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Abstract: Educational reforms and educational policy changes have favored the learning of English
as a foreign language (EFL) in public education. Empirical research has examined how EFL specialist
teachers in urban public schools perceive these changes or the extent to which they adopt a new
curriculum. Nonetheless, the new EFL policies have also had an impact on rural schools where
generalist teachers are forced to teach English along with other areas of the curriculum. In this
context, little research has explored teachers’ perceptions and appropriation of ongoing curricular
changes. The present study explored this issue among generalist rural secondary school teachers
in the southeast of Mexico. To this end, an explanatory sequential mixed method was adopted
with a sample of 216 generalist teachers. During the quantitative phase, the participants completed
two Likert scale questionnaires. Then, a semi-structured interview was conducted with a sub-
sample of participants who obtained high (n = 7) or low (n = 7) results in the perceptions and
appropriation questionnaires. The statistical analyses showed a weak but positive correlation between
perceptions and appropriation. The qualitative data provide some insights that explain the weakness
of the correlation.

Keywords: English Language Teaching (ELT); curricular reforms; teachers’ perception; curricular
appropriation; generalist teachers; rural schools

1. Introduction

Many countries around the world have experienced significant changes due to the
impact of supranational financial, environmental, and sociopolitical challenges. These
challenges, alongside the imperialism of English as a global and useful international
language, have led many countries to undergo major educational reforms that sanction
the learning of English as a second/foreign language (EFL) in public education [1,2]. In
these reforms, curricular changes constitute the main axis of educational development
and, in the case of EFL education, instantiate the renewal of the day-to-day teaching and
learning practices [3].

Through educational reforms, public educational systems require teachers to adopt
instructional models that aim to help learners develop particular and general EFL compe-
tencies [4]. However, the implementation of reforms is not straightforward. Their success
greatly depends on teachers’ willingness to accept, adapt, and implement a curricular
change; nonetheless, these actions demand a critical reorganization of well-established
teaching habits [4]. Some authors affirm that the critical reorganization of teaching habits is
partly influenced by the positive or negative perceptions that teachers hold with respect
to the educational reforms [1,5]. Moreover, for educational changes to occur, teachers
need to appropriate the educational practices outlined in the new curriculum. This effect
implies that, vis-a-vis the educational reforms, teachers need to become educational policy
enactment agents who perceive and appropriate curricular changes [6].
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The constructs of teachers’ perception and appropriation of EFL curricular changes
have received attention in previous second language research [5]. Nonetheless, they have
been separately examined by a handful of studies; often, these studies have been conducted
with EFL specialist teachers who deliver language instruction across different levels of
public education in urban areas [7]. It should be noted though that the educational policies
have not only sanctioned the learning of English in urban areas. They have also made the
learning of English obligatory in rural settings where there is a lack of specialists in English
language teaching or other areas of the curriculum [2]. Therefore, in rural schools, one
generalist teacher is compelled to teach all areas of the public school curriculum, including
English [8-11], to the same group throughout the school day.

In the context of the current study, the national curriculum of the public education of
Mexico states that English needs to be taught in the three grades of secondary education. Vis-
a-vis this policy, in urban schools, EFL education is often delivered by language specialists.
In rural areas, however, generalist teachers are obligated to teach English in addition to
the other areas of the secondary school curriculum. The professional profile of this type
of educator often includes undergraduate studies in general education or pedagogy. In
their schools, they deliver EFL instruction without formal language teacher education and
minimal language competencies [12,13]. In addition to their teaching duties, generalist
teachers mentor learners, manage their school, and plan school logistics [14,15].

Based on the aforementioned issues, the objective of the present study was to explore
the perceptions of generalist teachers about current EFL curricular changes and the ap-
propriation of the recommended teaching practices. To this end, a sequential explanatory
mixed-methods study was carried out; it addresses three research questions: How do
generalist teachers perceive curricular changes for the teaching of English in rural educa-
tion? What is the level of appropriation of curricular changes in their English language
teaching practice? What are the factors that influence their perception and appropriation of
curricular changes for English language teaching?

2. Background to the Study

In this section, the central constructs of the perception and appropriation of EFL
curricular reforms are first presented. Then, the section comes to an end by discussing the
need to explore the interplay between these two constructs among generalist teachers who
deliver EFL education in public rural schools.

2.1. Teachers” Perception of EFL Curricular Reforms

From a psychological viewpoint, the construct of perception refers to understanding
how a context is perceived. In the field of education, perceptions are conceived psycho-
logical notions that encompass, for instance, thoughts, emotions, behavior, beliefs, and
cognition [16-18]. In second language research, teachers’ perception is conceptualized as a
cognitive process that is based on what a teacher feels, creates, thinks, and understands and
how a teacher behaves with respect to a particular aspect of language education—in this
case, a curricular change [5,16,19]. This cognitive process is nurtured by a set of external
and internal factors [18]. While the former includes school policies and the teachers’ social,
cultural, and professional background [19], the latter spans ideologies, knowledge, and
attitudes [2,5,19]. Teacher’s perceptions about curricular changes develop from internal
ideologies that emerge from observation, knowledge, and discernment of (new) teaching
approaches and curricular guidelines [20]. The construct of teachers’ perception builds
upon a wide array of factors, but theoretical and empirical researchers agree upon the
dimensions of opinions, beliefs, behaviors, and emotions. During curricular changes, these
dimensions allow teachers to interpret educational policies and teaching demands [5,21,22].

