Importancia de la actividad for-
mativa del docente en centros de Educacion
Especial. Revista Electrénica Interuniversitaria
de Formacién del Profesorado, 17(1), 177-192.
http://dx.doi.org/10.6018/reifop.17.1.181731

Rodriguez, A., & Ferndndez, A. (2017). Adultos que
conforman menores en una escuela de
colores. Actitudes de progenitores y pro-
fesores ante la diversidad cultural. Revista
de Investigacion Educativa, 35(2), 465-482.
http://dx.doi.org/10.6018/rie.35.2.256371

Tipa, J. (2017). ;De qué me sirve la interculturalidad?
Evaluacién de la Universidad Intercultural
de Chiapas por sus estudiantes. Alteridad,
13(1), 56-71. https://doi.org/10.17163/alt.
v13n1.2018.04

Tomé, M., & Manzano, B. (2016). La Educacién inclu-
siva intercultural en Latinoamérica. Analisis
legislativo. Educacién Inclusiva, 9(2), 1-17.
Recuperado de https://goo.gl/6b1YYP

Ungerfeld, R., & Mor6n, S. (2016). La investigacién
en la formacién docente. Ideas para el deba-
te. Intercambio, 3(2), 54-66. Recuperado de
https://goo.gl/ AqG6op

Villagémez, M. (2017). “Otras Pedagogias™ La
experiencia de la Carrera de Educacién
Intercultural Bilingiie-UPS.  Alteridad,
13(1), 30-41. https://doi.org/10.17163/alt.
v13n1.2018.02

Vizcarra, J., Tirado, M., & Trivifio, B. (2016). La espe-
cializacién docente por campos formativos
en la educacién bésica mexicana. Una nece-
sidad para concretar el modelo curricular.
RA XIMHALI 12(6), 177-185. Recuperado de
https://goo.gl/xjUfvr

Walsh, C., & Garcia, J. (2002). El pensar del emergente
movimiento afro ecuatoriano: Reflexiones
(des) de un proceso. Recuperado de https://
g00.gl/MVbMwc

Alteridad. 14(1), 74-83



ALTERIDAD

REVISTA DE EDUCACION

P-ISSN:1390-325X / e-ISSN:1390-8642
http://alteridad.ups.edu.ec

enero - junio 2019
\ol. 14, No. 1,84-92
https://doi.org/10.17163/alt.v14n1.2019.07

Education, body and alterity
Meetings face to face for the

formation of the other

Educacion, cuerpo y alteridad
Encuentros cara a cara para la formacion del otro

Jhon Fredy Orrego Norena is a Teacher-Researcher of the Master’s Degree in Education and Human
Development of the Center for Advanced Studies in Children and Youth of the University of Manizales and
CINDE (Colombia) (jfforrego@cinde.org.co) (https://orcid.org/0000-0002-4914-5636)

Diego Armando Jaramillo Ocampo He is professor of the Master in Pedagogy at the Catholic University
of Manizales (Colombia) (djaramillo@ucm.edu.co) (https://orcid.org/0000-0002-3949-

Received: 2018-04-15 / Reviewed: 2018-11-05 /Accepted: 2018-11-08 / Published: 2019-01-01

Abstract

Cannot possible think, do and / or transform
education out of the relationship with the Other; you
cannot assume education without the pretense of ““form”
the Other or at least try, as if such a thing were possible.
Education, as a practical transmission of knowledge (also
transmission of culture, languages, ways and ways of being
and living, to appoint and be appointed), but above all, is
a scene of encounter with the Other; which depend on
the conception of the subject and the world you have,
the development of a training bet. This encounter implies
a transformation, rupture, leave of the subject of an ontol-
ogy that chains the subject to a cruel utilitarianism, to go
further, to a scenario in which the subject no longer finds
himself alone, but finds himself with Other; radically differ-
ent from him.There, an education that exceeds the pre-
eminence of knowledge and starts from a relationship

with the Other is possible. This perspective, addressed
from the proposals of the philosopher Emmanuel Levinas
and Joan Carles Mélich, can pass through a moral educa-
tion based on knowledge, rules and socially accepted to a
putting on the training needs of individuals who respond
responsibly to education and other ethical values.

Keywords: Education, alterity, ethics, responsibil-
ity, fostering, body.

Resumen

No es posible pensar; reflexionar, hacer y/o
transformar la educacion al margen de la relacién con
el Otro; no se puede asumir la educacién sin la pre-
tension de “formar” al Otro o por lo menos, intentarlo,
como si tal cosa fuese posible. La educacién, al igual
que una practica de transmisién de conocimiento (es
también transmisién de cultura, lenguajes, modos y

Suggested form of citing: Orrego Norefia, J. F.,, & Jaramillo Ocampo, D. A. (2019). Education, body and alterity Meetings
face to face for the formation of the other. Alteridad, 14(1), 84-92. https://doi.org/10.17163/alt.v14n1.2019.07
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formas de sery de estar, de nombrar y ser nombrado),
pero, sobre todo, es un escenario de encuentro con el
Otro, el cual dependerd de la concepcidn de sujeto y
de mundo que se tenga, el desarrollo de una apuesta
formativa. Este encuentro implica una transformacion,
ruptura, excedencia del sujeto de una ontologia que
encadena al sujeto a un utilitarismo cruel, para ir
mds alld, a un escenario en el que el sujeto ya no se
encuentra solo a si-mismo, sino que se encuentra
con Otro, radicalmente diferente de él. Alli, es posible
una educacién que supere la preminencia del cono-

1. Introduction

During the training process, a large number of
questions emerge, questions that go from one
side to the other, from here to there, questions
that pass through the classes, the seminars;
uncertainties that are shaken in the corridors and
cafeterias of educational institutions and doubts
that go beyond the different classes and subjects
that are present in the training process. For the
field of education, these questions are addressed
in general on: What is pedagogy? What are the
currents on which its proposals are focused?
What are the most appropriate models to address
the multiple realities of our country? What role
does didactics play in the organization of educa-
tional environments? What is the most pertinent
knowledge and where in the training process can
they be located? How to transform the educa-
tional reality? Among many others.

All these questions that allow proposing
the different encounters in the field of education
do not cover (or at least not explicitly), other
issues of equal or greater importance in the
understanding and transformation of education,
such as: What is education? What are its traces
and horizons of formation in the other or with
the Other!? Is it possible to think outside the
subject? What are the relationships that are built
within the framework of its practice? Should
education form or, rather, enable the formation
of the Other? Who is the Other of education?
How is the existence of the Other assumed in

cimiento y parta de una relacion con el Otro. Dicha
perspectiva, abordada desde las propuestas de los
Filésofo Emmanuel Levinas y Joan Carles Melich, puede
transitar por una educacidn moral centrada en el
conocimiento, reglas y valores socialmente aceptados
hasta una educacion ética puesta sobre las necesidades
formativas de los sujetos que responden responsable-
mente al y del Otro.

Descriptores: Educacién, alteridad,
responsabilidad, acogimiento y cuerpo.

ética,

the formation processes? Where does the rela-
tionship established with the Other focus? What
are the conditions of possibility for educabil-
ity to appear and the Other to be an educable
subject? Is there any difference between talking
about the other or talking to the Other in educa-
tion2? These and many other questions should
permanently guide the educational work, guide
its reflections, boost its processes of change and
social transformation of people and institutions
(Murcia, 2012).

These issues permanently emerge within
the framework of contemporary scenarios, sce-
narios permeated with hegemonies and powers
as well as resistances and ruptures, in which the
re-signification of education, school and knowl-
edge which transits through it, is increasingly
demanded in search of overcoming traditional
scenarios that have reduced the educable subject
to a being “tired (...) a society that is characterized
by the disappearance of otherness and strange-
ness” (Chul Han, 2012, p.8), a society that sees in
the other, in its being, in its body, the difference
that separates either to exclude and reject or to
include and normalize, as if it did not have some-
thing to teach, something to say, something to
show, something what to tell, something to give.

These societies “tired” and “exhausted” by
the speed of the “modern” world, increasingly
enclose people in their sameness, that is, each
time they interact and are more informed with the
world while leaving behind talking, sharing and
getting to know others, because modern rational-
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ity assumes quantity and noise as an option for
communication with others. However, it is nec-
essary to leave the ground of being that implies
thinking and being different (Lévinas, 1987), a
pause, a silence, a peace that allows one to look
and listen to the Other without prejudice and to
give the subject a distance in which the radical
alterity is not subsumed in the powers of the self.
This could prevent “the other being reified as an
object, as an ‘it’ ...” (Chul Han, 2014, p.13).

A challenge emerges in these times of
haste and occupation, this fatigue, this reification
and this denial of the Other have not been lim-
ited to surveillance and control over the practices
that we can or cannot do, learn and even think. a
whole structure of domination and confinement
of the body, as a whole, has also been legitimized
in and on the body (Lévinas, 1977, 2012).

However, the body escapes any attempt or
pretense of capture and classification. From this
perspective, the human being who shows or who
“gives” himself in his fragile and vulnerable con-
dition does so from his finite condition, as stated
by Melich (2010b), for whom:

Human beings are corporeal. Our condition is
not ‘corporal’ but ‘corporeal’. Corporeity causes a
fracture, a crack in our identity. We are corporeal
because we do not start from scratch, because we
are born in a symbolic universe, in a grammar,
and, at the same time, we are not located at all,
completely finished, constituted entirely. We are
beings to be made or made (p.37).

This location of the condition of human-
ity from the body and in the body, leads us to
think that the processes of relationship and
encounter are much more than attending pas-
sively to receive a class in a traditional and
routine manner, they involve the constitution of
subjectivity by the irruption of the Other, of the
body “that is the Other”, of his humanity in the
educational relationship.

Precisely, education and school as they are
conceived today, have become times and spaces
to be indoctrinated, where the only “active” actor
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is an imposed knowledge that has excluded the
subjects and left them in their margins, It is right
there, outside the school, where other forms of
education have emerged, welcoming the human
being, procuring his humanity, granting recogni-
tion to his sentient, corporeal condition, giving a
transforming place for himself and for the con-
text that surrounds him.

That is why thinking about the relation-
ship between education, body and otherness
takes on value, since education must recover
its place as a meeting place between subjects,
encounters that occur in an existing human
being (Lévinas, 2006), of flesh and blood, finite,
provisional, contingent (Melich, 2002, 2010a,
2010b) who is also eager to know, of experiences
that allow him/her to train himself in principle
and from there contribute to the formation
of the Other and of the others. Education and
school should then turn its “gaze” and awaken
their ability to “listen” about their ethical and
political responsibility to society.

In these considerations, from an ethical
perspective, the educational process is woven
from questions such as: how is the human being
formed? How do you approach the Other as
Other? and what relations are established with
him in the multiple meeting spaces that are con-
stituted as educational?

In this sense, addressing a commitment
to an education from/to/in and with otherness,
could be assumed as a redundancy because every
educational process must always be directed
towards the formation of the Other, an Other
that demands the presence and the voice of an
interlocutor, another with the “who” to explore
the world (including the world of knowledge) to
rebuild it permanently. Another that is corpore-
ity for itself and for the Other, that through it
transits day by day in the scenarios of human life.

2. From the subject to alterity

Alterity is not a condition that is given or can
be defined, it is precisely the indefinable in the
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human being?, what cannot be framed under any
category or name in any way, alterity is the inef-
fable in the subject and escapes any social and/or
cultural frame of reference.

In this way, although alterity is the un-
nameable in the Other, it can only emerge in the
relationship with it, this implies that someone
(be I, or the Other) is detached from his/her
shields, the world or grammar4 which defines
it or is defining it, to assume itself curious and
contemplative in the face of the strange, in front
of the Other that presents itself as an epiphany.
Thus, making it possible for the response to
be hospitable and fraternal, a warm response
to welcome it and take responsibility for it, of
its uniqueness before it demands from me any
responsibility (a responsibility without any justi-
fication and without any reasons).

Similarly, to reach the Other, to infinitys,
is an arduous path that implies a transformation
of the self, a liberation of oneself to be able to
transcend the Other, wage a constant struggle
with our identity, unprotect ourselves, distance
ourselves from the moral frameworks to go in
search of the ethical, to open ourselves to what is
not yet and we do not know if it will be.

This liberation starts from assuming our-
selves, in the first instance, as beings chained to
the world, chained to existence, locked in such
a particular consciousness that isolates us from
others, even when we share a world with them,
even these, the others, are seen as “objects” placed
there, next to me, but that do not directly affect
me, but from the definition of its characteristics
I seek to control, name, classify, thematize, to dis-
tinguish other “objects” in the world and know
how to relate and directing myself towards them.

The relationship with that world and
objects is a moral relationship, it is a grammar’
of the world, in which we find all the inputs to
address it by default. In this relationship, the
answers to all the questions are already given,
they have already been defined by those who
believe they have “reason” or “truth”, by those
who legitimize their power and their cruelty

both in what they say and in what they do, which
makes everything stop being strange and novel to
be “normal”, in that moment everything has been
“naturalized” and nothing surprises, but neither
does anyone interrupt.

Grammar is the shield against the para-
noia produced by difference, the uncontrollable,
the ephemeral. Grammar is thus the normal-
ization of the world, to feel safe believing that
“everything is under control” only by being able
to name it within our frames of reference.

Thus, the Other is another, as an object
to consciousness, is another represented, drawn,
classified and limited to my range of possibilities
to name its characteristics, this subject loses its
particularity and is linked, including? if you will,
to a whole. There, we find ourselves with a face,
with certain characteristics (eyes, mouth, nose,
colors, shapes) that need to be named, but that
do not give a proper account of that Other facing
me, that is, it becomes another distant from me
and not close.?

However, in the human being a discom-
fort is generated before the categories in which
it has been framed, because its name, being tall
or short, cute, ugly, white, black, mestizo, man,
woman, child, young or adult, etc., they fail to
give an account of what he really feels he is, but
in the same way, he does not find in his frames
of reference ways of naming himself, he does not
find in what has been imposed on him as “being”.

This discomfort Lévinas (2011) calls it
“nausea”, like that pressure that is felt inside,
from the confinement in which it has been
placed and that is no longer enough to contain it,
thus generating a “need! for evasion”, need to get
out of that mold that has been imposed on it, to
go beyond the self to be-Other, to give testimony
of oneself through its own language.

This stress generates ruptures in the sub-
ject, in his ways of seeing and directing him-
self towards the world that surrounds him, he
mobilizes, he is destabilized, he shakes himself
to crack and to be able to “overreach”, to get out
of himself, to go into darkness, to get away of
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the light that has marked the course and walk in
uncertainty towards the unforeseen in search of
new horizons, walking aimlessly.

This departure is given through a language
of its own, of a particular way of saying, to give
testimony of oneself, finding our own words, dis-
covering others; another language that flows out-
wards in search of the Other-being also exceeded
of itself, in search of otherness. But this own lan-
guage demands the Other’s presence to be heard,
to be contemplated, to be found and welcomed,
that is why going to the Other is exceeding, this
requires the desire for him or her —-but not a
desire like the need for something that we lack
and we can obtain, but - as a desire for the unat-
tainable, desire for a horizon that summons us
but that we cannot reach.

That being said, the Other, humanity, the
infinite (for Lévinas), is the one who calls us and
demands our attention, listening, contemplation;
his face transcends the nameable features of the
face and is presented as a language, as an epipha-
ny; it presents his pain, his passion, his emotion,
his demand, his joy and his suffering.

This encounter with the Other (among
others) that is presented by everyone from their
languages, implies attentive listening, contem-
plation, responsibility (compassion, Melich,
2010b) for the other, responding to his demand,
even in the absence of an explicit call. Just
here, after breaking with oneself we can find it
by approaching it without covering it, without
controlling or classifying it, right here we are
witnessing, in front of the face of the Other, its
epiphany, the ethical encounter, the educational
relationship that responsibly responds the other.

3. From moral education to the
ethical encounter

Joan-Carles Meélich states that all education is moral,
while education is the process through which we
inherit culture, norms, laws, behaviors, even ways
of thinking and even feeling. In this sense, educa-

s 88 © 2019, Universidad Politécnica Salesiana, Ecuador.

N

Jhon Fredy Orrego Norefia / Diego Armando Jaramillo Ocampo

tion is a grammatical education, because we learn
to name, classify, include and exclude everything
that surrounds us, including others.

A moral education does not have as a
central concern the subject, but knowledge, since
the first is also knowledge, is a cluster of charac-
teristics of which we can account from referential
frames socially and culturally inherited. From
this point of view, educating the human being
implies filling him with knowledge!! from which
to account for everything around him, is to teach
him to protect himself from uncertainty, that
is, he teaches not to face the Other but behind
his back and wait that the predetermined moral
frameworks of society include or exclude it and
from there, from the periphery, act in favor or
against it.

Education viewed from this point of view,
has become a scenario for the transmission of
knowledge, with the full pretension that acquires
what is necessary to be a member of society, to
be able to incorporate and respond to the same
extent that this imposes; otherwise one will be
excluded, rejected, seen as a stranger, confined,
confined to oblivion, to the deepest corner of
the room.

The problem of education with each gen-
eration, is precisely to stay there, which hap-
pens because those who teach are from other
generations already chained to their frames of
reference, to their moral frameworks, the will has
already been tamed and from there they impose
themselves on the Other, they want to indoctri-
nate him, while the Other seeks his emancipa-
tion, his openness, he resists being chained in
the same way as his teachers to be converted into
one more.

For this reason, for education to tran-
scend, it is required that the teacher himself
evade himself, his moral frames, be destabilized,
break with his own chains to depart from him-
self, to discover new languages, to go in search
of the Other out of compassion. and not expect
him to seek my piety (Melich, 2014, 2010b).
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From there, education ceases to be trans-
misionist and knowledge is no longer the center
of any educational act, it is transformed, muted
towards an education as departure, an educa-
tion that discovers languages, forms of expres-
sions, exceptional knowledge, accommodates the
doubt, the uncertainty and not find a single
answer as absolute truth, but multiple answers
from where each subject, from their own per-
spectives, contributes to the construction of new
knowledge.

An ethical education finds in the other pos-
sibilities, not imposition of reference schemes, it
opens to the epiphany of the Other’s face, it pres-
ents itself contemplative before it to learn from
it; thus the roles between teacher and student
are diluted and both are teachers and appren-
tices, both have something to share, something
to donate to the Other, something to give to the
Other.12

Thus, education achieves in its actors the
ability to transcend, go beyond, generate a con-
tingency scenario for the ethical event (Barcena
and Melich, 2000, 2014) in which, each one is
responsible for the Other, where none is in better
position than the Other; on the contrary, where
we all build ourselves in the relationship with
the Other and with knowledge. From this point
of view, one goes from a moral education, from
domination, from control and indoctrination, to
an ethical education, of contingency, of uncer-
tainty, where the doubt is curiosity, not distrust
and the interpellation is not disrespectful but to
listen, that for Han (2017) means:

Listening is not a passive act. It is characterized
by a peculiar activity. First, I must welcome
the other, that is, I have to affirm the other in
his otherness. Then I listen to what he says.
Listening is a lending, a giving, a gift. It is the
only thing that helps the other to speak. He
does not passively follow the discourse of the
other. In a sense, listening precedes speech.
Listening is the only thing that makes the other
speak. I already listen before the other speaks,
or I listen for the other to speak. Listening

invites the other to speak, freeing it for its oth-
erness (pp. 117-118).

Likewise, responsibility for the Other, for
his word. Education then, could be understood
as an ethical scenario, meeting in order to pro-
mote the formation of the Other. Formation
that is presented face-to-face, attentive listening
to what the Other wants to say and that has been
denied at all costs. It is attended to an education
that overcomes indoctrination and is presented
as dialogue, openness and encounter.

4. On the condition of
humanity: corporeality13 as a
niche of one’s own and shared
existence

This ethical perspective assumes how the existing
relationships between the finite and corporeal
human being have been expressed with the pres-
ence/absence of the other and the response given
from education, that is, an answer that is never
complete because in front is the Other. That is,
from the processes of encounter and appear-
ance of the other before the self, appearance that
occurs with the arrival of the body, that which is
corporeality gives way to the event, to the trans-
formations, to the possibilities of reaching be, in
terms of Melich himself (2010a, p.11)

The body is, while corporeality becomes,
at the same time, it becomes another than it is, it
becomes different, it becomes against what it is...
and, also, it is never completely, because a being
corporeal refers to an open, always mobile sce-
nario, a scenario that cannot elude the past, the
memory of what has been, what they have done,
the inheritance received, the grammar in which
they have been educated and, at the same time,
it refers to a future, not only to a more or less
predictable, programmable or planned future,
but to a future that is always to come, that is
always open to events that break any project, any
identity, any fixation.
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That which we are as corporeality and that
we become, is what with the help of education
we are doing, we are transforming and we are
transiting through our own existence without
staying in it, without stopping in our own body,
but throwing ourselves towards the Another,
throwing us beyond being, even in another-way-
to-be (Lévinas, 1987).

The human being is corporeal, that is, a
being of flesh and blood, a being that inhabits a
place in the world since its existence and at the
same time is inhabited by multiple dimensions
that rest on its corporeal existence as possibil-
ity, language, thought, sensitivity, biological and
organic functions as well as those built socially
have a reason for being in corporeality, that which
makes us human. This scenario of corporeity
constituted by the visible and by the invisible, by
the immanent and the chiasmatic or by the union
of the soul and the body (Merleau-Ponty, 1993,
2006) are those that make possible the human
existence, particular, singular and Completely
shared with others and with the world.

This condition of existence in corporeity
and from corporeity makes us assume a posi-
tion in which the human being is an embodied
being, a being that not only has flesh or body, but
is flesh and is more than body (corporeity); in
terms of Henry (2001).

Incarnated beings are suffering beings,
crossed by desire and fear, who feel the whole
series of impressions linked to the flesh insofar
as, constituting their substance - an impression-
able substance therefore - they begin and end
with what they experience. (p.11)

That which crosses us as humans, which
touches us and upsets us, breaks down little by
little what we thought we were, knowing, show-
ing our fragile and vulnerable condition always
exposed to the unforeseen, to what comes from
far and from outside, to what escapes our control
and that becomes a condition of possibility to
enter into relationship and encounter with the
Other and with the other, those tenuous certain-
ties of what one is or believes to have been over-
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flowing into the new and the unknown, towards
the Other.

It could be said then that embodied cor-
poreity is more than the objectivity of the body
thing or reified, it is a body that touches and is
touched, that wishes and is desired, a body as
sentient corporeality with gestures full of mean-
ings (Vanegas, 2001), a corporeity that is socially
constructed (Le Bretén, 2000) within the frame-
work of relationships that are woven with others,
with our closest neighbors, even with strangers
and foreigners.

Precisely, the recognition of the Other
of itself as posed by Melich (2010a), that is, of
the body as corporeity, implies an adequate or
inadequate response to the request of the Other;
answers that are constant in the formation pro-
cesses and that they sometimes limit, reject or
make invisible the existence of the other in the
School, in the built social institutions and that
build humanity. However, an ethical response
(at least from the Lévinasian perspective) will
base its expression on listening, on language,
on obedience to the mandate of the Other’s
face (Lévinas, 2001a) and on the possibility of
responsibly choosing how to allow the Other
continue to be, how to accompany their process
of becoming, how to become together, among
ourselves (Lévinas, 2001b) maintaining a close
distance, a close relationship without absorbing
the existence of the other, without eliminating
it subtly in homogeneity or abruptly in the total
heterogeneity.

The body as corporeity is not born, but
is made, is not planned, programmed or deter-
mined, but is pure incompleteness, uncertainty,
vertigo, is man’s opening to the world, is a risk
crossed by the encounter and the appearance of
others in the very existence, is the sensitivity that
bursts and questions one’s own calmness, it is the
joy of feeling alive, affectation that comes from
outside to rebuke one’s own skin, the request
of another that lies exposed and commands,
orders, calls, calls concern, attention and recep-
tion. Unamuno (1913) rightly insisted: “Neither
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the human nor the humanity, nor the simple
adjective, nor the substantive, but the concrete
noun: man. The man of flesh and bone, the one
who is born, suffers and dies -especially dies-, the
one who eats and drinks and plays and sleeps and
thinks and wants, the man who is seen and who is
heard, the brother, the true brother”(p. 3); yes, the
brother, who does not have his own body, but who
suffers and lives and dies in his body.

Notes

1 Se hace necesario precisar la diferencia entre “otro” y “Otro”; el
“otro” es otro objetualizado, cosificado y anclado a una grama-
tica (Melich, 2014) que lo clasifica y lo categoriza desconociendo
asf su radical alteridad. Por su parte el “Otro” es lo absolutamente
otro, es aquel que rompe todo mis esquemas y que me altera en
mi propia esencia, es quien nunca podré llegar a ser y, parafra-
seando a Lévinas (2009, p. 133) exige de mi responsabilidad sin
que €l se haga responsable de mi.

2 Enun articulo que lleva este nombre, se expresan las diferencias
considerables entre hablar del otro y hablar con el otro, la prime-
ra referida a una forma de definir y tematizar al otro y la segunda,
como posibilidad para que surja la relacionalidad y el encuentro.
Ver: Jaramillo y Orozco (2015) y Jaramillo y Murcia (2014).

3 Melich (2014) prefiere utilizar el término “ser finito”.

4 Melich (2014) en su obra Légica de la crueldad, desarrolla el con-
cepto de gramatica para plantear que vivimos una realidad moral
en la que todo esta controlado, predeterminado, donde todo ya
ha sido nombrado y cuenta con un significado.

5 Sobre este asunto, Zielinski (2011) muestra con suficiente elo-
cuencia el planteamiento de Lévinas acerca de la responsabili-
dad, esa que es sin porqué, sin contrato, sin reciprocidad.

6 Para Lévinas, el “Infinito” es la humanidad en el Otro, que
demanda una respuesta ética de mi, lo que implica una respues-
ta no predeterminada, no de libreto ni de manual como la da la
moral, sino una respuesta contingente ante la contingencia de
la aparicion, presencia e irrupcion del Otro.

7 Para Lévinas es el conocimiento como ya se habia mencionado;
en cambio es mas conveniente emplear el término gramdtica de
Meélich, mucho més cercano al mundo propiamente.

8 Desde esta perspectiva se desarrolla una amplia critica a las
politicas y apuestas por la inclusion, pues incluir al Otro, es
normalizarlo, es hacerlo otro mas. Por tanto, diria Mélich que 1a
inclusién en tanto gramatica moral incluye también la exclusion
de aquellos que no cumplen los requisitos necesarios para ser
incluidos o clasificados; este es uno de tantos ejemplos de lo que
€l denomina ldgica de la crueldad.

9  Dice Viveros y Vergara (2014) que la distancia con el otro esta
asociada a la otredad, mientras que la proximidad y la cercania
dan cuenta de la alteridad.

10 Necesidad, no como ausencia de algo que nos falte sino,

como desbordamiento por exceso de algo. Ver por ejemplo
Dominguez (2005) y Leibovici (2012).

11 Al mejor estilo de la “educaciéon bancaria” ya denunciada por
Freire (2005) en su Pedagogia del Oprimido.

12 Lévinas (1977, p. 263) plantea que esta entrega “...consiste, para
el uno, en dar el mundo, su posesion, al otro...”. Asi mismo,
Skliar (2007a, 2007b y 2011; y en colaboracién con Larrosa
(2009) insiste en una educacion que es del Otro, que se da con
el Otro y es para el Otro.

13 La corporeidad tiene sus raices en la fenomenologia, principal-
mente en los desarrollos de la fenomenologia de la percepcion
de Merleau-Ponty (1993) y se asocia estrechamente con lo
expuesto por Duch y Melich en escenarios de la corporeidad
(2012); en estos textos, asi como en otras referencias tratadas
en este documento, se sostiene la condicion humana desde sus
dimensiones sintientes, vivientes y por supuesto, corporeas.
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Abstract

The teaching coordination in the university field
has been established as one of the main elements for
the good performance of teaching and good profes-
sional and organizational development. Before the
identification of the low satisfaction of the students
of the Marketing and Market Research Degree of the
University of Cadiz with the teaching coordination, the
creation of a teaching team made up of professors of
said degree is proposed with the aim of creating com-
mon procedures to achieve better communication of
the Title faculty and to solve the problems derived
from the lack of coordination, generating greater stu-
dent satisfaction. In this way, the teaching team was
created and developed, establishing regular meetings
throughout the 2016/2017 academic year and propos-
ing a series of decisions or activities that would help to
achieve greater and better teacher coordination. Once

the activities were carried out, the results achieved
during the 2016/2017 academic year were analyzed,
demonstrating greater satisfaction both in the students
and in the teaching staff of the degree, therefore the
experience was really positive, however it is convenient
that the development and This teaching team will con-
tinue studying for the subsequent academic courses
to corroborate the effectiveness of its implementation.

Keywords: Coordination, teaching, team, faculty,
university, students.

Resumen

La coordinacion en la docencia universitaria se ha
establecido como uno de los elementos relevantes para
el buen desempefio de la docencia y el buen desarrollo
profesional y organizativo. Ante la identificacion de la
baja satisfaccion de los alumnos del Grado de Marketing
e Investigacién de Mercados de la Universidad de Cadiz
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con la coordinacién docente se plantea la creacién de un
equipo docente formado por profesores de dicho titulo
con el objetivo de crear procedimientos comunes para
conseguir una mejor comunicacion del profesorado del
Titulo y resolver asf los inconvenientes derivados de la
falta de coordinacién generando una mayor satisfaccion
del alumnado. De esta manera se cred y desarrolld el
equipo docente estableciéndose reuniones periddicas
durante el curso académico 2016/2017 y proponiendo
una serie de actividades que ayudasen a conseguir una
mayor y mejor coordinacién docente. Una vez realiza-

1. Introduction

For Martinez and Yus (2015), the heads of edu-
cational institutions should design pedagogical
models that feed a didactic within the classrooms
aimed at stimulating autonomy, teamwork and
student creativity. For this, it is necessary to cul-
tivate cooperation among the different professors
who are an active part of the learning process of
future university graduates. Bearing in mind that
currently there is a great reluctance of educators
of higher education institutions to undertake
teaching innovation projects aimed at promoting
coordination work between the different subjects
that make up the academic corpus of their stu-
dents (Soldevilla et al., 2012).

The documentation consulted for the
development of this scientific production reveals,
on the one hand, the positive link that exists in
the university world between the collaborative
actions carried out by teachers who share a
certain subject with academic results and the
subjective well-being of their students (Moreno,
2006; Lavié, 2009). And on the other hand, the
fundamental role that plays in the implementa-
tion of a cooperative learning model the exis-
tence of an excellent coordination between the
different teachers that make up its educational
ecosystem (Santos et al., 2009).

From this perspective, a group of profes-
sors from the faculty of social sciences and com-
munication at the University of Cadiz considered
the creation of a teaching team with the purpose
of encouraging their coordination based on the
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das las actividades se analizaron los resultados consegui-
dos durante el curso 2016/2017, comprobdndose una
mayor satisfaccion por parte del alumnado y el profeso-
rado del titulo. Por lo tanto, la experiencia fue realmente
positiva, no obstante, es conveniente que el desarrollo y
el estudio dicho equipo docente se siga realizando para
los posteriores cursos académicos para corroborar asf
la eficacia de su implantacion.

Descriptores: Coordinacién, docencia, equipo,
profesorado, universidad, alumnado.

following two objectives. The first, encourage
teacher satisfaction with teacher coordination,
and the second, improve student satisfaction
with teacher coordination. This article specifies
the activities and decisions carried out by the
teaching team, as well as the evaluation method
that has been considered in each of the two
objectives, to know if they have been reached.

2. Justification of the study

Each academic year the quality unit of the
University of Cadiz to ensure that the organiza-
tion of teaching works efficiently performs a series
of studies to the interest groups of the careers,
among which teachers and students stand out.
Once the results were analyzed, low student sat-
isfaction was identified with the teaching coor-
dination of the Marketing and Market Research
faculty. Faced with this fact, it was proposed to
improve said teaching coordination through the
creation of a teaching team formed by the coor-
dinating professors of the subjects belonging to
the Marketing and Market Research area, which
are taught the Marketing and Market Research
degree. This area is closely related to the Degree in
Marketing and Market Research, currently having
38% of teaching credits for this Degree, with 15
subjects divided by course as follows:

1o Course: Introduction to Marketing.
20 Course: Marketing Management, consum-
er behavior and non-profit marketing.
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30 Course: Product and Price, sectoral mar-
keting, market research I and II, commer-
cial distribution I and II and commercial
communication I and II.

40 Course: Sales force, introduction to e-mar-
keting, fundamentals of international mar-
keting.

Therefore, it can be assured that these sub-
jects have a very great importance in the devel-
opment of the Degree itself and in enriching the
subjective well-being of both educators and their
educators is indispensable for the Degree to con-
tinue to improve and to continue moving for-
ward. The Degree after its start in the 2010/2011
academic year has been consolidated, and there
are already two promotions of students who have
obtained it. Therefore, once the degree has been
established it is considered appropriate to make
an analysis of the most important subjects of the
same by the coordinators and how some aspects
of them could be improved.

In this way, it has been considered essen-
tial to create the aforementioned teaching team
in which the seven coordinating professors from
the area belonging to the Degree in Marketing
and Market Research will participate voluntarily
and will serve to improve teacher coordination
among the teaching staff and facilitate the group
work of them. The aim is that the coordinators
can complement each other and help each other
in the different subjects, contributing common
ideas and facilitating the work. In this way it is
possible to improve the content of the subjects
and that the student is more satisfied in the dif-
ferent satisfaction surveys.

Both from the Department of Marketing
and Communication and from the dean’s team of
the Faculty of Social Sciences of Communication,
interest is given to the realization of new actions
and improvements in the Degree, thus commit-
ting to continuous improvement in teaching.

In addition, the mention of teaching staff
is also made in the Degree’s own memory, which
specifies the following:

The different professors who teach in the same
module or subject will form a Teaching Team
and will maintain a permanent coordination
on the development of the training activities
and the achieved objectives. This coordination
will be done both within the same subject, if it
has more than one teacher, as between the dif-
ferent courses of a subject, and for the differ-
ent subjects of a module. The Teaching Teams
of the different subjects will update their
Teaching Guide annually, meeting the objec-
tives established in this Report and the proce-
dures contemplated in the Quality Assurance
System. On an annual basis, in an ordinary
manner, and at any time in the event of
deviations from the planning carried out, the
members of each Teaching Team are obliged
to provide the Coordinator of the Degree and
the Departments of the Departments involved
with the following information:

+  Anticipated contents not taught.

+  Degree of achievement of the foreseen
capacities and objectives.

+  Main difficulties encountered.