Opinions constitute a set of subjective interpretations that teachers develop in a specific
context or toward an issue [23]. In language teaching, opinions are considered positive
or negative constructions that teachers build on, taking a stance in favor of or against
the English teaching philosophy [5,24], curricular guidelines, teaching strategies, content,
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or other elements of the language educational reforms [5]. Beliefs are assumptions that
emerge from knowledge [25]. In second language teaching, beliefs [6,19] are part of teachers’
cognition [5] and encompass multiple aspects of language education, such as pedagogical
processes, learning processes, and evaluation processes [18,25]. Teachers prioritize beliefs
of language teaching and learning based on their educational environment and their
professional background experiences [5]. Behaviors are complex processes, as they imply
that cognition transfers into actions [5]. In turn, these actions are known as pedagogical
practices that teachers consider relevant for the teaching and learning process [26]. The
behaviors that teachers display could be connected to all aspects of the curricular changes,
for example, language policies, guidelines, content, teaching practices” impact on students,
and other aspects of the curriculum that are tightly connected to the classroom [5,27].
Emotions rely on different conceptual psychosocial or psychoeducational conditions. [17].
In language teaching education, teachers experience positive or negative emotions, for
example, excitement, joy, motivation, dissatisfaction, fear, and burnout, as a result of their
practice or curricular reforms [18,28].

2.2. Teachers’ Appropriation of EFL Teaching Practices

The construct of appropriation refers to teachers” adoption of curricular changes [29].
Appropriation is achieved when teachers understand the new curricular demands and
reorient their practice accordingly [3]. Depending on the level of adoption, five levels of
teachers” appropriation of curricular changes can be identified [30]: (1) absence; (2) superfi-
cial; (3) surface; (4) conceptual underpinning; and (5) engagement. Two relevant aspects of
the appropriation encompass regular teaching practices and evaluation processes [30].

The teaching practices are connected to the development of a lesson; thus, this teaching
process is supported by the bases of curricular, disciplinary, or pedagogical knowledge that
teachers need for the implementation of learning activities in the classroom [29]. However,
a teaching practice could be limited when teachers are non-specialists or lack teacher
training [31]. Teaching practices are framed by experiences on learning and teaching and
are complemented by teachers’ professional development [32]. In the context of curricular
reforms, a teaching practice is connected to teaching activities that are built upon curricular
guidelines. As for the evaluation dimension, it is a complex aspect of appropriation. It goes
beyond the adoption of measurement and testing, which implies systematic measures of a
specific competence. Instead, evaluation encompasses judgments of the learning progress
and the achievement of the learners within the curriculum [2,26]. Moreover, it provides
teachers with valuable information about the effectiveness of their teaching practice, their
commitment to curricular demands [33], the appropriateness of the material, and the role
of the learning context, among other elements [2]. In English Second Language (ESL) or
EFL, teachers often conduct evaluations using a language framework and guidelines about
the teaching, learning, and evaluation processes in their curriculum [34].

2.3. The Interphase of Perception and Appropriation

In the field of second language education, perception is associated with behaviors,
beliefs, thoughts, and emotions tightly connected with the process of learning or teaching a
new language [5,18,35]. Appropriation, however, encompasses the adoption, adaptation,
and interpretation of new curricular changes [30,36]. Some studies have examined these
two constructs separately [35], while other studies have explored a possible interphase
among them.

In this regard, some studies from Libya, Iran, Argentina, and other countries have
examined how language teachers perceive and react to curricular changes [37,38]. These
studies have examined teachers’ perceptions of curricular changes using a qualitative
approach through interviews, written reflections, and observational data. Their findings
show a negative perception of curricular changes. In the same way, other qualitative
studies in China, Vietnam, and Libya have focused on the construct of appropriation and
analyzed how language teachers implemented or appropriated the language curricular
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reforms to innovate in their practices [39—41]. The qualitative interview and observation
data from these studies indicate that the participants showed difficulties in adopting the
curricular changes.

While the aforementioned studies have explored these constructs separately, empirical
evidence has revealed a harmonious interphase [41,42], which supports teachers’ under-
standing of the curricular changes and reorientation of their pedagogical practices [3,8,22].
In Hong Kong, for instance, using a mixed methods approach, a pioneer study [42] analyzed
how English teachers from public schools appropriated the curriculum. The interview and
observational data showed that teachers implement the curriculum based on their training
and experiences due to a constant interaction with stakeholders. In turn, the quantitative
results from an attitude Likert scale revealed a positive tendency to the challenge of lan-
guage curricular innovation [42]. In Taiwan, a research study [7] collected quantitative
and qualitative data to obtain a holistic appreciation of the appropriation of curricular
changes. The quantitative findings revealed that teachers were aware of and showed
positive perceptions. However, the qualitative data revealed a lack of appropriation of the
language curricular guidelines [7]. This finding is in line with those from a qualitative study
in Argentina, where Banegas (2016) found a remarkable incongruence between teachers’
practices and curricular guidelines [38].

The above evidence provides valuable insights into the perception and appropriation
of curricular changes among EFL teacher specialists who work in urban public schools.
Nonetheless, there is a growing interest in exploring the perceptions and appropriation
of language curricular changes among teachers who are neither language teachers nor
specialists in teaching English [2]. This interest emerges from the fact that, in a rural context,
there is often a lack of language specialists to deliver second language instruction [2,15].
Thus, non-specialized teachers are obligated to teach English using the educational policies
established by the reforms [15]. These teachers are often generalist teachers [2] or educators
whose teacher education focuses on the teaching of subject matter from different areas of
the public curriculum (i.e., first language literacy, geography, mathematics, etc.) [2]. In their
rural schools, they often need to deal with overcrowded school groups, a lack of teaching
resources, and the teaching of multiple school grades in the same classroom. Their students
have agricultural responsibilities that limit their time to study and cause absenteeism [12].
With respect to the teaching of English, generalist teachers often have very low language
proficiency levels and have not attended language teacher training. This fact leads them to
implement EFL tasks based on their own language learning experience [2].

3. Materials and Methods
3.1. Research Design

Based on the aforementioned issues, the present study was conducted using an ex-
planatory sequential mixed methods design [43] to answer three research questions:

1. How do generalist teachers perceive curricular changes for the teaching of English in
public rural education?

2. What is the level of appropriation of the ELT curricular guidelines?

3. What are the factors that contribute to their perception and appropriation of the ELT
curricular guidelines?

The first and second research questions were answered during a quantitative phase
using a descriptive design [44]. In this phase, three instruments were administered to gen-
eralist secondary school teachers using non-probabilistic sampling: a survey and two Likert
scale questionnaires. The first Likert scale questionnaire was created considering four
dimensions of teachers’ perception: opinions, beliefs, pedagogical practices, and emotions.
The second Likert scale questionnaire was created considering two dimensions of appro-
priation: teaching practice and evaluation. All of these dimensions were conceptualized
and operationalized based on the literature reviewed in the previous section. Furthermore,
the construct, content, and ecological validity and reliability of the questionnaires were
verified. In turn, the quantitative data allowed us to test the following hypothesis:
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H1. The perceptions of generalist school teachers, about ongoing curricular changes in English
language learning and teaching, can have an impact on the appropriation of the ELT practices that
are sanctioned by public education reforms.

The third research question was answered during a qualitative phase, using a multiple-
case design. During this phase, two subsamples of participants were selected, using
their responses from the quantitative instruments [45]. The selected participants [46]
completed a semi-structured interview [47], where they elaborated upon their answers
in the quantitative instruments. The interview data helped us explore the following
research assumption:

Different factors underpin the relationship between teachers’ perceptions and appropriation of
curricular changes for English language teaching.

3.2. Context and Participants

In Mexico, secondary education is mandatory and can be completed at public schools
in urban or rural areas [15]. The urban and rural schools follow the same national cur-
riculum and EFL teaching guidelines [15]. All students need to complete three hours of
EFL instruction per week [2,15]. Currently, the three grades of secondary education work
with the 2017 curriculum [46]. This curriculum has undergone different reforms (i.e., 2017,
2011, 2006, 1993) over the last 30 years [15,48]. In terms of EFL learning, the reforms aim to
favor a transition from a structure-based to communicative approach. According to the
curriculum, English should be seen not as the object of study, but as a means of communi-
cation [2,15]. The EFL teaching guidelines are based on the Common European Framework
of Language Reference and the National English Program [48]. While the language content
and curricular guidelines are the same across all school types [15], the implementation of
EFL teaching is different in urban and rural schools.

In urban areas, public secondary education is usually delivered at general and technical
schools. In rural areas, secondary education is mostly delivered at telesecondary schools.
In general and technical secondary schools, each area of the curriculum is taught by a
content specialist. In the case of English, the lessons are delivered by language teachers
who move from classroom to classroom across the three grades of secondary education.
In the telesecondary schools, however, the teaching conditions are completely different.
In these schools, a generalist teacher works with the same group throughout the school
year and teaches all of the curricular areas: first-language literacy, arts, history, sciences,
mathematics, and English [2]. To deliver the EFL lessons, the generalist teachers should
project a 15-min video-recorded EFL lesson, taught by an EFL teacher. The National
Ministry of Education broadcasts the EFL lessons nationwide through satellite TV or the
Internet [15]. Then, the generalist teacher needs to build a 45-minute lesson based on the
video recording [24,48]. In order to implement this lesson, the generalist teacher needs
to follow up on the TV program content, adhere to the EFL teaching guidelines in the
curriculum, create the necessary learning tasks, provide feedback, and evaluate students’
learning [48]. In the absence of language training, these teachers implement individual
initiatives to meet the EFL curricular demands, reduce the level of learner attrition, and
compensate for their language deficiencies through the use of web resources [2].

3.3. Participants

The present study was conducted in the southeast of Mexico, where the majority of
learners complete secondary education in the rural areas of the state of Tabasco. In this state,
telesecondary schools have an approximate population of 50,715 learners. This population
is served by approximately 2262 generalist teachers, 60 percent of whom are female teachers
and 40 percent of whom are male teachers. The teachers are distributed in 459 telesecondary
schools across 17 municipalities, which are clustered in 5 geopolitical regions.
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3.4. Sample

Due to substantial differences in teacher profiles, teaching conditions, and school
organization in rural areas, the participant selection was based on sampling criteria that
have been used in previous research for the homogenization of schools” and teachers’
conditions in this context [6]. The first condition was geographical proximity. Thus, the
participating teachers were located in the central geopolitical region of the state and their
schools were close to rural villages that could be reached by car or boat. In terms of teaching
conditions, the participants’ schools needed a minimum of two groups per grade. Based
on these two conditions, 29 telesecondary schools were selected. Finally, to homogenize
the knowledge of the school curriculum among the participants, the generalist teachers
needed at least five years of experience in the telesecondary school system, to have had
more than one year of experience at their current school, and were currently teaching one
school grade only. Furthermore, the participants were excluded if they held administrative
appointments (e.g., school district directors, school principals, school coordinators, etc.).

To gain access to the selected schools and participants, a consent letter was summitted
to the telesecondary school department of the Ministry of Education of the state. The
department answered with an official acceptance letter, granting access to the selected
schools. In each school, a meeting was held with the school administrators and teachers to
invite them to participate in the research. In this meeting, the objective, implementation of
instruments, and ethical principles were presented. In turn, only 216 generalist teachers
agreed to participate in the research and signed a consent letter. The survey data showed
a balanced distribution of the participants between first (34%), second (35%), and third
school grades (31%). These participants teach students whose age ranges between 12 and
15 years old [42], and English language proficiency is quite low.

In terms of professional background, the majority of the participants held an under-
graduate degree in education (see Figure 1). Moreover, the survey data revealed that some
participants (37%) had a master’s degree, and a few of them (3%) held a PhD in their
discipline. Likewise, the survey data showed that 8% of the generalist teachers had been
abroad for pleasure, and only a few of them had done so for academic purposes.
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Figure 1. Bachelor’s degrees of the generalist teacher population.