+  Tools and evaluation system followed.

+  Particular relevant situations.

+  Obtained academic results.

The Coordinator of the Degree will convey this
information to the other teaching teams that
may be involved so that they adapt their teach-
ing proposals with respect to the planned,
if applicable. The departments must send
an annual report to the Quality Assurance
Committee of the Center (or Subcommittee of
the Degree where appropriate) indicating the
measures taken to adapt to the dysfunctions
that have appeared and ensure coordination
between the department.

3. State of the issue

As it has been foreseen in the previous p.s, there
is currently an extensive bibliographic produc-
tion that reveals the absence in the curricular
plans of the Spanish universities of didactic
actions of coordination among the teachers in
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the performance of their classes. For Cazorla et
al. (2010), the implementation of this pedagogi-
cal activity would allow three things fundamen-
tally. The first, to design a schedule that can be
given in its entirety without stress due to lack of
time. The second will enrich cross-disciplinary
skills and social skills of educators, and the lat-
ter, to develop attractive teaching practices of
interdisciplinary nature as long as it does not
affect the dates of examinations, whose schedule
is approved at the beginning of the academic
year by the deans. Regarding this last issue, note
that there is a large number of authors that show
the need to establish in Spanish higher educa-
tion institutions an education that gravitates
around collaborative and constructive didactics.
This fact is justified by multiple factors, includ-
ing a didactic that significantly cultivates not
only the emergence of teachers, but also the
creation of learning or knowledge communities
of a formative or virtual type (Armengol, 2009;
Meirinhos and Osorio, 2009, Bozu and Muifioz,
2009, Elboj et al., 2002, Rué and Lodeiro, 2010,
Martinez, et al., 2007, Imbernén, 2012). In line
with these investigations, Soldevilla et al. (2012)
and Torrego y Ruiz (2011) reveal that for univer-
sities to adapt to the new needs of the labor mar-
ket, they must promote or establish normatively
the teaching coordination as an innovative and
effective quality tool of educational excellence in
the digital age. To do this, they must be governed
by the guiding principles of training planning,
informal contacts and daily communication
between peers, in order to gradually cushion the
individualistic behavior of many educators when
teaching lectures. (Zabalza, 2000).

In line with the comments, it is worth not-
ing the existence of two levels of teacher coordi-
nation. One type vertical (is the one that occurs
throughout the development of a particular
university career), and another horizontal type
(this originates in the same course or group).
For Martinez and Yus (2015) the vertical teach-
ing coordination facilitates the establishment of
schedules, practices, exams, etc., existing in the
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different faculties that universities have. This
requires a high level of communication and par-
ticipation of teachers assigned to the same sub-
ject at a horizontal level. This fact will help the
most responsible of the Academic Organization
not only to be able to harmonize in a consensual
way both levels of hierarchical organization, but
also to become a key factor in the implementa-
tion of new projects of teaching innovation that
aims to encourage learning models of a collab-
orative type that is in tune with the main topic of
the present work (Torrego y Ruiz, 2011). In this
sense, Parra et al. (2011) shows that if the uni-
versities want to achieve this specific objective,
they need a solid educational culture, on the one
hand, on the proactive and shared co-respon-
sibility of their professors, and on the other,
on the generation within the classrooms of an
environment positive that stimulates disruptive
thinking, teamwork, love to acquire knowledge
... (Senge, 1992, Hernandez, 2011, Lieberman,
1995, Hargreaves, 1996, Martinez et al., 2013).

4. Methodology

Once the justification for the study has been
established and given the importance and impli-
cations of the teaching coordination in the uni-
versity environment, the creation, development
and evaluation of the teaching team is specified
below.

The teaching team materialized with a
meeting at the beginning of the 2016/2017 course,
in September before the classes began. In this
meeting, each professor contributed the propos-
als or ideas on the marketing subjects in the
2016/2017 course that he considered appropriate,
referring more specifically to the following topics:

+  Evaluation.

+ Requirements of the evaluation.

+  Subjects with several professors.

+  Behavior or discipline of the students.

+  Practical part of the subject (group work).
+ Activities.
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+ Complementary activities between subjects.
*  (Another topic that the teacher can pro-

pose).

These proposals had to be concrete,
achievable and not excessively complex, which
would help a better teaching performance of
both teachers and students. In addition, nothing
could be done that went against what is specified
in the regulations of the subjects. In this way,
and under consensus, the proposals were carried

Objetive n° 1

out. Subsequently, the teaching team continued
to meet periodically and communicate with each
other through electronic means.

After the first academic course with the
application of the teaching team it was possible
to specify the results obtained through the activi-
ties and decisions carried out and the evaluation
of the desired objectives to know if they have
been reached. The following two charts specify
the objectives to be achieved with the teaching
team and the method used for their evaluation.

Improve teacher satisfaction with teacher coordination

Objective description: teaching coordination.

Evaluation method:

Assess whether the creation of the teaching team has led teachers to improve their satisfaction with their

A qualitative approach has been developed by conducting personal interviews with the 7 teachers in-

volved in the teaching team to find out their opinion and satisfaction about the teaching coordination.

Evaluation date: July 2017

Objetive n° 2

Measuring date of the

indicator: July 2017

Improve student satisfaction with teacher coordination

Objective description:

Evaluation method:

Check if there has been an improvement in student satisfaction with teacher coordination.

The satisfaction survey of the students has been taken into account with the coordination of the teaching

staff that carries out all the academic courses the guarantee and quality system of the University of Cadiz.

Evaluation date: September 2017

For the evaluation of objective 1, a qualita-
tive approach based on a content analysis of the
interviews conducted with the seven members of
the teaching team was followed. A study acquires
a qualitative approach when one wants to under-
stand and deepen on the phenomena, exploring
them from the perspective of the participants in
anatural environment and in relation to the con-
text (Herndndez et al., 2010). Thus, qualitative
research enables the understanding of a concrete
reality through the analysis of the perspectives of
the representatives of a reality, in this case, the
members of the teaching team.

Measuring date of the

indicator: September 2017

For the collection of information, an
unstructured interview has been used with the
purpose of obtaining relevant information that
will help to evaluate the objective. The unstruc-
tured interview does not follow a pre-established
script and its sequence, as well as its formulation,
may vary depending on the subject interviewed
(Vargas, 2012). In this way, the interviewer asks
an open question and the interviewee is free to
delve into the subject. The question asked in
this case was: “What has been your satisfaction
with the teaching team to improve coordination
among teachers?”
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Once the answers of the seven professors
involved in the teaching team were obtained, a
categorization process was carried out to iden-
tify subjects through common patterns of the
terms most used in the answers. In this study
an inductive categorization is carried out, since
the categories are obtained once the information
has been collected, through the data based on
the examination of the patterns and recurrences
present in them (Chaves, 2005). Finally, the cat-
egories obtained are analyzed in order to know
the opinion of the teaching staff about their sat-
isfaction with the teaching team.

For the evaluation of objective 2, the stu-
dent satisfaction survey on the coordination of
the teaching staff, that takes place each academic
year the guarantee and quality system of the
University of Cddiz, was taken into account and
compared with the data obtained in previous
years (Manual of the guarantee and quality sys-
tem of the University of Cadiz, 2018).

5. Obtained results

Once the teaching team has been created and
developed during an academic year, the results
obtained through the carried-out activities and
decisions and the evaluation of the two objec-
tives are specified.

5.1. Carried-out activities and decisions

Teaching team meetings have been held peri-
odically to discuss different topics to improve
teacher coordination and help improve teacher
performance for both educators and students.
To this end, three face-to-face meetings have
been held and a continuous communication has
been maintained via email between the involved
teachers.

The activities and decisions that have
been taken in the meetings with respect to the
improvement of the teaching coordination of the
teaching staff have been the following:
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Coordination between teachers within the
same subject: It is still considered essential in
those subjects that are taught by several teach-
ers that there is good coordination between
them, working in common and making clear
what are the objectives of the subject and what
is the syllabus, thus preventing the student per-
ceives inconsistencies or substantial differences
between what is taught by each teacher.

In this sense, a meeting is recommended
before the course begins, as well as a calendar of
the subject about what is expected to be taught
each day. (In the same email, a calendar model
will be attached so that each coordinator can fill
it in with their subject).

A model is also attached so that the teach-
ers of the practical groups can comment on what
practices they are going to carry out and share it
with the theory teacher.

Midterm exams: There is debate about
the suitability of midterm exams in marketing
subjects. It is concluded that the partial exam
may be good for students and although it is the
coordinator of the subject’s authority to establish
what type of midterm exams are carried out in
their subject, each teacher comments on the type
of exam considered most suitable, opening the
possibility that instead of performing two exams,
only one is taken at the end of the subject and
that the student can be exempt from the final
exam. All this while not contradicting the 1B
card of the subject and the modification of said
card if it were the case.

Change of practical groups: The changes of
students in the practical groups is the decision
of the coordinator of the subject, being able to
choose this by the criterion that considers appro-
priate. What everyone agrees is that students
cannot be allowed to change groups without
control to avoid a substantial gap between the
number of students in one group and another.
Since the coordination of the degree, the basic
instructions on division of practical groups and
group changes were given, a fact that can be
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clearly verified in the minutes of the degree coor-
dination meeting.

Conferences: All those present agree on the
suitability of bringing speakers of interest, there-
fore, it was decided that anyone who knows any
professional in the sector that may be interesting
contact the coordinator of the degree to be able
to form a conference. On this subject, we are cur-
rently working to bring alumni who are working
to tell their experiences to the students, as well as
professionals from the sector.

Behavior of students in class: A debate is
opened on the suitability of common guide-
lines among teachers to deal with the behavior
of students in class. Therefore, it is specified
that ideally all teachers maintain at least some
basic behavior guidelines that do not vary much
between subjects. A PowerPoint file is attached
to the email so that the teacher can post it on
the Virtual Campus and communicate it to the
student on the first day of class.

To verify if the objective of improving
teacher coordination has been met, an interview
has been conducted with the 6 teachers who have
been more active in the teaching team.

In these interviews, teachers were asked
for their opinion on what the teaching team has
contributed as a help to the coordination among
the teaching staff. The conclusions are as follows:

+ Better communication between teachers
was necessary.

« It was necessary to carry out common
actions within the marketing and market
research area within the marketing degree.

+ It is appropriate to hold at least two coor-
dination meetings each year, one at the
beginning and the other at the end of it.

+  After the proposals there must be a control
to check the effectiveness and compliance
of the same.

Overlapping of content: It is necessary to
avoid on the part of the professorship the over-
lap of content with respect to another subject, as

much in the theoretical part as in the practical
part. The tabs of the subjects with the syllabus
are available to all teachers, if anyone considers
it appropriate to impart some specific content
that matches another subject, it is recommended
that they communicate it to the teacher of that
subject so that they have knowledge.

Updating subjects’ content and content in
digital marketing: It is also advised that for each
subject content is updated that the teacher con-
siders appropriate to adapt to new marketing
opportunities that arise, including digital mar-
keting in which the teacher will have to consider
when updating the content of the subject.

Practice for the subjects of the 3rd year of
the degree: The idea of carrying out a practi-
cal part related to each one of these subjects is
maintained for the 3rd year subjects. Specifically,
it deals with the subjects Product and Price,
Commercial Distribution I and Commercial
Communication I, it is based on the realization
of a food fair. The generic proposal that was
made in this 2015/2016 course will be sent in the
same mail of the minutes so that it is taken into
account for the next course.

To ascertain whether the objective of
improving teacher coordination has been met,
a survey and an interview have been carried out
with the 6 teachers who have participated more
actively in the teaching team.

To check if the objective of improving
teacher coordination has been met, an appoint-
ment has been made with the 6 teachers who
have been more actively involved in the teaching
team to obtain information.

In this way the faculty was asked if the
participation in the teaching team has been use-
ful to improve and solve problems in teaching
and if they saw fit to continue doing it in the
future.

The result was positive and, in general,
the importance of making common decisions in
teaching was highlighted to avoid duplications,
improve the content of the subject and comple-
ment practical exercises between subjects.
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5.2. Objective 1 evaluation

Then, as previously specified in the methodolo-
gy, the responses of the seven professors are ana-
lyzed in order to know their satisfaction with the
development of the teaching team for the coordi-
nation of the teaching staff. In the answers a total
of 5 categories have been identified: Experience
with the teaching team, carried out activities,
goals achieved, communication between the
teaching team and future perspectives.

About the experience with the teaching
team: in general, the teachers have considered
it very positive, highlighting that it should have
been done previously and they have felt com-
fortable working together with their peers, even
better than initially expected when the creation
of the team was proposed.

Regarding the achievements of the teach-
ing team, the teachers highlighted an improve-
ment in motivation and commitment, being able
to put their ideas and knowledge into practice
with the other peers and verifying that the coor-
dination situation between them was generating
greater ease and improvement in teaching. Some
professors have also highlighted the importance
of the team in the proposal of decisions and in
the resolution of problems, being able to share
their experiences with colleagues and thus pro-
posing joint and common proposals and solu-
tions. Finally, some teachers also positively val-
ued a more active contact and communication
among teachers.

Regarding the activities carried out by the
teaching team, most of the teachers have high-
lighted the proposal of common guidelines on
the behavior of students in class, since it was a
problem that had been occurring for years in the
classrooms and it improved ostensibly with the
proposal of common patterns of behavior among
the involved teachers. The other two most men-
tioned activities have been the improvement of
the coordination of the teaching staff within the
same subject and the proposal to avoid the over-
lapping of contents between the different subjects.

, 100 © 2019, Universidad Politécnica Salesiana, Ecuador.

Dr. Miguel Angel Sanchez Jiménez / Dr. Araceli Galiano Coronil

On communication there has been a
greater discrepancy among the teachers. As pre-
viously mentioned for the communication and
the contact of the teaching team, three face-
to-face meetings have been held along with
the one made through the e-mail. For some
teachers, communication has been adequate for
the development and good functioning of the
team. Others, however, consider the need for
more face-to-face meetings to solve problems
that arise during the course. Finally, others con-
sider that there are too many meetings and that it
would be enough to have only one meeting at the
beginning of the course and that the rest can be
done through electronic means or specific meet-
ings with a member of the team.

Finally, on the future perspectives the
answers have been very encouraging since the
seven teachers have specified their commitment
to continue belonging and participating in the
teaching team for further courses. In addition to
this, they have proposed to talk positively about
the need to train teaching teams with other
teachers from other areas.

Based on the responses and opinions issued
by educators who are members of the teaching
team, it can be said that the creation and devel-
opment of the teaching team has led to greater
teacher satisfaction with their coordination, the
only point to develop the form and periodicity
communication between the teaching team.

5.3. Objective 2 evaluation

It has also been considered pertinent to check
whether, under the prism of the students, there
has been an improvement in the coordination
between the teaching staff.

The assessment of the students with the
coordination of the teaching staff can be verified
through the document manager of the guarantee
and quality system of the University of Cadiz,
specifically in the Procedure (P08) “Procedure
for the evaluation of the satisfaction of the
groups of interest”. The data of this assessment of
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the students of the coordination of the teaching
staff was the lowest indicator that the degree had
with a 2.08 out of 5 for the 2015/2016 course.

In the new academic year 2016/2017 we
have verified that the assessment of the coordi-
nation of the teaching staff by the students is of
2.38 out of 5, 0.3 percentage points more than in
the past year. This assessment is encouraging, but
it is recommended that it continue to be tested
throughout future courses as the teaching team
consolidates itself.

6. Conclusions

Currently, if Spanish universities want to culti-
vate quality and excellent education, they must
incorporate teacher coordination into their cur-
ricular plans. This innovative didactic tool is a
very important instrument not only to stimulate
personal relationships and teamwork among
teachers, but also to promote cooperative learn-
ing of students, and therefore, their future inser-
tion in the labor market. To achieve this goal, two
things are fundamentally needed. The first is to
establish normatively elements that encourage
the coordination of educators in the develop-
ment of their academic performance, and the
second to design a collaborative teaching model
that enriches the subjective well-being of teach-
ers through the content of the subjects and the
promotion of use of new technologies (ICT).
Regarding the case in this study, it can be
confirmed that the experience with the teach-
ing team has been really positive. Through the
established procedures for its development, it has
allowed the professors a greater and better coor-
dination among them, being able to complement
and help each other in the different subjects,
contributing common ideas and thus facilitat-
ing the work. In this way they have been able to
establish a better coordination between teachers
of the same subject, establish common criteria
based on midterm exams, changes of practical
groups, conducting conferences and behavior
of students in class. The teaching team has also

allowed for a better teaching performance of
the teaching staff, thus avoiding the overlapping
of content in the different subjects, updating
their contents and establishing practical activi-
ties common among the subjects. In addition to
the improvements from the focus of the teach-
ing staff, the teaching team has also allowed the
students to have perceived a better teacher coor-
dination of the teaching staff and a better per-
formance in the teaching of the different subjects
involved. The only section where there has been
more discrepancies between the teachers and
the one that should be taken into account in the
future for their development is about the contact
and communication between the teaching team,
since some teachers consider the three face-to-
face meetings carried out in the team during the
course to be insufficient, while others consider it
excessive, preferring more contact online or in
specific situations.

In this way, it can be highlighted that the
formation of the teaching team has increased the
satisfaction in the coordination in the educators
and in the future graduates. However, it should
be noted that the teaching team is of scarce cre-
ation, performing the work for more than one
academic year. Although the first evaluations
are positive, it is still pending to examine how
it evolves over time and check whether positive
results are still achieved, both from the point of
view of the teaching staff and the students.
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Abstract

The present article exposes the development
of the school of the Zapatista movement, which builds
its educational proposal from the community, based on
ancestral wisdom to link it with contemporary thought.
The aim of the Zapatista education is to train genera-
tions in the practice of autonomy and self-government
in order to preserve its indigenous dignity. This experi-
ence is not a model, nor does it fit into other peda-
gogical movements. Although it is original, Paulo Freire's
ideas can be distinguished such as his alphabetize to
understand the world and transform it. In this sense, the
Zapatista school is anti-capitalist and is not governed by
the rules of the market that grants titles to students to
earn for money; it is not merchandise because nobody
pays to learn and nobody charges for teaching; it is not
part of the State either, because each town determines
the curricular contents to use the knowledge and
develop the collectivization of the field, promote coop-
eratives and the communal stores. Unlike the globaliza-
tion trend of schools that promote the entrepreneurial
mentality, merit and self-employment; Zapatista educa-
tion aspires that young people serve their people, be
supportive and that knowledge does not imply social

hierarchy. The experience in a Zapatista community and
the interviews with promoters of education, allow us
to understand that the Zapatista school is still under
construction and must avoid the bureaucratization and
homogenization proper to capitalism.

Keywords: School, zapatismo, education, com-
munity, autonomy, emancipation.

Resumen

En el presente articulo se expone el desarrollo
de la escuela del movimiento zapatista que construye
su propuesta educativa desde la comunidad, basados
en la sabidurfa ancestral para ligarla con el pensam-
iento contempordneo. El fin de la educacion zapatista
es formar generaciones en la prdctica de la autonomia
y autogobierno para conservar su dignidad indigena. La
experiencia no es un modelo ni cabe en otras corrien-
tes pedagdgicas. Aunque original, en su base pueden dis-
tinguirse las ideas de Paulo Freire de alfabetizar para leer
el mundo y transformarlo. En este sentido, la escuela
zapatista es anticapitalista y no se rige por las normas
del mercado que expide tftulos para cambiarse por
dinero; no es mercancia pues nadie paga por aprender
y a nadie cobra por ensefiar; tampoco es un aparato de
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Alteridad, 14(1), 103-114. https://doi.org/10.17163/alt.v14n1.2019.09



Estado, porque cada pueblo determina los contenidos
curriculares para usar el conocimiento y desarrollar la
colectivizacién del campo, impulsar cooperativas y las
tiendas comunales. A diferencia de la tendencia global
de escuelas que promueven la mentalidad emprend-
edora, del mérito y de autoempleo, en la educacién
zapatista se aspira a que los jévenes sirvan a su pueblo,
sean solidarios y que los conocimientos no impliquen

1. Introduction

This article presents an approach to the Zapatist
educational experience. In principle, it is estab-
lished that the path until 2018 does not corre-
spond to the logic of linking education with the
objectives of the Government. It is an attempt
to overcome the postulates of Louis Althusser
(2003) who sees the school as an ideological
apparatus to reproduce the values of the groups
in power. One evidence is the lack of unique-
ness in the curriculum and teaching methods of
each community. Teaching seeks a more autono-
mous, active, creative and liberating learning; in
which dignity matters more than the commer-
cialization of professional titles. The quality and
evaluation criteria related to the efficiency and
control of industrial productivity do not exist
in its school. It is not an education to promote
the entrepreneurial and individualist ideology
of human capital as a solution to all problems.
On the contrary, it is a proposal built from the
communities to emancipate themselves from
capitalism and, according to Zapatism, from its
four wheels: exploitation, dispossession, repres-
sion and contempt.

The analysis arose from the coexistence
in a community of Acteal with assistance to the
Zapatist school, from the Rebeldia magazine,
from some communications from Sub/com-
mander Marcos and from texts of research and
analysis about the Zapatist educational practice.
The foundations of the Zapatist formation and a
discussion about the current capitalist school are
presented in the structure of the text. The aim
is to characterize the meaning of the Zapatist
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la jerarquizacién social. La vivencia en una comunidad
zapatista y las entrevistas con promotores de educacion,
permiten entender que la escuela zapatista sigue en
construccién y debe evitar la burocratizacidn y la homo-
geneizacién propias del capitalismo.

Descriptores: Escuela, zapatismo, educacidn,
comunidad, autonomfa, emancipacion.

teaching, which includes a brief historical over-
view of popular education in Latin America. The
experience of the Zapatist school that designs its
curriculum and contents from each community
is detailed below. The final section of the article
presents the reflections of its proposal and some
of its difficulties. The features of public educa-
tion as right and not a commodity and orientat-
ed towards the goals of autonomy of the Zapatist
movement are also highlighted.

2. The Zapatist school in the
context of globalization

Zapatist education emerged after its armed
movement and the establishment of 38 autono-
mous municipalities in 1994, as a political fact
to form the population in the consciousness for
self-government, difference, gender equality, care
of their territories, economic independence and
food self-sufficiency. In the Third Declaration
of Selva Lacandona, the Zapatist National
Liberation Army (EZLN, 1995) called for a
National Liberation Movement to design a new
Constitution and a transitional government, and
to prevent the sale of the ejido to private indi-
viduals. It demanded an economic program in
favor of the workers and peasant collectives, the
main producers of wealth, and for the autonomy
of the indigenous peoples that recognizes their
social, cultural and political organization. Since
its appearance, in the First Declaration of Selva
Lacandona (EZLN, 1994) Zapatism expressed its
renunciation of the seizure of power, of being
vanguard, of charging to govern, and expressed
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that they would disappear when the causes of
their insurrection are eliminated.

To understand the practice of the Zapatist
school, it is convenient to distance oneself from
the rhetoric that considers schooling as an instru-
ment for material and social development of the
countries, especially since the 1960s. In 2018
the school that certifies for the world of work is
shown as a fetish for the solution of all problems.
In the absence of empirical evidence that educa-
tion is equal to economic and human progress,
the idea of Ivan Illich (1989) of de-schooling the
world is reborn. In Mexico, each new govern-
ment implements educational reforms and little
changes. There is no jocular comment that the
recurrence of such reforms shows their useless-
ness (Tyack and Cuban, 2001). For example, the
modification in the law on working conditions
for teachers in 2012 is justified because it means
that it will improve the teaching work and the
operation of the school to achieve educational
quality, and thus resolve the conflicts generated
in society, still called capitalism.

In the 21st century, amid the happy songs
of the success of globalization, the dispossession
and exploitation of nature persists; profits are the
axis of the economy and not for the service of
the families, the transnationals control the coun-
tries and the presidents become managers; the
inequality of the distribution of income is accen-
tuated; biotechnology and information tech-
nology increase unemployment (Silva, 2018).
How to solve it? It will say the official rhetoric:
“forming high quality human capital in schools”.
It is believed that the school with subjects such
as vocational guidance, sex or road safety edu-
cation, will be able to solve the disconnection
profile of egress-work, road accidents or vene-
real diseases. Without missing the promotion of
universal values related to capital, synthesized in
the profile of entrepreneurial subjects capable
of self-employment. Appropriate strategy in the
context of job cuts in the private and government
sectors, plus the increase in labor subcontracting
policies that decrease benefits, there is only the
alternative of working on their own.

This is what the Mexican Government
proposes in the Sectorial Education Program
2013-2018, Strategy 1. Democratize Productivity:

5. Promote and encourage the entrepreneur-
ial vocation (...) as a professional option (...)
looking for synergies (...) of human capital
formation (...) 15. Strengthen the national
system of labor competencies (...) (certifying)
productive, educational and labor initiatives
and training (pp. 52-53).

The hegemonic discourse in Mexican
schools renews the notion of ideological appa-
ratus of Althusser (2003), because the school
reproduces the interests of the State. Does the
curriculum in competitions do not correspond
to the demands of the globalized business com-
munity? Is quality in education measured with
the parameters of production or with the qualita-
tive, non-measurable criteria of classroom daily
life? Or does the evaluation of teachers escape
from the indicators of efficiency and productiv-
ity typical of the industry that manufactures by
piecework? Or the predominance of the student-
centered teaching model, which is not very novel
when compared to the new school?

But not all is lost. There is a critical peda-
gogy that locates the problem of education in the
political, not in the technical. After analyzing the
ideology that underlies teaching processes, they
understand schools as spaces of resistance and
generation of alternative community projects to
state power (Giroux, 1992, Apple, 1997). They
postulate that the renewal of teaching cannot be
separated from social rethinking, based on Freire’s
ideas, a critical and emancipatory education is
attempted, because domination is not total. And
the teacher must be a transforming intellectual
(Giroux, 1997). The institutional analysis provides
the notion of pedagogical self-management which
means the teachers’ refusal to transmit mes-
sages in the classroom and aspires that the stu-
dent decides the methods of learning (Lapassade,
1977). Finally, the concept of resistance in the
school, a space of contradiction and conflict,



imagines that alternative cultural practices and/or
opposition to hegemony can be generated.

The antipodes allow us to ask ourselves
if education ever served society. In the his-
tory of Mexico appears the ideal of the 1910
revolution to promote a sovereign and inclusive
national development. In rural Mexico, teachers
at that time disseminated practical agricultural
knowledge according to the region and tried to
solve the problems of the community (Vaughan,
1997). Tannery, popular songs, physical educa-
tion and dance were also taught. The image
of those teachers was professional, honest and
committed to a national education heir to the
principle: the land belongs to those who work
it. However, the cultural missions promoted by
José Vasconcelos that under the notion of civili-
zation to integrate the indigenous sector, tried to
deprive native peoples of their identity.

Jumping to the sixties, in the world there
were experiences like the Experimental Institute
of Oslo that questioned the logic of the bureau-
cratic school and posed: non-compulsory atten-
dance to the classes; program and teaching meth-
ods discussed between students and teachers;
teaching freedom. The proposal arose from failed
high school students who decided to establish a
non-traditional school. Teaching would be free
and without the oppression of regulations, seek-
ing to form autonomous and democratic people
(Jorgensen, 1997). It would be as simple as the
aspiration of an education opposed to the logic of
reproducing the single thought and of obedience
to the rules, because school alone cannot modify
social ills. In other words, without social reform
there is no educational reform; or vice versa.

To close the section, since 1875 Marx
wrote that education is not the same for all social
classes. He ironized the feasibility of forcing the
bourgeoisie to study in the modest public school,
the only one accessible to the proletariat and the
peasantry. For Marx (1986) the State should not
be responsible for popular education, beyond the
delivery of resources and regulate the conditions
of the teaching staff, but the people must educate
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the State. It seems that such deliberations were
understood by the Zapatists.

3. The attempts to define
Zapatists education

One of the proposals to characterize the Zapatist
teaching is to link it with popular education and
the thinking of Paulo Freire, when he proposes
literacy essential to know the world, name it, so
that people learn to say their word and try to
transform it. It is an education for the people
in search of the emancipation of any tutelage,
subordination, dependence or servitude. It is
not the people in the abstract, it refers to peo-
ple who live in social, political and economic
marginalization. For Freire (1997) “rebellion is
an indispensable starting point” (p.77) against
injustice. In the indigenous case, to get out of
oppression, discrimination, even racism, that
they have suffered in Mexico. Therefore, with-
out ambiguities, Zapatist education aspires to a
school with a political pedagogy for peace, civic
education for the sake of building community
power, self-government and non-commercial
education. Achieving it implies that the contents
and didactics arise from the people to be trained
with, by and in the community.

In Latin America, popular education
has a long tradition. According to Gémez and
Puiggrés (1986) nationalist and popular peda-
gogical practices in the continent exist, at least,
since 1935. In their recount they point out that
Lézaro Cédrdenas in Mexico promoted this edu-
cation. In 1946 in Guatemala the Ambulatory
Cultural Missions were instituted to reach the
entire nation. The cult of patriotic symbols and
values, knowledge of the Constitution and the
meaning of the revolution spread. In addition,
hygiene, prevention and cure of diseases, notions
about pregnancy and childbirth, agricultural
techniques and crop rotation were promoted.
They took care of promoting sports, music,
cinema, theater. Although they did not have the
expected effect, the Missions were formed with
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a multidisciplinary team (currently in vogue, as
if it were a novelty): a teacher, a medical student
last year, an agricultural expert, an army officer
and an indigenous interpreter.

Along the way, Gomez and Puiggros
(1986) highlight the experiences of Bolivia (1938
and 1954), Colombia (1947), El Salvador (1974),
Cuba (1960) and Nicaragua (1980). They claim
that in 1961 the discourse of the pedagogy of
liberation was elaborated; and from 1976 to 1983
the school was a space to fight against dictator-
ships. Criticisms to the education that forms obe-
dient, individualistic people, the capitalist ideol-
ogy and the scientific, technological, cultural and
economic dependence of Latin America stand
out. The alternative is generated from the mar-
ginalized community and society, by free educa-
tion, by the defense of culture and the equality of
women. The emphasis of popular education was
the ethnic and indigenous as it was in the Andean
countries. The sources that make up this current,
among others, are the theology of liberation,
action research and popular communication,
according to Goémez and Puiggros.

In this context, for Torres (2012), the
Zapatist school, which calls itself true education,
takes up Freire’s postulates about humanization,
the liberation of oppressors, the political nature
of teaching and its perspective of transforming
power structures. It is an education for praxis, with
linguistic and cultural heterogeneity, with a criti-
cal and radical pedagogy. Consequently, Zapatist
education is of collective participation, claims to
be indigenous, establishes bonds of solidarity and
shared responsibility in their peoples. The school
curriculum is designed from the community and
in congruence with the Zapatist demands of the
1994 rebellion, they gather the oral knowledge of
the elderly. The promoters of education prepare
the didactic material of the stories, guides and
books, in collaboration with external advisers.

Another characterization of the Zapatist
school is Baronets’ (2010, 2011a, 2015), who
conceives it with indigenous autonomy, hori-
zontal relations in education, the democratiza-
tion of school management, a contextualized

teaching related to the social, ethnic and politi-
cal identities of the peoples. They are schools
of resistance and emancipation according to a
political-regional project in each autonomous
municipality, based on pedagogical principles of
praxis and common sense. There is no teaching
model of study programs, but constant construc-
tion. Baronnet agrees with Muifioz (2004) in
that those in charge of education in workshops
integrate the demands of knowledge in reflec-
tion and analysis groups in the communities that
are ratified by the assemblies and the municipal
authorities. Hence the name of true education,
because it is developed against colonialist values
and behavior. It is about rescuing the traditional
historical memory of the people and culture
with the participation of families. This allows
the Zapatist school not to be the main instance
of political socialization, because in everyday life,
children participate in public events, assemblies
and social mobilization. Finally, for Baronnet
(2011a) the educational ideology is integrated
with the thinking of the left of Che Guevara and
Friere; and in teaching they follow some active
pedagogical practices of Celestin Freinet.

It is not intended to express a model
of Zapatist education with this brief account.
However, political and philosophical principles
are detected, such as popular education, Freire’s
emancipatory idea, the curriculum drawn from
each community, education as a matter of fami-
lies, the school, the authorities and the EZLN.
The relationship in the classroom is horizontal,
not authoritarian and active. It is a theoretical-
practical training because it combines the school
with the work in the community; it is a non-
commercial education, because people are not
paid to teach or to learn; neither are titles sold to
be exchanged in the labor market.

4. The Zapatist educational
experience

From the voices of Doroteo, Abraham, Artemio
and Gerénimo members of the JBG and the



administration of the peoples, it is established
that the Zapatist Autonomous Education System
of National Liberation (SERAZLN) began in
1997 in La Realidad, in the Autonomous Zapatist
Rebel Municipality Libertad de los Pueblos Mayas
(EZLN, s.f.a). From before 1994 they understood
that official education and its methods were
not compatible with their efforts of autonomy,
since it was a matter of instituting an education
for and by the people. For starters, there was no
recipe or resources. Nor were they satisfied with
the work of the teachers sent by the government.
In San Juan de la Libertad they chose to orga-
nize a secondary school with people who studied
high school, and even a teacher. The aim was
to take advantage of the fact that with the girls
and boys graduated from primary school, the
new educators would be trained. Then the group
Escuelas para Chipas supported the construc-
tion of classrooms and ended up in the Zapatist
Autonomous Rebel High Schools (ESRAZ).
After reflecting, they decided that mathe-
matics, reading and writing could not be changed
because of their universal scope. But in history if
they modified the themes. They included the
trajectory of the EZLN and other social move-
ments. Then the parents of the people were
asked what the Zapatist children needed to learn
in each community. Other content and name
changes were made in Spanish and natural sci-
ences. They were renamed languages and life
and environment, respectively. “Integration” was
added to various topics that did not cover the
subjects, such as the 13 demands of their upris-
ing. Also, the notion of subject was replaced
by area. In the municipality of Ricardo Flores
Magoén they developed the “true education docu-
ment”, understood as rescuing the knowledge of
the people, to know its history. With the support
of the civil society of compatriots and interna-
tionalists, the plans and study programs and the
teaching materials were elaborated. Then they
considered how to evaluate the learning of the
boy or girl. They agreed that in the autonomous
school the report cards and certificates of study
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were dispensable. Also, they discarded the exams
because the learning would be verified in the
development of their work in a position.