For the qualitative component, two subsamples of teachers were selected using z-
scores [49-51]. These subsamples represented extreme-case [52] teachers who showed a
positive or negative pattern of answers in both the perception and appropriation Likert
scale questionnaires [51]. The participants in the first subsample held at least one z-score
above the group mean [53] in terms of perceptions and appropriation. This meant that their
perception and appropriation scores were statistically higher in comparison to their peers.
The participants in the second subsample held at least one z-score below the group mean in
terms of perceptions and appropriation. This meant that their perception and appropriation



Educ. Sci. 2023, 13, 482

7 of 24

scores were lower in comparison to those of other teachers. Out of the 216 teachers who
voluntarily completed the quantitative instruments, the z-score procedure allowed us
to select 14 teachers that represented extreme cases [52] and consented to participate in
an interview. It should be noted though that a larger subsample was considered for the
interview. However, most of them clearly stated their objection to be interviewed.

Based on these selection criteria, the participants in Tables 1 and 2 were interviewed. They
were from 13 schools. Their schools were located in remote rural areas of five municipalities.

Table 1. Participant subsample with high perception and appropriation scores.

Alias Age Perception z-Score Appropriation z-Score
Samuel 47 1.3 1.1
Grecia 43 1.5 11
Alex 50 1.6 15
Jonas 50 1.8 1.5
Tana 41 22 1.8
German 59 24 1.0
Addy 33 21 1.2

Table 2. Participant subsample with low perception and appropriation scores.

Alias Age Perception z-Score Appropriation z-Score
Willy 55 -1.6 -1.9
Carme 35 -1.6 -15
Cando 46 -1.6 -1.2
Nicole 41 -1.3 -14
Natalia 35 -1.3 -1.3
Maya 45 —-1.2 —-1.5
Liz 48 —-25 -1.3

Samuel had worked for 23 years in the telesecondary system. He had a BA in ed-
ucation. He reported that he had not taken any ELT training and had never received
information about the national English program. He indicated adapting his own EFL
teaching techniques and material according to the students’ level.

Grecia indicated having worked in the system for 17 years. She had a BA in education,
a specialization in teaching Spanish, and an MA in education. She reported participating
in conferences to learn about the 2017 curriculum but implemented the 2011 curriculum
instead. She indicated that she was struggling with teaching English.

Alex had worked in the telesecondary system for 23 years. He had a BA in sociology.
He reported having difficulties with English and not receiving training to teach English in
telesecondary schools. He said he was using the 2016 English syllabus and books of the
2006 curriculum due to a lack of knowledge of the 2017 curriculum.

Jonas had worked for 18 years in the telesecondary system. He had a BA in social
sciences. He indicated receiving information and participating in a conference to learn
about the 2017 curriculum. Moreover, he had received information about EFL learning and
teaching from the Ministry of Education. He indicated having difficulty teaching English;
therefore, he had taken private English lessons to prepare his EFL lessons. He reported
working with the 2006 curriculum and materials and using dictionaries.

Tana, who reported having a BA in education, had worked in the system for 16 years.
She affirmed using the 2006 and 2011 curricula and books. She had travelled abroad,
specifically to the United States. Nonetheless, she reported having difficulty when teaching
English due to lack of EFL teacher training; therefore, she used online translators during
her classes.

German had a BA in pedagogy. He had worked in the telesecondary system for
27 years and had information about the 2017 curriculum but had not participated in
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conferences. He reported having difficulty when teaching English. He indicated using the
2011 curriculum and books.

Addy had a BA in education. She had worked in the telesecondary system for 13 years.
She reported not receiving materials about the 2017 curriculum. Moreover, she had not
received information or training to teach English in telesecondary schools. Similar to other
teachers, she indicated having difficulty teaching English. She reported using the 2006
curriculum, a dictionary, and a translator to teach English.

The second subsample of teachers had lower perception and appropriation scores, as
their questionnaire data placed them at least one z-score below the group mean. Table 2
shows their pseudonyms and personal and professional data. This table indicates that
this subsample also included seven participants, whose age varied from 35 to 55 years old.
Moreover, their teaching experience in telesecondary schools ranged from 5 to 27 years.

Willy had 27 years of experience in the telesecondary system. He had two under-
graduate degrees: one in social sciences and one in pedagogy. Moreover, he indicated
having little information about the 2017 curriculum and did not have information about
the national English program. Thus, he reported implementing the 2011 and 2017 curricula.
He indicated having difficulties when teaching English.

Carmen, with a BA and PhD in education, had worked in the telesecondary system
for 9 years. He indicated not having information or participating in a conference about the
2017 curriculum. Moreover, he reported having neither knowledge of the national English
program nor having had support for teaching English in telesecondary schools; he used
translators to teach English due to language proficiency issues.

Cando held two undergraduate degrees, one in physical education and one in telesec-
ondary education. He had worked in the telesecondary system for 22 years. He reported
a lack of information about the 2017 curriculum and had not attended ELT workshops.
Thus, he indicated using the 2011 curriculum. He reported taking private English lessons
to prepare for his English classes.

Nicole had a BA in social sciences. She had worked in rural secondary schools for
22 years, and she had little information about the 2017 curriculum; thus, she had organized
a study group to learn about the new curriculum. She had little information about EFL
teaching courses offered by the Ministry of Education. She affirmed having low proficiency
in English. Therefore, she had paid for private English lessons. In turn, she reported
working with the 2006 curriculum and books.

Natalia had one BA in education and one in elementary education. She had 5 years
of experience in the telesecondary system. She had taken courses on the 2017 curriculum.
Nonetheless, she specified that she was using the books that were based on the 2006
curriculum. She indicated not having had support from the Ministry of Education for
teaching English. Moreover, she reported having difficulties teaching English.

Maya knew neither the 2017 curriculum nor the national English program; thus, she
was using the 2011 curriculum. She had worked for 20 years in the telesecondary system.
She had a BA in education. She had difficulties teaching English and used a translator
during her English classes.