Another challenge for the autonomous
education was the formation of promoters a
of education, which was possible with the col-
laboration of the group Semillitas del Sol, from
Mexico City. The training lasts six months, an
evaluation is applied and if someone does not
show full knowledge of the area, they study two
more months. Then the Compafiero Manuel
Formation Center was created. They were called
promoters because they did not attend normal
school to train to teach. With the creation of the
Juntas de Buen Gobierno (JBG)! in August 2003,
the SERAZLN structure was consolidated and
the construction of schools increased. In primary
school, three levels are taught, and they learn
to read and write. In the municipality of Che
Guevara students left their communities and
lived a period of more intense study.

For Zapatism, the autonomy of the school
begins with the economic, ideological and educa-
tional independence of the Mexican government.
The construction of its educational system in the
pedagogical and material derives from the soli-
darity of the peoples of the world. The purpose
and meaning of the Zapatist school is not train-
ing for work, but understanding its history, its
culture and its worldview. The desire is to train
indigenous and non-indigenous professionals to
help their communities, aimed at strengthening
the construction of their political, economic,
social and cultural autonomy. In summary: “We
can educate with the students, who educate us,
in order to educate ourselves about who we are
for life and thus build those many worlds that
we all dream of” (SERAZLN, s.f., par.2). Schools
receive financial support and are administered
and monitored by authorities from the people.

The contents of Zapatist education are
designed based on the purposes that gener-
ated their rebellion: health, roof, land, work,
food, education, independence, democracy, free-
dom, justice, culture, information and peace
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(EZLN, 1994).The equivalent of the curriculum
of Zapatist education is completed with the daily
knowledge of their communities and the pro-
posal of each one of the necessary subjects for
their sons and daughters to learn. In the classes
the reality of the country, the ways of coexistence
and the language of the people are studied. As
in the SERAZLN the differences are respected,
the areas of knowledge vary according to the
community and are divided into: languages,
mathematics, natural sciences, social sciences,
humanism and production, which covers the
care of the environment, with the same number
of hours of study a week. In secondary school,
the development of their peoples and of global
events are examined.

In La Garrucha, in the Tzeltal jungle,
in 2008 the educational dynamic was renewed
when the Semillita del Sol school was established,
organized on three levels. They start by teaching
children to write and draw, going through under-
standing the demands of the Zapatist movement,
until analyzing communications, denunciations,
organization of their government, the reasons
for their struggle and the achievement of their
autonomy. It includes knowledge of the sustain-
ability of the territory. A transversal issue, as is
common in current curricula, is agroecology
because it is a concern in the communities.

The motto of the Zapatist schools: “That
there be a real education and that it be for all”,
under the principle of educating the student with
the collective conscience, group learning didac-
tics and non-directive. It is an ideal to learn in
freedom, oriented towards each child reaching
knowledge in collaboration with promoters, in
an environment without abuse. If the Zapatist
education is part of their resistance and the dis-
semination of their Zapatist philosophy, therefore,
it is intended that the students reflect “(...) on the
struggle, since the main objective that we propose
is that (...) have a different vision of the life. That
they do not make an individualistic life” (Mufoz,
2004, p.10). Upon graduation, young women and
young people are asked to support the tasks of
agroecology, in distribution centers, in pharma-

cies or in alphabetizing. The formative interest of
the school focuses on serving the people, not to
work in favor of capitalism; neither to differenti-
ate between those who know more and avoid the
hierarchy of capitalist education.

An advance of the Zapatist school is the
assistance of girls to educate themselves and
combat marginalization. In the certificates of
the ESRAZ comes the legend: “For what our
Educational System recognizes its effort, its con-
tributions to the resistance struggle and invites
you to share with our people, what the people
have given (...) a liberating education, (...) sci-
entific and popular! I put myself at the service
of my people” (Marcos, 2003, par. 21). There are
two evaluations: A (approved area) and ANA
(area not approved). The school is free, and the
education committees ensure that each student
has a notebook and pen.

For a non-differentiating education grades,
exams or certifications aren’t needed. The impor-
tant thing is that the Zapatist youth applies their
learning and their reading and writing skills in
their daily and community life. Of course, differ-
ent to the competences arising from the industry
that in the schools models the graduate profile
for Toyotista production (Silva, 2016). By the way,
competences decided from Europe through the
Tunning project, distant from the knowledge and
contents decided from the community congruent
with their understanding of reality. Reading and
writing skills are useful for women to develop
their tasks in the JBG. To govern, titles and aca-
demic degrees are not required. Unnecessary to
keep the accounting of the expenses of the JBG
or in the training of the midwives, yerberas and
hueseras. It also serves women when they work as
zone coordinators or education trainers.

5. Men and women who make
non-mercantilist education
possible

To support that Zapatist education is not subject
to trade, the comments of my interview with three



promoters and of Oventik, in addition to conver-
sations with an Acteal family during my atten-
dance at the Zapatist school in January 2014 are
exposed. The EZLN called to live with their sup-
port bases in their communities to learn through
their teachings, their thoughts, and their freedom,
the successes, errors, problems and solutions,
the advances and obstacles of their autonomy
(Moisés, 2013). The EZLN also produced “text-
books” for attendees to study how they have built
their self-government, the participation of women
in politics, their advances in health and education.
The families provided us with room and food. We
share their productive activities, political meetings
and talk about their resistance.

Thus, the community assembly elects
those who educate in the Zapatist school and
will be dismissed according to the criteria of the
vigilance committee. They call them promoters
of education, because they were not trained in
some official normal, but with the people with
teaching capacities in their towns. Acceptance
to teach is voluntary and is part of a commit-
ment to educate for liberation and struggle. He/
she does not receive a posting and must work in
the field, because he/she is committed to work
for the support of the school (Baronnet, 2011b).
Being a promoter of education is not a way to
achieve economic solvency, nor privileges in the
community. As Johnny, promoter of education,
says: “(...) We work for consciousness nothing
else and the conscience is what we earn ... we do
not charge anything, because it is free” (Hijar,
2008, p.147).

The livelihood of the promoters consists
of the community helping them with food,
clothes or they work in the plots of their rela-
tives during the holidays, in the elaboration of
handicrafts or poultry farming. Therefore, edu-
cating implies the dedication to disseminate the
Zapatist political, social and economic project
that seeks autonomy and self-government. In
summary, we do not work for capitalist eco-
nomic remuneration. As Marx and Engels (1985)
pointed out, the bourgeoisie with money buried
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personal dignity by converting the doctor, the
jurist, the poet, the priest, the man of science into
wage-earners.

In the ESRAZ the promoters coordinate
the school collectively and in a rotating way, they
decide the school activities based on consensus,
among many things, how to work. Thanks to
their autonomy they determine the pedagogical
and administrative issues. A form of teaching is
through generating questions, taken from Freire,
and the questioning of real-life issues, this pro-
duces the themes to be developed in the class-
room. As a group, the student deliberates how to
answer the questions to learn, supported by the
review of documents, the observation of their
environment or the development of experiments.

In its global perspective, the Rebel
Autonomous Zapatist Center for Spanish and
Mayan Languages CELMRAZ) welcomes people
who wish to learn Tzotzil and Spanish. Without
high tuition or limit the offer of languages to
English as a lingua franca. As a solidary attitude,
only three days of minimum wage are paid from
the country where they reside and work, plus 150
pesos for food. In addition, they grant meals and
housing, because the principle of CELMRAZ is:
“We do not make the language one more com-
modity” (s.f., parr.2).

6. The organization of lessons
and training for political
autonomy

Regarding the lessons, the Zapatist peda-
gogy establishes the activities according to stu-
dents and promoters, the schedules are flexible,
and it is not restricted to a physical space. The
sessions seek the collective construction and the
animation of activities. As a result, videos of the
Zapatist struggle are displayed; the spaces where
economic projects are developed are visited;
coexistence and joy are promoted with songs,
dances and debates; volunteer work is invited in
the library or in the sowing. The conversation
and the collective reflection are encouraged.
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The goal is to achieve the autono-
my it implies for Zapatism, as synthesized by
Adamovsky et al. (2011), the way of doing poli-
tics independently of the political class and its
parties, rejecting authoritarianism and the rela-
tions of domination of daily life; the diversity
that questions the hegemony of any kind; in favor
of self-management and self-determination; and
the emancipation of capital. They refuse to no
longer be indigenous peoples and to be colonies
of the landowners. In their form of government,
the Zapatist indigenous communities are guided
by the command-obeying. The people command
and the authorities obey, there is no payment for
governing and the posts are rotating and elected
by the assemblies. Lopez (2011) condenses the
demand for autonomy of the indigenous move-
ment: they demand collective rights for their
peoples; the transformation of the State; they
claim their territories and the ownership of their
natural resources; the recognition of their forms
of government and the administration of their
own justice; respect for their culture.

In summary, Zapatism intends to educate
for liberation based on the experiences of the
communities. The structure of the tiered schools
does not imply the rigorous division by age.
This allows a coexistence in the classrooms of
students of different ages and reinforces Freire’s
principle that no one educates anyone, and
nobody educates alone. Zapatist education aims
to achieve that young people in the communities
identify with their past and present indigenous
history, accept the difference between people and
preserve their language. It is about educating to
form in autonomy a new way of doing politics,
direct democracy and rejecting that the land is
an article to be sold to the highest bidder.

7. Reflections on the Zapatist
school

Zapatist education fulfills three concepts absent
in market globalization: 1) it is public, because
it is designed from the people and is a right;

2) it is free, because it does not depend on the
State or the transnationals of money or culture
to design its curriculum, nor does it certify the
student body to be one more file in the archives
of the school bureaucracy; 3) doesn’t have a
cost, nobody pays to attend school, and nobody
charges for teaching, so education is not a com-
modity. It does not correspond to the academic
capitalism that in summary means: to carry
out activities in the universities and the aca-
demic plant to respond to the economy based
on knowledge, and those who investigate must
obtain financing for their studies, in general,
according to the sciences and disciplines related
to the market. Thus, the humanities become
unnecessary sciences for competitiveness, pro-
ductivity and economic growth. Knowledge is a
good to be marketed and generate profits of, as
with patents (Maldonado, 2016).

A contribution of the Zapatist school is
that it does not follow the linearity of the degrees
to exercise a profession. In the logic of the social
hierarchy and the merits, to be a doctor or a
teacher, you need to study in specialized schools.
In the Zapatist territory, yerberas, hueseras and
midwives are formed to take care of the health
of the inhabitants. To educate, promoters are
trained, regardless of the academic degrees. The
only requirement is that they know how to read
and write, plus the language of the community
and Spanish. The hierarchy is annulled with the
denial of differentiation, and the meritocracy is
replaced by the will.

The Zapatist education is not lived by the
communities as a fetish to cure all social ills.
Unlike the fashionable discourse of any neolib-
eral government that focuses on quality educa-
tion (whatever this means) the solution to its
problems, in the Zapatist experience it is a part
of the political, economic, cultural and ideologi-
cal resistance. Autonomous education is linked
to self-government, the self-management of col-
lective production projects, the strengthening of
identity and the creation of its means of dissemi-
nation. In the midst of material deficiencies, they
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advance in the processes of ideological eman-
cipation and consolidation of their democracy
from below. For this, computers, cannons and
Power Point presentations are not indispensable.
Neither are the round tables in the classrooms,
fashionable for Piaget’s constructivism, nor the
well-painted walls, because their problem is
political, not infrastructure.

The development of the Zapatist school
continues because it is a demand for its uprising
included in the San Andrés agreements. These
signed in 1996, with a commission of nego-
tiation with the federal government to solve the
armed conflict, but that was not endorsed by the
former president Ernesto Zedillo. As a result, the
right of indigenous communities to implement
an education in accordance with their culture
and worldview was not legislated. On the other
hand, the Law of Concord and Pacification was
created in November 1996 to guarantee the
transit through the country of members of the
EZLN, while they did it unarmed and without
calling for violence.

In this context, the EZLN organized its
education in a direction contrary to the plans of
the Mexican State. As mentioned in the Education
Sector Plan 2013-2018, official education aims to
train entrepreneurs with a business mentality. In
addition, in 2017 it disseminated an educational
model for basic education that includes high
school. The use of information and communica-
tion technologies in the classroom is privileged;
also learning throughout life to recycle the labor
force according to the demands of the produc-
tion sphere. In the aforementioned model, the
relevant contents refer to: financial education,
programming, robotics and entrepreneurship
skills (Secretary of Public Education 2017, p.76).
As if there were no context of financial specula-
tion, the substitution of human work for robotics
and automation, plus the increase in precarious
employment, the government reproduces the con-
tents suggested by international financial organi-
zations. Education continues to be seen from
an instrumental focus at the service of produc-
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tion and employment (Silva, 2016). However, the
elected president, Andrés Manuel Lépez Obrador,
expressed his opposition to neoliberal education.
He promised to improve the working conditions
of the teaching profession, increase enrollment
in higher education and scholarships for high
school. But in the context of the rulers there is no
autonomous or emancipatory education, only the
supposed national development.

Therefore, the Zapatist school does not
follow the path of becoming a state apparatus,
because it is created, recreated and conducted
by the members of the community. It does not
propagate a discourse of domination or obedience
of political or economic power. It is their process
they do not want to impose it, but to convince.
The education-production nexus is not aimed at
forging salaried labor, but at the development of
the collectivization of the countryside, the consti-
tution of cooperatives and communal stores. In
their needs, students and promoters work in the
milpa to harvest self-consumption food. So, they
collaborate for the maintenance in the secondary
schools that are shelters.

It is convenient to return to the meaning
of the article: Zapatist education as a move-
ment of resistance to the educational policies that
exclude neoliberal globalization. It is the attempt
to build an anti-systemic school, because it does
not respond to the logic of rankings, terminal
efficiency and the link with employment. Without
certifications or qualifications, it is formed to
serve the community, not the employers. In this
sense, the difficulties of the Zapatist school are
concentrated in the infrastructure and resources
to maintain them, not so much in their educa-
tional philosophy and their autonomic goals.
However, the promoters of education have faced
the mockery of the official teachers who infiltrate
the Zapatist zones and accuse them of not know-
ing how to teach. The effect is the resignation of
promoters (EZLN, s.fb). They also face the loss
of the mother tongue because the official schools
promote the English language. To counteract
this situation the teaching of Tojolabal, Tzetal or
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Tzotzil is reinforced. Or the inequality of women
as responsible for the promotion of education.
Baronnet (2011b) records that promoters rec-
ognize their lack of pedagogical training and,
on occasion, use ineffective and tedious literacy
methods, but they are also critical of their prac-
tice. In the Emiliano Zapata rancheria a promoter
wants to resign because he needs more support
and collective participation to carry out his work.
Another problem is the failure of people in the
community to provide food and firewood; and
although there is collaboration from the people
to work the milpa, it is not always enough, as a
result, some promoters cannot combine teaching
and agricultural cultivation.

In sum, the educational desire of the Zapatist
movement is an experience that is renewed so as
not to be institutionalized. From the capitalist
and western schools, they radically changed the
contents, the idea of being human and society.
Although they apply multiple choice exams to
know the learning level, they do not qualify and
do not reproduce the logic of differentiation and
rewards, such as scholarships. So far, there is no
official certification and demonstrates that educa-
tion is not the exclusive task of specialized institu-
tions. It is envisioned that the autonomy of the
student is respected. I hope that your school does
not become rigid, bureaucratic or normalized as
the experience inherited from modernity.

For the time being, the Zapatist school is
taught against the current of global hegemonic
thought. It seems that education for the non-
existent. For example, that to transform society
it is not essential to take the formal power of
the State. Or build a government without pro-
fessional politicians, with rotating charges and
without charging to exercise them, seeking to
eradicate the division between those who rule
and those who obey to achieve self-management
processes (Castellanos, 2008). Or the renuncia-
tion of all vanguard so that in everyday life the
community defines its identity, lives the man-
date and democracy from below, forging self-
government under the principle of “obeying to

command” and collective being. How to teach?
For all, everything, nothing for us! (EZLN, 1995,
par 18) in a selfish and utilitarian world? This is
what Zapatist education aspires to.

Notes

1. Itis a form of government in the communities under the principle
of command by obeying. The people decide, and the representa-
tives carry out the actions of the people; there is no payment for
governing, nor are privileges received, the charges are rotating and
collective. There is always a woman as representative in the JBG.
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Abstract

The competitiveness of the educational pro-
grams on the universities requires an adjustment on
the content of academic programs so that they can
respond to the problems of their surroundings. For
this reason, in regards to the profile of a civil engineer's
occupational performance, particularly, it is useful for
the student to identify administrative practices and
processes that tend to reduce costs and time over the
different works. In this work, it is presented a proposal
of didactic strategies focused on the inside thought
around concepts related to the administration of con-
struction projects using reengineering and construction
philosophy without losses (lean) concepts in different
activities. For this, we started with information col-

lected in housing construction projects, in which the
best practices for waste reduction were evaluated. The
applicability of technical knowledge is combined with
tools focused on reflection to strengthen concepts
of resource management, both human and financial,
using tools that use critical thinking, problem solving,
social commitment, teamwork and communication
skills, which, all together; contribute to strengthen ethi-
cal aspects and social responsibility of the engineering
practice. It is concluded from the study that inside
though is a useful tool of the teaching-learning process,
since it prepares the future professional to solve the
problems surrounding it.

Keywords: Learning, construction, arrangement,
skills development, fieldwork, working life.

Suggested form of citing: Serrano Guzmén, M. E, Pérez Ruiz, D. D., & Bejarano Castellanos, A. (2019). Reflection strategy
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Resumen

La competitividad de los programas educativos
de las universidades exige que los contenidos de los
programas académicos se ajusten de manera que puedan
responder a las probleméticas del entorno. Por esta razén,
en lo concemiente al perfil del desempefio ocupacional
del ingeniero civil, en lo particular, resulta Util que el estu-
diante identifique prdcticas y procesos administrativos
que propendan por la reduccién de costos y tiempos
en las obras. En este articulo se presenta una propuesta
de estrategias diddcticas centradas en la reflexién alred-
edor de conceptos relacionados con administracion de
proyectos de construccién empleando reingeniera y la
filosoffa de construccion sin pérdidas (Lean) en diferentes
actividades. Para ello, se parte de informacion recolectada
en proyectos de construccidon de vivienda en donde

1. Introduction

The curriculum of Civil Engineering in the uni-
versities include, in their academic offer, courses
that, in their content, address topics related to
the administration of works, construction proj-
ects and construction processes, among others,
with which it is intended to provide skills to
the future professional to perform in the con-
struction sector. Commonly in the classroom,
environment where different apprentices come
together with different experiences and precon-
ceptions (Ucol-Ganiron Jr. and Alaboodi, 2013),
various educational strategies are employed that
allow the formation of critical and reflective
thinking for professionals (Arratia Figueroa ,
2008) aimed at achieving the common good
and towards a more just and democratic society
(Palomer, L., Humeres, P., Sinchez, A., Gonzélez,
S., & Contreras, A. 2013). Usually, during the
occupational performance, the engineer must
use his knowledge to solve problems related to
constructive processes.

Therefore, it is imperative to develop
teaching strategies based on reflection on trans-
versal skills that the student must acquire or
develop on social commitment, critical thinking,
problem solving and communication skills so
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se evaluaron las mejores précticas para la disminucion
de desperdicios. Se conjuga los conocimientos técnicos
con herramientas centradas en la reflexion para afianzar
conceptos de administracion de recursos, tanto humanos
como financieros, mediante herramientas que emplean
pensamiento critico, solucidn de problemas, compromiso
social, trabajo en equipo y habilidades comunicativas las
cuales, en conjunto, contribuyen de manera transversal a
fortalecer aspectos éticos y de la responsabilidad social
del ejercicio de la ingenierfa. Se concluye del estudio que
la reflexion es una herramienta (til del proceso de ense-
fianza-aprendizaje, ya que prepara al futuro profesional a
resolver problemdticas de su entorno.

Descriptores:  Aprendizaje, construccion,
organizacion, competencias, trabajo de campo, vida
profesional.

that the student faces preconceptions or preju-
dices and, at the same time, can anticipate possi-
ble contingencies (Montalva, Ponce, and Llorca,
2017; Erren, 2008) that may arise during the
formulation or execution of a project. All under
the premise that a good professional is not only
the one who manages the theoretical or techni-
cal knowledge, but the one that demonstrates its
competences to apply environmental problems
with this knowledge (Savio, D., Candido Moraes,
& Motta Barreto, 2017).

This new form of education is character-
istic of the current state of affairs and responds
to the permanent adaptation to the processes of
change of the environment (Luengo, Luzén, and
Torres, 2008), it is a proposal of effective train-
ing within the processes of professional train-
ing, which includes the acquisition of knowl-
edge with approximation of realities (Gonzalez,
Mieres, Denegri, and Sepulveda, 2014).

Concepts such as re-engineering and
construction without losses are widely used in
construction projects. While it is true that re-
engineering has been considered an administra-
tive trend that began in the 1990s in the United
States as a strategy for documenting information
that fell into disuse between 1997 and 2007 due
to organizational failures (Vergara-Schmalbach,
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Fontalvo, and Morelos, 2013, p.214), in recent
years it has taken effect because, precisely, it is
based on the lessons learned for the develop-
ment of projects. In essence, re-engineering seeks
fundamental revision and radical redesign of
productive processes to achieve improvements in
performance (Bustos, 2005, p.3). Therefore, from
the premise of seeking competitiveness in con-
struction companies, the recognition of the suc-
cesses and failures of the past can help improve
the production process in a work.

As for the Lean philosophy, what is intend-
ed is to achieve increased productivity, cost
reduction, greater flexibility, greater added value
to the final product and an increase in results
using a reasonable cash flow with the necessary
materials to provide a quality product (Raposo
and Cardoso Viera Machado, 2013), eliminating
overproduction, waiting times and unneces-
sary transport (Giroto and Rodrigues, 2013).
According to this, Lean focuses on the raw mate-
rial, the product, the process, the market and
the way to manage it all (Flamarion, Petter, and
Valle Antunes Jr., 2008), all these concepts closely
related to the final product of a work civil.

In order to respond to the new challenges
arising from the knowledge society (Luengo,
Luzén, and Torres, 2008), this proposal of didactic
activities is developed with the aim of consolidat-
ing concepts related to project management, bas-
ing the exercise on strategies of reflection around
reengineering focused on the improvement in
equipment and tools of construction and Lean
applied for the analysis of waste in the masonry
activity, management concepts that can influ-
ence the quality of the product to be delivered in
a work. Although the methodological approach
focuses on Works Administration, its applica-
bility extends to the courses of Construction
Methods and Construction Projects. In addition,
although this approach is focused on peda-
gogical applications for Civil Engineering and
Architecture, the methodological structure that
supports it can be oriented towards other pro-
fessions. The approach of reflection on different

stages of constructive processes aims that the
future professionals analyze significant aspects
of these concepts and find application in their
work environment (Arratia, 2008) projecting
their occupational performance in spaces where
they should use their knowledge and skills in real
situations in everyday life (Iglesias and Beltrdn,
2012), but can also develop values and attitudes
(Palomer et al., 2013).

2. Methodology

The proposed reflection strategies combine the
curricular and extracurricular activities and the
contents of the Construction Projects course and
incorporate questions that place the future pro-
fessional in their occupational performance with
positions in different situations. The design of the
activities was oriented to respond to the difficul-
ties encountered in teaching certain subjects in this
course in three cohorts (consecutive semesters).

3. The pedagogical strategies of
reflection as support to the
tests of the state in Colombia

For the National Accreditation Council in
Colombia, the concept of quality in higher edu-
cation is associated with the fulfillment of char-
acteristics that the educational institution pos-
sesses and under which an educational service in
optimum quality is offered (Ministry of National
Education, 1998). The approach of the peda-
gogical strategies based on reflection presented
is designed to ensure that future professionals
effectively acquire the required quality standards
based on expected performance competencies.
These competences are evaluated in the State
Examinations of Higher Education in Colombia,
now known as Pruebas Saber Pro (Ministry
of National Education, 2010), exams that are
mandatory since 2009 (Ministry of National
Education, 2018).

In the results workshop conducted by
the Ministry of National Education presented
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the results of these tests that contain questions
aimed at assessing general and specific skills
using strategies of critical thinking, written com-
munication, social responsibility among other
modalities (Ministry of National Education,
2017). While it is true, traditional strategies con-
tinue to be used, the reality is that they do not
meet the expectations that 21st century educa-
tion requires (Sévio et al., 2017).

This confirms the need to generate peda-
gogical actions within the classroom that allow the
future professional to develop good communica-
tion skills to relate to the other in a healthy and
productive organizational environment (Erren,
2008) (Bermudez and Gonzalez, 2011) (Serrano
Guzmén et al., 2017) that respects the contribu-
tions of the other and that learns to work as a
team to achieve the goals (Ibarra and Rodriguez,
2011). At the same time, that he/she makes use
of its intellectual autonomy to understand his/
her context (Vélez, 2012) (Serrano Guzmadn et al.,
2017) and responds responsibly in the formula-
tion of technical solutions that respect the solidar-
ity duties of the city (Mufoz, 2011).

The proposed pedagogical strategies have
been implemented in the course of Construction
Projects in the Civil Engineering program of
the Pontificia Universidad Javeriana Cali and
are aimed at concepts of construction without
loss and re-engineering whose appropriation
provides future graduates skills for occupational
performance in the works in which he/she has
the opportunity to work. However, the proposal
presented can be implemented in different edu-
cational programs at the undergraduate level and
at a graduate level in other disciplines.

4. Results

Reflection offers a bridge between theory and
practice under the understanding that “an ounce
of experience is better than a ton of theo-
ry” (Bringle and Hatcher, 1999). The reflection
strategies were designed for the Construction
Projects course starting from the guidelines pro-
vided in the Course Learning + Service of the
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Pontifical Catholic University of Chile. These
reflection strategies allow evaluating the learning
of concepts, developing transversal skills/abili-
ties as well as attitudes and values (Montalva,
Ponce, and Llorca, 2017), covering critical think-
ing skills, problem solving, social commitment,
teamwork and communicative skills. Precisely,
if the future professional develops these strate-
gies, it will be possible to offer the industry and
the working environment creative profession-
als with a leadership spirit (Serrano Guzman
et al., 2017, Shin et al., 2013: Ochrtman et al.,
2010). Aptitudes and skills that will allow them
to defend their positions in a critical and inter-
pretive manner (Good and McIntyre, 2015)
within the framework of an ethical environment
(Vellurattil et al, 2014) and social responsi-
bility (Pérez de Maldonado, Bustamante, and
Maldonado, 2009). In the particular case of the
Construction Projects course, each activity is
designed considering that it should allow for
continuity, be related to the topic addressed, be
a challenge for the student and contextualized
to the reality of the group that approaches it
(Montalva, Ponce, and Llorca, 2017). The fun-
damental parts of the reflection strategy include
the objective of the course, the objective to be
achieved with the activity, necessary resources,
duration, description of the activity and annexes
if applicable. These strategies are in line with the
structuring of activities in the Learning + Service
methodology (Jouannet, Salas, and Contreras,
2013) where, in some cases, community partners
or beneficiaries are involved. It should also be
noted that similar thinking strategies have been
proposed in the Undergraduate Design I and
Polluter Transport courses at the graduate level.
Next, the proposed strategies are presented.

4.1. Proposal for reflection in critical
thinking

Objective of the course: Identify the contempo-
rary concepts of administration, organization
and definition of a construction project.
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Objective of the reflection strategy: Identify
situations of the civil engineer’s occupational
practice supported by the custom and the social
implication that this has in the development of a
community.

Resources: Reading material, computer,
pencil and paper

Modality of work: individual and group

Duration: 30 min

Description: The media constantly reports
on the negative repercussions for the communi-
ties in the event of non-execution of infrastruc-
ture works required for the satisfaction of basic
needs with the consequent deterioration of the
quality of life of the inhabitants.

With this activity, personal criteria are
identified to change this dynamic in the world.
Students are asked to read the fragment extract-
ed from (Vega, 2015) “The Legend of the Ring of
Gyges” in 5 minutes, with the following content
transcribed in verbatim:

Gyges was a shepherd in the service of the
ruler of Lydia. One day there was a violent
thunderstorm, and an earthquake broke open
the ground and created a crater at the place
where Gyges was tending his sheep. Seeing
the big hole, Gyges was filled with amazement
and went down into it. And there, in addition
to many other wonders of which we are not
told, he saw a hollow bronze horse. There were
window-like openings in it, and peeping in,
he saw a corpse, which seemed to be of more
than human size, wearing nothing but a gold
ring on its finger. He took the ring and came
out of the crater. Gyges discovers that the ring
confers him the power of invisibility and due
to the power it offers, he gets to be named
the shepherd responsible for going to report
to the king. After much thought, he devised
a sinister plan: go to the palace, seduce the
queen, kill the king and seize the throne. Using
the privilege of his ring, he manages to mate-
rialize his plan, becoming king, but not any
king, a tyrant... He could have used the ring to
discover, for example, the criminals, to make a
more just society, but he decides that it is more
interesting to grow by acquiring wealth and

power. Plato explains in this way the tyranny
and corruption of the leaders, feeling supe-
rior, with power and impunity, and questions
what each of us would have done if we had
found the magic ring, distinguishing between
expressing an opinion if we were asked and to
really own the power of the ring ‘(Vega, 2015).

In Book II of the Republic is the well-
known myth of the ring of Gyges which shows
the notion of human injustice and identifies the
energetic resurgence of justice (Higuera, 2016).
The history of the ring of Gyges reveals that car-
rying the ring confers confidence and freedom
to the shepherd, with which it transforms and
allows it to be part of a different social group
(Higuera, 2016).

Then, they are asked to read fragments
taken from the text “The human being, cor-
ruption and politics” by Gerardo Berthin Siles
in volume 5 of the magazine Ciencia y Cultura
(Berthin, 1999) and which deals with the topic
of ethics in politics.

. [...] in politics there is an ethics different
from ethics. And it is proven that with the
passage of time, progress in economic terms
and in other terms has turned out to be more
important than the spiritual development of
the human being, showing that there is a great
gap between what man wants to be and what
he really is, then there would be two spaces,
that of power and that of not power, the first,
the scope of the political, the place where man
lies, deceives, distorts, betrays, in this way wars
would be justified, as an example. Finally, it tells
us that political success is measured if one can
maintain, increase or demonstrate power over
others, while moral success is measured if it can
be demonstrated in relation to others that these
are objectives in themselves (Berthin, 1999, p.1).

Then, the teacher guides the group by
saying that a discussion space is open for the stu-
dents to answer the questions in plenary: 1) what
do you think of the attitude of Gyges? 2) In what
situations can civil engineers behave like him?
3) What coincidences can be found between the
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attitude of Gyges and those who have the “ring”
of state funds and are in charge of managing the
funds of the municipalities in each country? 4)
in what way can one be an active participant in
politics while remaining within the framework
of ethics and morals? For this, 20 minutes are
allocated. The results of student participation are
recorded on the board.

Reflection for the closing of the activity: It is
finalized emphasizing that the custom of “a life
of corruption” must be uprooted from the civil
engineer’s occupational exercise.

Evidence of application of this strategy
of reflection in other courses: critical thinking
is a reflexive action-oriented activity (Zelaieta
and Camino Ortiz de Barrén, 2018) and can be
applied in different areas since it allows analyzing
problems of all kinds (France, de la Garza, Slade,
Lafortune, Pallascio, and Mongeau, 2003).

These types of exercises have been imple-
mented in the Design I prerequisite course of
the Design II course (Serrano et al., 2018),
leading to a degree at the undergraduate level
in Civil Engineering and postgraduate courses
at the level of the master’s degree in Pollutant
Transport. At all times, for the development of
this activity, an adequate environment is sought
in which participants can present their argu-
ments generating a practice committed to trans-
formation and social improvement (Zelaieta and
Camino Ortiz de Barrén, 2018).

4.2. Proposal for reflection on commu-
nication skills competence

Objectives: Develop written communication
skills; strengthen strategies for the preparation
of summaries.

Resources: Article on the web, computer
with Word or word processor.

Modality: Group, minimum 2 and maxi-
mum 3 participants.

Duration: 20 to 30 minutes.

Description: Considering that the indi-
vidual uses different processes and knowledge
of different linguistic-sociolinguistic types to
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communicate, strategies for the strengthening of
discursive management should be encouraged
(Viera, 2010). In the course of Construction
Projects, the teacher can rely on the construc-
tion of definitions as the concept of the Lean
philosophy applied to construction projects. The
working groups are organized, and the follow-
ing invitation is made: “in a dialogue, discuss
what you know about Lean Manufacturing and,
depending on what you know, prepare a para-
graph that has between 30 and 35 words”. 10
minutes are granted.

Subsequently, each group is asked to read
the definition that was structured, and the best
definition is selected by vote. As recommend-
ed by the Teaching Development Center of
the Pontifical Catholic University of Chile in
the A + S Reflection Activities window: “no
group can vote for its own definition” (Teaching
Development Center, 2017a). In this activity, 5
minutes are allocated.

Once the best definition has been selected,
the group is asked to read the textual quotation
of the following paragraph of the article “The
industrial engineer impacting the environment”
by Angela Patricia Anaya and Mario Fernando
Acosta in the Journal of Engineering Education
(Anaya y Acosta, 2010):

[...] Lean has the basics of identifying value
activities, understanding the flow of products,
services and information through the value
chain and between the links of the supply chain,
and, finally, the characterization of waste in
the activities of the company. [...] in the areas
of production and manufacturing the waste is
easily identifiable, while, in the case of informa-
tion, the waste is less visible. The information is
what allows measuring the development of the
activities to compare with the expected stan-
dards or the goals set and then then understand
if the operation of the area, process or industry
is appropriate (Anaya and Acosta, 2010, p.182).

And, to continue: read the definition of
Lean taken and adapted from (Raposo Rosa and
Cardoso Viera Machado, 2013):
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Lean is a multidimensional approach that
extends to groups for a variety of administrative
practices that include just-in-time, quality sys-
tem, teamwork, production by departments and
administration of inputs in an integrated sys-
tem. When the synergy between these factors is
achieved, high quality with low waste is achieved
(Raposo and Cardoso Viera, 2013, p. 887).

Subsequently, the group is instructed to
supplement the definition that was selected with
the definition provided by Anaya and Acosta
(2010) and Raposo and Cardoso Viera (2013)
and, finally, to write a paragraph that contains at
least two sentences that summarize what could
be the definition of the Lean Philosophy applied
to construction. It is also requested that the new
definition does not exceed 60 words and that it
must have at least 55 words.

Reflection for the closing of the activity:
The exercise ends inviting the participants to
point out the difficulties encountered in prepar-
ing the definition.

Evidence of application of this reflection
strategy in other courses: This activity was car-
ried out with students of the Design I course,

Figure 1. Problem map

Effects

Diirect offect |

Thirect effect 2

using the concept of rural social interest housing.
The exercise allowed to include in the definition
of housing the concept of sustainability which
was not initially considered.