Liz had worked in telesecondary schools for 19 years. She had a BA and MA in
education. She reported using the 2006 curriculum because she had received neither
materials of the 2017 curriculum nor training about the national English program. Similar
to other teachers, she had paid for private English lessons.

3.5. Quantitative Instruments

In the quantitative phase, a survey, a Likert scale questionnaire for perceptions and a
Likert scale questionnaire for appropriation were administered. These instruments emerged
from the literature review and were constructed under the principles of the classical testing
theory [53-55]. Moreover, the design of the perception and the appropriation Likert scale
questionnaires considered different methodological criteria: the nature of the scale, the
unidimensionality, the univocity of items, [53], and the semantic direction (positive or
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negative) of the items. Likewise, content, construct, and ecological validity were checked to
verify the central construct as well as the dimensions and their pertinence [50]. Further, the
consistency and accuracy of the collected data were verified through reliability procedures.

3.5.1. Survey Design

The purpose of the survey was to explore the generalist teachers’ knowledge of
language curricular changes. This instrument considered six categories or sections that
included close-ended, open-ended, and multiple-choice questions [44,54,55]. The partici-
pants’ answers were analyzed using frequency counts [50,56]. In total, the survey included
31 items that were grouped into six sections. Section 1 elicited sociodemographic, academic,
and experience abroad information using seven items. Section 2 elicited information about
their knowledge of the public education system employing three items. Section 3 elicited
information about professional development and knowledge of the 2017 curricular changes
using four items. Section 4 focused on their ELT professional development considering five
items. Section 5 elicited information about the implementation of ELT lessons and their
EFL proficiency using nine items. Section 6 elicited information about the implementation
of the ELT curriculum in their teaching using six items.

3.5.2. Design of the Likert Scale Questionnaires

The second instrument consisted of an available published and validated Likert
scale questionnaire that explores generalist teachers’ perceptions about EFL curricular
changes [18]. This instrument aimed at identifying the generalist teachers’ position about
their knowledge, belief, thought, behavior, and emotions about curricular changes [50,55]. It
included four dimensions and a four-degree agreement scale [51,55] to identify the partici-
pant position (negative or positive) for each dimension of the constructs of interest, which
were explained in the background to the study section. The first dimension, opinions, tapped
into their thoughts about curricular changes using seven items. The second section, beliefs,
focused on what generalist teachers believed about the language curricular changes using
five items. The third dimension, pedagogical practices, elicited information about behaviors
that align with the language curriculum through nine items. The fourth dimension, emotion,
included seven items about what teachers feel about the ELT curricular changes. All items re-
lied on the methodological criteria for the use of ordinal variables and differential gradients
of opinion [56-58]. Hence, a 4-degree agreement scale was implemented [56,58]. Each of the
scale’s options was assigned a numerical value: strongly agree = 4 points, agree = 3 points,
disagree = 2 points, and strongly disagree = 1 point [24,58]. The instrument did not include
a neutral point [58] to avoid confusing participants [56,58,59]. The absence of a neutral point
pushed the respondents to indicate a positive or negative judgement [24,54] about the ELT
curricular changes.

The third quantitative instrument identified the position of participants in regard
to the two dimensions of the appropriation of curricular guidelines through items using
ordinal scales [59]. Through the items, the occurrence of the recommended teaching prac-
tice and an evaluation of learning were verified. All items of the appropriation Likert
scale questionnaire were based on the literature of appropriation included in the back-
ground to the study section. This Likert scale appropriation questionnaire, considered
two dimensions—teaching practice using 18 items and the evaluation of learning—using
16 items. These dimensions were conceptualized and operationalized using the definitions
presented in the literature review. This instrument registered the frequencies of factual
information related to both dimensions through a differential gradient scale of frequency.
Each gradient was assigned a numerical value: very often = 4 points, often = 3 points,
rarely = 2 points, and never = 1 point [50,50-60]. Based on this characteristic, the instrument
was treated with an additive property [24,59].
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3.6. Qualitative Instrument

For the qualitative phase, a semi-structured interview [61] was designed to expand the
participants” answers obtained through the perception and appropriation Likert question-
naires. In turn, a trustworthiness verification process was considered using the epistemo-
logical principles of qualitative research [52]. The interview included a series of open-ended
questions for each dimension of the Likert scale questionnaires. For the exploration of
perception, the interview considered three questions for the dimension of opinions. For
the dimension of beliefs, four questions were prepared. Regarding the dimension of ped-
agogical practices, three questions were considered. Then, for the emotion dimension,
two questions were asked. Likewise, to follow up on the participants” answers in the
appropriation questionnaire, the interview included six questions for the teaching practice
dimension. Finally, for the evaluation of the learning dimension, three questions were
asked. During the interviews, in addition to the pre-set group of prompts, personalized
questions were asked. These questions allowed for a deeper exploration of the constructs
of interest for each participant. Upon completion of the interview, the researchers thanked
the participants for their contribution to the present study.

3.7. Quantitative Instruments’ Validity and Reliability Procedures

For the quantitative instruments, content, construct, and ecological validity were
considered [50,55]. As for reliability, the stability and internal consistency of the Likert
scale questionnaires were independently tested for each dimension.

3.7.1. Validity Procedures

The survey was subject to ecological validity only. To this end, the survey was
administered to a group of generalist teachers who had knowledge about the language
curricular changes. These participants commented on the appropriateness of the questions
and suggested changes that were incorporated in the final version of the survey.

In the Likert scale questionnaires of perception and appropriation, content and con-
struct validity were checked [24]. For content validity [50], the items of each dimension
were created considering the literature reviewed. Following this procedure, four groups of
items were developed for the perception questionnaire and two groups of items for the ap-
propriation questionnaire. Then, with the use of expert judgement procedures, each group
of items was analyzed by a group of researchers in the field of second language teaching.
These judges were provided with the definitions of the two constructs and their dimen-
sions. Then, they made comments on the congruence between the items and the scale, the
congruence among the items, and the pertinence of the items within each dimension. With
this procedure, the unidimensionality of the items in all dimensions was verified [51,52].
Likewise, ecological validity was checked using a subsample of eight generalist teachers
who assessed the relevance of the items.