4.3 Reflection proposal on competi-
tion problem solving

Objectives: Identify causes of waste in masonry
activity; propose alternatives for the increase of
the productivity in masonry.

Resources: Field visit and reading of man-
uals for the completion of projects with the
Adjusted General Matrix (MGA) of the National
Planning Department.

Modality: Group, between 2 and 3 members.

Duration: 40 minutes.

Description: This activity is carried out
after the field trip. The teacher guides students
on the importance of observation to identify
factors that affect performance in the masonry
activity. In the field visit, the working group
must record the causes of the loss of materials
and time in the masonry activity in a construc-
tion company. The map of causes and effects is
elaborated in an infographic like Figure 1.

Indiret effiect

Mirect effect 3

Central nroblem:
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Source: Authors with information adapted from Territorial Sub-directorate and Public Investments of the

National Planning Department, 2013.
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Figure 2. Map of problems identified during the visit

Apply reengineering in the adaptation of vards of maneuvers, 'I'Im§;k the performance in masonry of
Ends emumment and minor tools used in masonry different walls
Direct Results Less brick wastes
The leader can be used (o transport T ) )
brick bales Organization of the mancuver Only good quality remains on the
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Integral Solution:
Implement Lean Construction Philosophy Techmgues 1o control brick waste

Program

i i

Re-design of the brick transport equipment

Packing of bricks in bales of up to Quality control of  brick
TO0kg reception

Activitics (means) Quantilication of the number of units required

per wall

Source: Authors with information adapted from Bejarano (2017).

In each working group, the objective map The Objective Map is proactive to the
is set up, with its corresponding purposes and problem map and allows to conceptually close
means as established by the MGA methodology. the project in analysis (Figure 3).

Dedication time: 30 min.

Figure 3. Map of objectives or ends and means
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l Main Objective: (Integral solution to the problem)
Program

Activitics (means)

Proverram 3

Activitw 1

I IIII
I-‘ I

Source: Authors with information adapted from Bejarano (2017).
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The student is expected to generate a map
of objectives similar to that indicated in Figure 4.

Figure 4. Middle-end map

The time allocated to this stage is 15 min.

eonmmient and minor tools used i1 masonre

Ends

Apply reengineering in the adaptation of vards of maneuvers,

Track the performance in masonry of
different walls
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Direct Results

| Less brick wastes |

The leader can be used (o transport L : . .
brick bales Organization of the maneuver Only good quality remains on the
vards worknlace
T
Integral Solution:
Implement Lean Construction Philosophy Technigues 1o control brick waste
Program

Packing of bricks in bales of up to
TO0kg

Re-design of the brick transport equipment

3

Quality control of  brick

receplion

Activitics (means)

per wall

Quantilication of the number of units required

Source: Authors with information adapted from Bejarano (2017).

Reflection for the closing of the activity: The
exercise is finalized by asking the group of stu-
dents to evaluate the benefits of implementing
a construction program without losses in other
activities of a project. And, to point out the tech-
nical difficulties and human resources that could
be faced by the work team that undertakes these
activities. In this regard, this reflection activity
allows the student to learn through social and
practical interaction that collects the experi-
ences of a work which allows him to perceive
and transform reality (Gonzdlez, et al., 2014) and
adapt what he observes for an improvement of
construction processes.

Evidence of application of this reflection
strategy in other courses: This activity has been
implemented in the Design I course where the
student finally learns to prioritize investments
(Serrano et al., 2018). The experience advanced
in the second semester of 2017 involved four
groups of students who started from an existing

information of communities in the country and
identified the projects that could meet the needs
of the inhabitants.

4.4. Proposal for reflection on compe-
tence: social commitment

Objectives: To promote spaces for reflection
on the importance of modification or radical
changes in tools and construction equipment
with a view to the implementation of the Lean
philosophy in construction activities; sensitize
students about the social responsibility of the
engineer in relation to human resources.

Resources: tool images and equipment
used in construction projects.

Modality: Group, between 2 and 3 people

Duration: 40 minutes

Description: The activity consists in deep-
ening on the concept of re-engineering applied
in equipment and construction materials used
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in different processes in a work. It is based on
a reading of a fragment quoted verbatim from
(Vergara-Schmalbach, Fontalvo Herrera, and
Morelos Gémez, 2013, p. 224), where they define
the concept of reengineering:

... Re-engineering is the radical improvement of
processes with high impact results, unlike other
approaches that are characterized by seeking
incremental and continuous results ... (Bustos,
2005, p.3). [...] ... As an administrative trend,
reengineering is currently focusing on new
project developments based on the study of
errors and past successes (Vergara-Schmalbach,
Fontalvo, and Morelos, 2013, p.224).

Afterwards, the students are invited to
review the images in Chart 1 and to identify the
radical changes that occurred to arrive at the
adjustments in the constructive elements.

Reflection for the closing of the activity:
The professor urges the group to elaborate the
analysis of unit prices of each one of the executed
changes and to estimate the useful life of the
constructive elements presented and the possible
risks of the workers.

Evidence of application of this strategy of
reflection in other courses: This strategy has been
adapted for new students who are asked to iden-
tify propitious conditions for the hazards within
the work. The above because it is considered that
the engineer must be committed to defend occu-
pational health and provide conditions to mitigate
occupational risks, although they are individual
actions that concern the worker, the effect for the
normal development of the works involves actions
of all and each one of the members of an institu-
tion, in this case of a project (Guarro, 2005).

4.5. Proposal for reflection on compe-
tence: team work

Objective: To consolidate the knowledge of the
working group on the organization on site for
the implementation of the Lean Construction
philosophy in the masonry activity.
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Resources: Paper and computer

Modality: Group, minimum 2 and 3.

Duration: 50 min.

Description: This reflection seeks to be a
mechanism for the group to review the learn-
ing achieved as a group (Teaching Development
Center, 2017b) and should be carried out after
the visit to the work. You can count on the pres-
ence of an official of the work visited.

We proceed to read the following facts
found in three projects. Project 3 was executed
after completion of 2 and 2 was executed once
project 1 was completed.

Project 1 (522 housing units): The brick
was initially delivered in bales of 1000 kg.
Currently, it is stowed in bales of 700 kg. We
proceeded to generate the practice of collection
of broken brick, cracked or with some imper-
fection, to be used as media cuts, special cuts,
cylinder heads or modified according to the
modulation in usable parts. Modulations were
made in brick cuts and ensured the leveling of
the area on which the material was delivered. The
masons were classified according to their level of
expertise in certain walls.

Project 2 (968 housing units): With the
learning of the previous work, the same strategies
were applied, with the following improvements:

+  Two people were assigned who were con-
stantly in charge of the collection of left-
overs and waste.

* Penalties for waste generation were imple-
mented.

+ The leveling of the brick collection sites
was planned from the beginning of the
ground movement.

*  The brickyard accepted to receive the mate-
rial with imperfections.

The previous actions had as consequence
that the percentage of waste of the average struc-
tural brick was reduced from 5% to 2%.
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Project 3 (565 housing units): in addition
to the work carried out in 1 and 2, the following
adjustments were made:

+ The structural brick with vertical perfora-
tion was implemented instead of the dry
pressed bricks.

+  The maneuver yards were conditioned so
that the beam-block brick was close to the
cutter.

* The delivery of brick was scheduled accord-
ing to the work schedule.

Chart 1. Reengineering in improvement of electrical panels

Element

Characteristics

Changes between the elements

Costs Number of uses
1 Between 1 & 2
2 Between 2 & 3
3 Between 1 & 3

Source: Authors with information adapted from Bejarano (2017).

In Chart 2 there are different activities
associated with masonry. The work team must
organize the activities in a way that guarantees
compliance with aspects of Lean that were imple-

mented in the three projects for the masonry
process.

Reflection for the closing of the activ-
ity: This activity is accompanied by a rubric of
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evaluation that includes the co-evaluation of the
work team.

The teacher can take advantage of the space
to reflect on the relevance of the distribution of
functions in a group for the good achievement of
the objectives and the importance of defining the
functions (roles) in a project.

Evidence of application of this strategy
of reflection in other courses: This strategy has

Chart 2. Activities executed for the masonry work

a. Internal transport with cart
designed for transport of brick

. Workplace storage

g. Bales of 700 kg instead of
1000 kg

b. In rainy season you must protect
the brick with polyethylene type
plastics

e. Storage in pallets of transport-
able dimensions

been used in Design I, a prerequisite course of
Design II and this in turn, a requirement for the
completion of the civil engineering program.
During the development of the program, com-
plementarity was observed in the work teams,
compliance with the schedule of activities for the
execution of the projects of 98% and three of the
four groups carried out the peer evaluation of
their peers in an equitable manner.

c. Ease of transportation with the
loader, it must be available

f. The material is separated (brick to
be used)

List the activities in the proper order so that the masonry process follows
the guidelines of the Lean Philosophy in construction processes:

Source: Authors with information adapted from Bejarano (2017).
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5. Conclusions

The understanding of the constructive processes
and the implications it has on the quality of the
final product to be delivered in a construction
project are key factors for the client or the end
user to feel that the product, good or service
delivered fully meets their expectations. The
reflection strategies presented are adaptable for
the teaching of human resource management
and materials under the modalities of reengi-
neering application and the implementation of
Lean understanding, in addition, that this phi-
losophy of construction without losses brings
benefits to the builder, but mainly to the envi-
ronment because material waste is diminished.
The proposed reflection strategies are used to
develop skills such as problem solving, com-
munication skills, social commitment, critical
thinking and teamwork, which together enable
the future professional to use their knowledge of
management aspects to solve problems that may
arise during a project. The design of the strate-
gies and their application to the teaching of civil
engineering, specifically to contents on construc-
tion projects, promotes the implementation of
reflective practices that consider the solid, ethical
and solidary training of the future professional
and the responsibility of the exercise during its
performance occupational in the construction of
a just and democratic society. It is expected that
these strategies respond to the demands of glo-
balized competitiveness that insistently demands
changes to higher education institutions during
the training of future professionals.
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Publication guidelines in "Alteridad”

1. General information

“Alteridad” is a bilingual scientific publication of
the Universidad Politécnica Salesiana of Ecuador,
published since January 2006 in an uninterrupted
manner, with a fixed biannual periodicity, special-
ized in Education and its transdisciplinary lines
such as Didactics, Public Policies, Management of
Schools, Educomunication, ICT, among others.

It is scientific journal, which uses the
peer-review system, under double-blind review
methodology, according to the publication stan-
dards of the American Psychological Association
(APA). Compliance with this system allows
authors to guarantee an objective, impartial and
transparent review process, which facilitates the
publication of their inclusion in reference data-
bases, repositories and international indexing.

“Alteridad” is indexed in the directory
and selective catalog of the Regional Online
Information System for Scientific Journals of
Latin America, the Caribbean, Spain and Portugal
(Latindex), in the Scientific Information System
REDALYC, in the Directory of Journals of Open
Access DOAJ and in repositories, libraries and
specialized catalogs of Latin America.

The journal is published in a double ver-
sion: printed (ISSN: 1390-325X) and digital
(e-ISSN: 1390-8642), in English and Spanish,
each work being identified with a DOI (Digital
Object Identifier System).
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2. Scope and policy
1.1 Theme

Original contributions in Education, as well
as related areas: Didactics, Public Policies,
Management of Schools, Edu-communication,
ICT... and all interdisciplinary disciplines related
to the central theme.

1.2 Contributions

“Alteridad” preferably publishes results of empir-
ical research on Education, written in Spanish
and / or English, as well as reports, studies and
proposals, as well as selected state-of-the-art lit-
erature reviews.

All works must be original, have not been
published in any medium or be in the process of
arbitration or publication.

+ Research: 5,000 to 6,500 words of text,
including title, abstracts, descriptors,
charts and refer- ences.

Reports, studies and proposals: 5,000 to
6,500 words of text, including title, abs-
tracts, charts and references.

« Reviews: 6,000 to 7,000 words of text, inclu-
ding charts and references. Justified refe-
rences, would be specially valued. (current
and selected from among 70 works)
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“Alteridad” has a biannual periodicity (20
articles per year), published in January and July
and counts by number with two sections of five
articles each, the first referring to a Monographic
topic prepared in advance and with thematic edi-
tors and the second, a section of Miscellaneous,
composed of varied contributions within the
theme of the publication.

3. Presentation, structure and
style of the manuscripts

Texts will be presented in Arial 10 font, single
line spacing, complete justification and no tabs
or white spaces between paragraphs. Only large
blocks (title, authors, summaries, descriptors,
credits and headings) will be separated with a
blank space. The p. should be 2 centimeters in all
its margins.

Papers must be submitted in a Microsoft
Word document (.doc or docx), requiring that
the file be anonymized in File Properties, so that
the author/s identification does not appear.

These publication guidelines are based on
the standards of APA 6: (http://www.apastyle.org/).

3.1 Structure of the manuscript

For those works that are empirical investigations,
the manuscripts will follow the IMRDC struc-
ture, being optional the Notes and Supports.
Those papers that, on the contrary, deal with
reports, studies, proposals and reviews may be
more flexible in their epigraphs, particularly in
material and methods, analysis, results, discus-
sion and conclusions. In all typologies of works,
references are mandatory.

1. Title (Spanish) / Title (English): Concise
but informative, in Spanish on the first
line and in English on the second. A maxi-
mum of 80 characters with spaces are
accepted. The title is not only the respon-
sibility of the authors, changes being able
to be proposed by the Editorial Board.

2. Abstract (Spanish) / Abstract (English):

It will have a maximum extension of 230
words, first in Spanish and then in English. :
1) Justification of the topic; 2) Objectives; 3)
Methodology and sample; 4) Main results;
5) Main conclusions. It must be imperso-
nally written “This paper analyzes ..”. In the
case of the abstract, the use of automatic
translators will not be accepted due to their
poor quality.

. Descriptors (Spanish) / Keywords

(English): 6 descriptors must be presented
for each language version directly related
to the subject of the work. The use of the
key words set out in UNESCO?’s Thesaurus
will be positively valued.

. Introduction and state of the issue: It

should include the problem statement,
context of the problem, justification, ratio-
nale and purpose of the study, using biblio-
graphical citations, as well as the most sig-
nificant and current literature on the topic
at national and international level.

. Material and methods: It must be written

so that the reader can easily understand
the development of the research. If appli-
cable, it will describe the methodology, the
sample and the form of sampling, as well
as the type of statistical analysis used. If it
is an original methodology, it is necessary
to explain the reasons that led to its use
and to describe its possible limitations.

. Analysis and results: It will try to highlight

the most important observations, descri-
bing, without making value judgments,
the material and methods used. They will
appear in a logical sequence in the text and
the essential charts and figures avoiding
the duplication of data.

. Discussion and conclusions: Summarize

the most important findings, relating
the observations themselves with rele-
vant studies, indicating contributions and
limitations, without adding data already
mentioned in other sections. Also, the
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10.References:

discussion and conclusions section should
include the deductions and lines for future
research.

. Supports and acknowledgments (optio-

nal): The Council Science Editors recom-
mends the author (s) to specify the source
of funding for the research. Priority will
be given to projects supported by national
and international competitive projects. In
any case, for the scientific evaluation of the
manuscript, it should be only anonymized
with XXXX for its initial evaluation, in order
not to identify authors and research teams,
which should be explained in the Cover
Letter and later in the final manuscript.

. The notes (optional) will go, only if neces-

sary, at the end of the article (before the
references). They must be manually anno-
tated, since the system of footnotes or the
end of Word is not recognized by the layout
systems. The numbers of notes are placed in
superscript, both in the text and in the final
note. The numbers of notes are placed in
superscript, both in the text and in the final
note. No notes are allowed that collect sim-
ple bibliographic citations (without com-
ments), as these should go in the references.
Bibliographical citations
should be reviewed in the form of refe-
rences to the text. Under no circumstances
should references not mentioned in the
text be included. Their number should be
sufficient to contextualize the theoretical
framework with current and important
criteria. They will be presented alphabe-
tically by the first last name of the author.

3.2 Guidelines for references

Periodic publications

Journal article (author): Valdés-Pérez, D.
(2016). Incidencia de las técnicas de gestién
en la mejora de decisiones administrati-
vas [Impact of Management Techniques
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on the Improvement of Administrative
Decisions]. Retos, 12(6), 199-2013. https://doi.
org/10.17163/ret.n12.2016.05

Journal Article (Up to six authors): Ospina,
M.C., Alvarado, S.V., Fefferman, M., & Llanos,
D. (2016). Introducciéon del dossier temati-
co “Infancias y juventudes: violencias, con-
flictos, memorias y procesos de con- struc-
cién de paz”[Introduction of the thematic
dossier“Infancy and Youth:Violence, Conflicts,
Memories and Peace ConstructionProcesses”].
Universitas, 25(14),91-95.
https://doi.org/10.17163/uni.n25.%25x
Journal article (more tan six authors): Smith,
S.W., Smith, S.L. Pieper, K.M., Yoo, J.H.,,
Ferrys, A.L., Downs, E.,... Bowden, B. (2006).
Altruism on American Television: Examining
the Amount of, and Context Surronding.
Acts of Helping and Sharing. Journal of
Communication, 56(4), 707-727. https:// doi.
org/10.1111/j.1460-2466.2006.00316.x
Journal article (without DOI): Rodriguez,
A. (2007). Desde la promocién de salud men-
tal hacia la promocién de salud: La concep-
ci6n de lo comunitario en la implementacién
de proyectos sociales. Alteridad, 2(1), 28-40.
(https://goo.gl/zDb3Me) (2017-01-29).

and book chapters

Full books: Cuéllar, J.C., & Moncada-Paredes,
M.C. (2014). El peso de la deuda externa ecu-
atoriana. Quito: Abya-Yala.