During the design of a Likert scale questionnaire, construct validity is fundamental
because it allows the researchers to identify the dimensions of the construct under obser-
vation. When the items are not created with a set of dimensions of a construct in mind,
the items are subject to exploratory factor analyses. These analyses group the items into
factors that can be interpreted by the researchers [51]. However, when the researchers have
a clear and warranted theoretical basis for each of the dimensions of interest, construct
validity can be verified using other procedures. First, the groups of items are subject to
content validity. Once the judges validate the conceptual interdependence of the items and
their adherence to the dimensions of the construct, the correlation coefficient between the
group of items is verified through Cronbach alpha analyses [51]. These analyses are run
separately for each of the group of items. Then, the relationship between the dimensions
of the construct is checked through convergent validity [50]. In order to test convergent
validity, correlation analyses are performed between the dimensions of the construct. In
the current study, since the items for each dimension were created independently, construct
validity was not verified through exploratory factor analyses. Instead, it was verified
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through content validity, Cronbach alpha analyses for each group of items, and correlation
analyses between the dimensions of each construct (see [62], for the use of these procedures
for the verification of construct validity).

3.7.2. Reliability Procedures

To check reliability, two parallel forms [12] of the perception and appropriation ques-
tionnaires were simultaneously administered to two independent groups of generalist
teachers. Both forms included the same items, but in reverse order. Then, the statistical
software SPSS v.25 was used to run Mann—-Whitney tests to identify differences between
the results that were obtained from the test forms, item by item. The differences were
analyzed using an alpha of 0.05. A p greater than 0.05 assured that both versions collected
similar data [51].

The stability and internal consistency of the Likert scale questionnaires were indepen-
dently tested for each dimension. To this end, a Cronbach’s alpha greater than 0.80 would
confirm the internal consistency of each dimension. Then, the corrected correlation coeffi-
cient of each item was checked. Only items with a coefficient greater than 0.3 were retained.
Finally, the interdependence between the questionnaire dimensions was explored using
a Spearman correlation test with an alpha of 0.05 [51]. Then, the correlation strength was
identified [63] as weak (0.20 < 75 < 0.39), moderate (0.40 < rs < 0.59), or strong ( s > 0.60).

3.7.3. Validity and Reliability Results: Perception Questionnaire

For the perception questionnaire, the Mann-Whitney analyses showed that the an-
swers to the items of the dimensions of opinion and beliefs were similar across the ques-
tionnaire versions, as all items obtained a p > 0.05. Therefore, all items in dimensions 1 and
2 were retained for the analysis.

For dimension 3, pedagogical practice, item 1 yielded a significant difference between
questionnaire versions. This implied that this item would elicit different answers depending
on the version; therefore, it was excluded from future analyses. For dimension 4, emotion,
a significant difference between test versions was obtained for items 4, 5, and 7; thus, they
were excluded.

The internal consistency analyses yielded a favorable Cronbach’s alpha value for
dimensions 1 (x = 0.926), 2 ( = 0.806), and 3 («x = 0.747). Moreover, the correlation
coefficient analyses yielded a value higher than 0.3 for the items that were retained for
dimensions 1, 2, and 3. Nonetheless, dimension 4, emotions, yielded an internal consistency
alpha value of 0.696; therefore, this dimension was excluded from future analyses. Table 3
summarizes the validity and reliability results, presenting the dimensions and number of
items of the perception questionnaire that were retained for this study.

Table 3. Items retained for the perception questionnaire after the validity and reliability tests.

— Initial Number Internal Correlation Final Number
Dimension Consistency Coefficient
of Items of Items
o= p-Value

Opinions 7 0.926, >0.3 7
Beliefs 5 0.806, >0.3 5
Pedagogical practices 9 0.747 >0.3 8
Emotions 7 0.696 <0 0

In order to test convergent validity, correlation analyses were run on the dimensions
of the perception questionnaire using the Spearman test, as the data were not normally
distributed. The correlation between the retained dimensions of the perception question-
naire yielded a weak but significant positive correlation between dimension 1, opinion,
and dimension 2, beliefs (p = 0.014; rs = 0.165), and between dimension 2, beliefs, and
dimension 3, pedagogical practice (p < 0.001; rs = 0.255). Nonetheless, the Spearman test
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showed a lack of significant correlation between dimension 1, opinion, and pedagogical
practice (p = 0.298).

3.7.4. Validity and Reliability Results: Appropriation Questionnaire

Regarding the appropriation questionnaire, the Mann—-Whitney analyses of dimen-
sion 1, teaching practices, indicated that items 1, 6, and 9 elicited different answer patterns
between versions. Therefore, these items were excluded from future analyses. In dimen-
sion 2, evaluation, the nonparametric analysis results showed that all items had a p-value
higher than 0.05. Consequently, all items were retained.

During the reliability analyses, the internal consistency of dimension 1, teaching
practices, achieved a Cronbach’s alpha value of « = 0.904, and dimension 2, evaluation,
achieved a Cronbach’s alpha value of « = 0.907. Moreover, the coefficient correlation
analysis of all the items for dimensions 1 and yielded a value higher than 0.3. In light of
these results, all items were retained for future analyses. Table 4 summarizes the validity
and reliability results, presenting the dimensions and number of items that were retained
for the study.

Table 4. Items retained for the appropriation questionnaire after the validity and reliability tests.

Dimension Initial Internal Correlation Final Number of Items
Number Consistency Coefficient (after Validity and
of Items o= p-Values Reliability Procedures)

Teaching practices 18 0.904 >0.3 15

Evaluation of learning 16 0.907 >0.3 16

3.8. Qualitative Instrument Validation Procedures

Regarding the validity and reliability of the qualitative instrument, the interviews
were transcribed using word processing software. Moreover, the transcripts were verified
to assure the verbatim transcription of 14 interviews. Then, all transcripts were entered
into Atlas.ti version 8.4.5. A cross-case thematic analysis [61] was implemented with the
14 informants’ transcripts to identify emerging themes [52]. First, common themes were
identified using two analysis cycles [61]. The first cycle focused on the identification of
themes connected to the research questions. The second cycle focused on reorganizing
and reducing categories and subcategories. This process analyzed excerpts about the
perceptions of curricular changes and the appropriation of new ELT pedagogical practices.

4. Results
4.1. Quantitative Results: Perception Questionnaire

In order to identify the type of perceptions that teachers hold about the curricular
reforms, frequency analyses were run on the items in each of the three remaining dimen-
sions of the questionnaire. In these analyses, every item was treated independently to
identify positive or negative perceptions of participants. Table 5 shows the distribution of
participants across the possible Likert scale choices.

For dimension 1, opinions on the new curriculum, the teachers tended to take a
negative position. For example, in item 1, the majority of the generalist teachers indicated
that the pedagogical principles in the 2017 educational curriculum for English language
teaching did not favor learning effectively in secondary education. Further, in item 2, a
high number of teachers considered that the suggested strategies for teaching the English
language in the 2017 educational model were not suitable for students in telesecondary
schools. In item 4, more than a half of the participants agreed that the suggested strategies
for teaching English in the 2017 educational curriculum could not be easily adapted by
teachers in telesecondary schools. In item 5, the majority of the participants indicated that
the amount of thematic content in English hardly allowed generalist teachers to properly
cover the curricular content with their groups. However, in item 7, a large number of
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participants considered that the teaching strategies they used help them to teach English as
required by the 2017 educational model (see Table 5).

Table 5. Distribution of answers in dimension 1, opinions about the new educational model, in the
perception questionnaire.

No Strongly
Answer Disagree

Strongly

Dimension 1 Items
Agree

Disagree Agree

(1)  The pedagogical principles in the 2017 educational
model for English language teaching favor learning 12% 10% 37% 39%, 2%,
effectively in secondary education.

(2)  The suggested strategies for teaching the English
language in the 2017 educational model are suitable for

students in telesecondary schools. 15% 20% 46% 19% 2%

(3)  The suggested strategies for teaching English in the 2017
educational model are suitable for teachers in

telesecondary schools. 14% 15% 47% 22% 2%

(4)  The suggested strategies for teaching English in the 2017
educational model can be easily adapted by teachers in

telesecondary schools. 12% 15% 41% 29% 3%

(5)  The amount of thematic content in English allows
telesecondary teachers to develop them properly with

their groups. 12% 11% 50% 25% 2%

(6)  The amount of thematic content in the English courses

allows telesecondary students to achieve a certain

learning competence in this language. 14% 15% 43% 26% 2%

(7)  The teaching strategies that I possess help me to teach
English as required by the 2017 educational model. 14% 8% 33% 40% 5%

In dimension 2, beliefs about teaching English, the majority of generalist teachers
indicated for items 1, 3, 4, and 5 that the parents, colleagues, principals, and leaders in the
educational systems did not influence their beliefs about learning English; nonetheless,
they believed that their students” opinions played a key role in their teaching (see Table 6).

Table 6. Distribution of answers in dimension 2, beliefs about the new educational model, in the
perception questionnaire.

No Strongly
Answer Disagree

Strongly

Dimension 2 Items
Agree

Disagree Agree

(1)  The opinion of students’ parents about learning
English influences my perception of the importance of 29 13% 41% 33% 11%
English for the telesecondary students.

(2) My students’ opinion about learning English
influences my perception of the importance of the

English language for telesecondary students. 1% 8% 30% 48% 13%
(3) My colleagues’ opinions about learning English
influence my perception of the importance of this 19 190 . , o
language for telesecondary students. % 2% 39% 40% 8%
(4) My principal’s opinions about learning English
influence my perception of the importance of this
1% 13% 38% 43% 5%

language for telesecondary students.

(5)  The opinions of the educational stakeholders about
learning English in telesecondary school influence my
perception of the importance of this language for 3% 13% 38% 39% 7%
telesecondary students.

For dimension 3, pedagogical practice, the results in Table 7 show that generalist
teachers’ practices were not influenced by their coworkers or the curricular materials
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(items, 2, 7, and 8). The majority of the teachers tended to positively react to item 3; more
than half of the teachers agreed that the recommended English material for telesecondary
education had a positive influence when they taught English. Further, they considered that
their language proficiency and their students contributed to what they do in the classroom
(items 4 and 5). Moreover, their practices were nurtured by their previous language learning
and experience and their learners” expectations (items 6 and 9).

Table 7. Distribution of answers in dimension 3, pedagogical practice, in the perception questionnaire.

. . No Strongly . Strongly
Dimension 3 Items Answer Disagree Disagree Agree Agree
(1)  The way my telesecondary coworkers teach English . . . . .
influences how I teach English to my students. 2% 10% 56% 28% 4%
(2)  The English books that are recommended for
telesecondary education influence how I
. 2% 9% 32% 48% 9%
teach English.
(3)  The level of English that I possess influences the
activities that I implement with my students. 1% 1% 12% 63% 23%
(4) The English level of my students influences the
activities I implement with them. 1% 3% 13% 55% 28%
(5) The way I learned English influences how I teach
English in telesecondary schools. 2% 3% 16% 60% 19%
(6) My colleagues’ opinions about English language
teaching influence how I teach the language to my o R o o o
students. 1% 9% 51% 34% 5%
(7) My principal’s expectations about teaching English
in telesecondary school influence how I teach o o . o .
English to my students. 1% 14% 49% 33% 3%
(8) My students’ expectations about how to study
English influence how I teach my students
2% 6% 23% 55% 14%

the language.