Chaprter of book: Zambrano-Quinones,
D. (2015). El ecoturismo comunitario en
Manglaralto y Colonche. En V.H. Torres (Ed.),
Alternativas de Vida: Trece experiencias de
desarrollo endégeno en Ecuador (175-198).
Quito: Abya-Yala.

Digital media

Pérez-Rodriguez, M.A., Ramirez, A., & Garcia-
Ruiz, R. (2015). La competencia medidtica en
educacidn infantil. Andlisis del nivel de desar-
rollo en Espana. Universitas Psychologica,
14(2), 619-630. https://doi. org.10.11144/
Javeriana.upsyl4-2.cmei
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It is prescriptive that all quotations that
have DOI (Digital Object Identifier System) are
reflected in the References (can be obtained at
http://goo.gl/gfruhl). All journals and books
that do not have DOI should appear with their
link (in their online version, if they have it,
shortened by Google Shortened: http://goo.gl)
and date of consultation in the indicated format.

Journal articles should be presented in
English, except for those in Spanish and English,
in which case it will be displayed in both lan-
guages using brackets. All web addresses submit-
ted must be shortened in the manuscript, except
for the DOI that must be in the indicated format
(https://doi.org/XXX).

3.3. Epigraphs, Figures and Charts

The epigraphs of the body of the article will be
numbered in Arabic. They should go without

a full box of capital letters, neither underlined
nor bold. The numbering must be a maximum
of three levels: 1./ 1.1. / 1.1.1. A carriage return
will be established at the end of each numbered
epigraph.

The charts must be included in the text in
Word format according to order of appearance,
num- bered in Arabic and subtitled with the
description of the content.

The graphics or figures will be adjusted
to the minimum number required and will be
presented incorporated in the text, according to
their order of appearance, numbered in Arabic
and subtitled with the abbreviated description.
Their quality should not be less than 300 dpi,
and it may be necessary to have the graph in
TIFE, PNG or JPEG format.
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Normas de Publicacion en “Alteridad”

1. Informacién general

“Alteridad” es una publicacion cientifica bilingiie
de la Universidad Politécnica Salesiana de Ecuador,
editada desde enero de 2006 de forma ininterrum-
pida, con periodicidad fija semestral, especializada
en Educacién y sus lineas transdisciplinares como
Didactica, Politicas Publicas, Gerencia de Centros
Escolares, Educomunicacion, TIC, entre otras.

Es una revista cientifica arbitrada, que utiliza
el sistema de evaluacion externa por expertos (peer-
review), bajo metodologia de pares ciegos (doble-
blind review), conforme a las normas de publi-
caciéon de la American Psychological Association
(APA). El cumplimiento de este sistema permite
garantizar a los autores un proceso de revision
objetivo, imparcial y transparente, lo que facilita a
la publicacién su inclusion en bases de datos, repos-
itorios e indexaciones internacionales de referencia.

“Alteridad” se encuentra indexada en el
directorio y catdlogo selectivo del Sistema Regional
de Informacién en Linea para Revistas Cientificas
de América Latina, el Caribe, Espafia y Portugal
(Latindex), en el Sistema de Informacién Cientifica
REDALYC, en el Directorio de Revistas de Acceso
Abierto DOAJ y en repositorios, bibliotecas y
catdlogos especializados de Iberoamérica.

La revista se edita en doble versién: impre-
sa (ISSN: 1390-325X) y electrénica (e-ISSN:
1390-8642), en espafiol e inglés, siendo identi-
ficado ademas cada trabajo con un DOI (Digital
Object Identifier System).
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2. Alcance y politica

2.1. Tematica

Contribuciones originales en materia de Edu-
cacion, asi como dreas afines: Diddactica, Politicas
Publicas, Gerencia de Centros Escolares, Edu-
comunicacién, TIC... y todas aquellas discipli-
nas conexas interdisciplinarmente con la linea
tematica central.

2.2. Aportaciones

“Alteridad” edita preferentemente resultados de
investigaciéon empirica sobre Educacién, redacta-
dos en espanol y/o inglés, siendo también admis-
ibles informes, estudios y propuestas, asi como
selectas revisiones de la literatura (state-of-the-art).

Todos los trabajos deben ser originales, no
haber sido publicados en ningtin medio ni estar
en proceso de arbitraje o publicacién. De esta
manera, las aportaciones en la revista pueden ser:

+ Investigaciones: 5.000 a 6.500 palabras
de texto, incluyendo titulo,a resimenes,
descriptores, tablas y referencias.

+ Informes, estudios y propuestas: 5.000 a
6.500 palabras de texto, incluyendo titulo,
resiumenes, tablas y referencias.

+ Revisiones: 6.000 a 7.000 palabras de
texto, incluidas tablas y referencias. Se
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valorara especialmente las referencias jus-
tificadas, actuales y selectivas de alrededor
de unas 70 obras.

“Alteridad” tiene periodicidad semestral (20
articulos por afio), publicada en los meses de enero
y julio y cuenta por nimero con dos secciones de
cinco articulos cada una, la primera referida a un
tema Monografico preparado con antelacién y
con editores tematicos y la segunda, una secciéon de
Miscelaneas, compuesta por aportaciones varia-
das dentro de la tematica de la publicacién.

3. Presentacion, estructura y
estilo de los manuscritos

Los trabajos se presentardn en tipo de
letra Arial 10, interlineado simple, justificado
completo y sin tabuladores ni espacios en blanco
entre parrafos. Solo se separardn con un espacio
en blanco los grandes bloques (titulo, autores,
resimenes, descriptores, créditos y epigrafes).
La pagina debe tener 2 centimetros en todos sus
margenes.

Los trabajos deben presentarse en docu-
mento de Microsoft Word (.doc o docx), siendo
necesario que el archivo esté anonimizado en
Propiedades de Archivo, de forma que no apa-
rezca la identificacion de autor/es.

Las Normas de publicacién se basan en
APA 6 (https://goo.gl/x4PyFw).

3.1. Estructura del manuscrito

Para aquellos trabajos que se traten de
investigaciones de cardcter empirico, los manu-
scritos seguirdn la estructura IMRDC, siendo
opcionales los epigrafes de Notas y Apoyos.
Aquellos trabajos que por el contrario se traten
de informes, estudios, propuestas y revisiones
podrén ser mds flexibles en sus epigrafes, espe-
cialmente en Material y métodos, Andlisis y
resultados y Discusién y conclusiones. En todas
las tipologias de trabajos son obligatorias las
Referencias.

11.Titulo (espaiiol) / Title (inglés): Conciso

pero informativo, en castellano en primera
linea y en inglés en segunda. Se aceptan
como maximo 80 caracteres con espacio.
El titulo no solo es responsabilidad de los
autores, pudiéndose proponer cambios
por parte del Consejo Editorial.

12.Resumen (espaiol) / Abstract (inglés):

Tendrd como extensién médxima 230 pala-
bras, primero en espafiol y después en
inglés. En el resumen se describird de forma
concisa y en este orden: 1) Justificacién del
tema; 2) Objetivos; 3) Metodologia y mues-
tra; 4) Principales resultados; 5) Principales
conclusiones. Ha de estar escrito de manera
impersonal “El presente trabajo analiza...”
En el caso del abstract no se admitira el
empleo de traductores automdticos por su
pésima calidad.

13.Descriptores (espaiiol) / Keywords

(inglés): Se deben exponer 6 descriptores
por cada versién idiomdtica relacionados
directamente con el tema del trabajo. Serd
valorado positivamente el uso de las pala-
bras claves expuestas en el Thesaurus de la
UNESCO.

14.Introduccion y estado de la cuestion:

Debe incluir el planteamiento del pro-
blema, el contexto de la problemadtica, la
justificacién, fundamentos y propdsito del
estudio, utilizando citas bibliograficas, asi
como la literatura mads significativa y actual
del tema a escala nacional e internacional.

15. Material y métodos: Debe ser redactado de

forma que el lector pueda comprender con
facilidad el desarrollo de la investigacion.
En su caso, describird la metodologia, la
muestra y la forma de muestreo, asi como
se hard referencia al tipo de andlisis esta-
distico empleado. Si se trata de una meto-
dologia original, es necesario exponer las
razones que han conducido a su empleo y
describir sus posibles limitaciones.

16. Analisis y resultados: Se procurara resal-

tar las observaciones mds importantes,
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describiéndose, sin hacer juicios de valor, el material y métodos empleados. Apareceran en
una secuencia ldgica en el texto y las tablas y figuras imprescindibles evitando la duplicidad
de datos.

17.Discusion y conclusiones: Resumird los hallazgos mas importantes, relacionando las propias
observaciones con estudios de interés, sefialando aportaciones y limitaciones, sin redundar
datos ya comentados en otros apartados. Asimismo, el apartado de discusién y conclusiones
debe incluir las deducciones y lineas para futuras investigaciones.

18. Apoyos y agradecimientos (opcionales): El Council Science Editors recomienda a los autor/es
especificar la fuente de financiacién de la investigacion. Se consideraran prioritarios los trabajos
con aval de proyectos competitivos nacionales e internacionales. En todo caso, para la valoracién
cientifica del manuscrito, este debe ir anonimizado con XXXX solo para su evaluacién inicial, a
fin de no identificar autores y equipos de investigacion, que deben ser explicitados en la Carta de
Presentacion y posteriormente en el manuscrito final.

19.Las notas (opcionales) irdn, solo en caso necesario, al final del articulo (antes de las referen-
cias). Deben anotarse manualmente, ya que el sistema de notas al pie o al final de Word no es
reconocido por los sistemas de maquetacién. Los ntimeros de notas se colocan en superindice,
tanto en el texto como en la nota final. No se permiten notas que recojan citas bibliograficas
simples (sin comentarios), pues éstas deben ir en las referencias.

20.Referencias: Las citas bibliograficas deben resefiarse en forma de referencias al texto. Bajo
ningun caso deben incluirse referencias no citadas en el texto. Su nimero debe ser suficiente
para contextualizar el marco teérico con criterios de actualidad e importancia. Se presentardn
alfabéticamente por el primer apellido del autor.

3.2. Normas para las referencias
Publicaciones periddicas

Articulo de revista (un autor): Valdés-Pérez, D. (2016). Incidencia de las técnicas de gestion en la
mejora de decisiones administrativas [Impact of Management Techniques on the Improvement of
Administrative Decisions]. Retos, 12(6), 199-213. https://doi.org/10.17163/ret.n12.2016.05

Articulo de revista (hasta seis autores): Ospina, M.C., Alvarado, S.V., Fefferman, M., & Llanos, D.
(2016). Introduccién del dossier temdtico “Infancias y juventudes: violencias, conflictos, memorias y
procesos de construccién de paz” [Introduction of the thematic dossier “Infancy and Youth: Violence,
Conflicts, Memories and Peace Construction Processes”]. Universitas, 25(14), 91-95. https://doi.
org/10.17163/uni.n25.%25x

Articulo de revista (mas de seis autores): Smith, S.W., Smith, S.L. Pieper, K.M., Yoo, J.H., Ferrys, A.L.,
Downs, E.,... Bowden, B. (2006). Altruism on American Television: Examining the Amount of, and
Context Surronding. Acts of Helping and Sharing. Journal of Communication, 56(4), 707-727. https://
doi.org/10.1111/j.1460-2466.2006.00316.x

Articulo de revista (sin DOI): Rodriguez, A. (2007). Desde la promocién de salud mental hacia la
promocién de salud: La concepcién de lo comunitario en la implementacion de proyectos sociales.
Alteridad, 2(1), 28-40. (https://goo.gl/zDb3Me) (2017-01-29).

Libros y capitulos de libro

Libros completos: Cuéllar, J.C., & Moncada-Paredes, M.C. (2014). El peso de la deuda externa ecuato-
riana. Quito: Abya-Yala.
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Capitulos de libro: Zambrano-Quifiones, D. (2015). El ecoturismo comunitario en Manglaralto y
Colonche. En V.H. Torres (Ed.), Alternativas de Vida: Trece experiencias de desarrollo endégeno en
Ecuador (175-198). Quito: Abya-Yala.

Medios electronicos

Pérez-Rodriguez, M.A., Ramirez, A., & Garcia-Ruiz, R. (2015). La competencia mediatica en educacién
infantil. Analisis del nivel de desarrollo en Espana. Universitas Psychologica, 14(2), 619-630. https://doi.
org.10.11144/Javeriana.upsyl4-2.cmei

Es prescriptivo que todas las citas que cuenten con DOI (Digital Object Identifier System) estén
reflejadas en las Referencias (pueden obtenerse en http://goo.gl/gfruhl). Todas las revistas y libros que
no tengan DOI deben aparecer con su link (en su versién on-line, en caso de que la tengan, acortada,
mediante Google Shortener: http://goo.gl) y fecha de consulta en el formato indicado.

Los articulos de revistas deben ser expuestos en idioma inglés, a excepcién de aquellos que se
encuentren en espanol e inglés, caso en el que se expondrad en ambos idiomas utilizando corchetes.
Todas las direcciones web que se presenten tienen que ser acortadas en el manuscrito, a excepcién de
los DOI que deben ir en el formato indicado (https://doi.org/XXX).

3.3. Epigrafes, tablas y graficos

Los epigrafes del cuerpo del articulo se numeraran en arabigo. Irdn sin caja completa de mayus-culas,
ni subrayados, ni negritas. La numeracién ha de ser como maximo de tres niveles: 1./ 1.1./ 1.1.1. Al
final de cada epigrafe numerado se establecerd un retorno de carro.

Las tablas deben presentarse incluidas en el texto en formato Word segtin orden de aparicion,
numeradas en arabigo y subtituladas con la descripcién del contenido.

Los graficos o figuras se ajustardn al niimero minimo necesario y se presentardn incorpora-
das al texto, segin su orden de aparicién, numeradas en arabigo y subtituladas con la descripcién
abreviada. Su calidad no debe ser inferior a 300 ppp, pudiendo ser necesario contar con el grafico en
formato TIFE, PNG o JPEG.

4. Proceso de envio

Los manuscritos deben ser enviados tnica y exclusivamente a través del OJS (Open Journal System), en
el cual todos los autores deben darse de alta previamente. No se aceptan originales enviados a través de
correo electronico u otra interfaz. Deben remitirse simultdneamente dos archivos:

1. Portaday Carta de presentacion (usar el modelo oficial), en la que apareceran:

+ Titulo (espafiol) / Title (inglés): Conciso pero informativo, en castellano en primera linea y
en inglés en segunda. Se aceptan como maximo 80 caracteres con espacio. El titulo no sélo es
responsabilidad de los autores, pudiéndose proponer cambios por parte del Consejo Editorial.

+ Nombre y apellidos completos de cada uno de los autores, organizados por orden de prelacion;
seguido por la categoria profesional, centro de trabajo, correo electrénico de cada autor y nimero
de ORCID. Es obligatorio indicar si se posee el grado académico de doctor (incluir Dr./Dra. antes
del nombre).

+ Resumen (espanol) / Abstract (inglés).
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+ Descriptores (espafiol) / Keywords (inglés).

+ Se incluird ademds una declaracion (Cover letter) de que el manuscrito se trata de una apor-
tacién original, no enviada ni en proceso de evaluacién en otra revista, confirmacién de las
autorias firmantes, aceptacién (si procede) de cambios formales en el manuscrito conforme a
las normas y cesién parcial de derechos a la editorial.

2. Manuscrito totalmente anonimizado, conforme a las normas referidas en precedencia.

Todos los autores han de darse de alta, con sus créditos, en la plataforma O]JS, si bien uno solo
de ellos sera el responsable de correspondencia. Ningtin autor podrd enviar o tener en revisién dos
manuscritos de forma simultdnea, estimandose una carencia de cuatro nimeros consecutivos (2
afios).

4. Submission process

Manuscripts must be submitted only and exclusively through the OJS (Open Journal System), in
which all authors must previously register. Originals sent via email or other interfaces are not accept-
ed. The following two files must be sent together:

1. Title p. and Cover letter (use official model), in which will appear:

+ Title (Spanish) / Title (English): Concise but informative, in Spanish on the first line and
in English on the second. A maximum of 80 characters with spaces are accepted. The title is
not only the responsibility of the authors, changes being able to be proposed by the Editorial
Board.

+ Full name and surnames: Of each of the authors, organized by priority. Next to the names must
follow the professional category, work center, email of each author and ORCID number. It is
mandatory to indicate if you have the academic degree of doctor (include Dr. / Dra. before the
name).

+ Resumen (Spanish) / Abstract (English).

+ Descriptores (Spanish) / Keywords (English).

+ A statement that the manuscript is an original contribution, not sent or being evaluated in
another journal, with the confirmation of the signatory authors, acceptance (if applicable) of
formal changes in the manuscript in accordance with the rules and partial transfer of rights
to the publisher.

2. Manuscript totally anonymized, according to the guidelines referred in precedence.

All authors must register with their credits on the OJS platform, although only one of them
will be responsible for correspondence. No author can submit or have in review two manuscripts
simultane- ously, estimating an absence of four consecutive numbers (2 years).
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