4.2. Quantitative Results: Appropriation Questionnaire

In order to identify the level of appropriation of curricular changes, frequency analyses
were run on the items in each of the two dimensions of the questionnaire. In these analy-
ses, every item was treated independently to identify positive or negative appropriation
patterns among the participants. Table 8 shows the distribution of participants across the
possible Likert scale choices.

In dimension 1, teaching practice, the responses to most of the items (5, 7, 8, 11, and
12) in Table 8 indicated that the generalist teachers had a high level of appropriation of
teaching practice, as the largest number of participants opted for the high frequency level.
The participants indicated that they often implemented music, sports, movies, games, and
other activities to favor the use of English using their learning experiences. Nonetheless,
items 10, 14, and 18 showed that just less than one half of teachers, from 42% to 49%, rarely
implemented speaking activities and did not consider the teaching of linguistic aspects or
promote the learning of the cultural aspects of English at school events. Nonetheless, as
explained above, items 1, 6, and 9 revealed different answers between versions; therefore,
these items were excluded.
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Table 8. Distribution of answers in dimension 1, teaching practice, in the appropriation questionnaire.

M)

@)

©)
@)
®)

@

®)
©

(10)
(11)
(12)
(13)
(14)

(15)

Dimension 1 Items No Answer Never Rarely Often Very Often
I implement activities for students to communicate in o o . o N
English using their personal experiences. 1% 6% 40% 44% 9%
Iimplement activities for students to communicate in
English based on their interest in music, sports, movies, o o . o N
games, and other activities. 1% 3% 40% 43% 13%
The English activities I implement favor the use of the
language for a social purpose. 2% 3% 28% 55% 12%
In the English class, I provide and explain the instructions
that students need to achieve the development of activities. 1% 1% 8% 64% 26%

I implement communicative activities (e.g., dialogs,

conversations, presentations) in English where students

have to retrieve information from previously 2%, 4%, 28% 52% 14%
learned lessons.

Iimplement activities where I use the English
language orally. 1% 6% 42% 41% 10%

Iimplement activities to show students strategies on how
an English speaker can use the language in

oral communication. 1% 10% 42% 41% 6%
Iimplement activities where I show students different

strategies that promote written communication in English. 2%, 4% 30% 56% 8%
Iimplement activities where differences or similarities

between English and Spanish are discussed with o o o o N
the students. 1% 5% 31% 53% 10%
I implement activities where the communicative functions

of English are discussed with the students. 1% 8% 38% 46% 7%
I implement activities where linguistic aspects of the

English language are discussed with my students. 1% 7% 46% 39% 7%
I select material, printed or multimedia, that promotes the

student’s contact with the English language. 1% 0% 19% 59% 21%
I implement activities to raise awareness about the

importance of the language. 1% 1% 21% 62% 15%
In my activities, I promote an environment of respect for

students to practice English. 1% 1% 12% 58% 28%
I promote the learning of cultural aspects of English in

school events. 1% 13% 49% 31% 6%

In the analysis of the answers to the items in dimension 2, evaluation of learning, all
items showed a high level of appropriation for the evaluation suggested in the curriculum.
The number of participants ranged from 55% to 70% (see Table 9). The results indicated that
the teachers implemented formative evaluation, where they considered different qualitative
and quantitative aspects that provided evidence of their learners” learning progress and
continuous performance. Moreover, they indicated that their evaluation focused on the
communication competencies that they gradually developed during the school year.

These generalist teachers indicated that they often analyzed the congruence of the
evaluation process, evaluation material, and the students’ interaction during English
lessons. Furthermore, the results show that teachers reported evaluating competences
established in the curriculum that they were using. Moreover, they often evaluated their
learners using continuous, permanent, and formative evaluation.



Educ. Sci. 2023,13, 482 16 of 24

Table 9. Distribution of answers in dimension 2, evaluation, in the appropriation questionnaire.

Dimension 2 Items No Answer Never Rarely Often Very Often

1)

®)

)

(6)

@)

I provide information about the degree of progress

for each student in the English class. 0% 4% 24% 55% 17%

I identify the progress of my students in English
proficiency at the end of each period. 0% 1% 10% 68% 21%

I analyze the congruence between the evaluation
activities I implement and the purpose of English

for the grade I teach. 1% 1% 14% 68% 16%

I analyze the congruence between the evaluation
materials I implement and the purpose of English

for the school grade I teach. 1% 1% 13% 70% 15%

I consider the interaction that my students have in
English during the class during evaluation. 1% 1% 20% 64% 14%

I consider the student’s performance during the
development of the L2 activities in the

evaluation English. 0% 1% 8% 67% 24%

I consider the progress made by the students in
the period with respect to their own starting point

in the evaluation. 2% 1% 12% 70% 15%

For English learning evaluations, I consider the
level of achievement that is established for each

school cycle in the grade I teach. 1% 4% 22% 58% 15%

I consider the competences that are established in
each school cycle in the grade I teach to evaluate

Enghsh learning. 1% 4% 21% 63% 11%

I consider the development of communicative
skills in English for each student to evaluate them. 1% 3% 20% 57% 19%

To evaluate English learning, I carry out a
continuous, permanent, and formative evaluation

of each of my students. 1% 0% 9% 57% 33%

To evaluate English learning, I consider evidence
of learning in the products students delivered

to me. 0% 1% 6% 62% 31%

To evaluate the English learning of my students, I
consider qualitative aspects for each one of them. 1% 1% 13% 65% 20%

To evaluate the English learning for my students, I
consider the strengths of each of them. 0% 1% 99, 67% 23%,

To evaluate the English learning of my students, I
consider the weaknesses of each one of them. 1% 3% 14% 60% 22%

To evaluate my students” English learning, I select
instruments that allow me to have clear results

regarding their learning. 0% 1% 11% 64% 24%

4.3. Quantitative Results: Perception and Appropriation Interphase

In order to examine the potential interphase between the two central constructs of the
study, Spearman correlation analyses were run on the global scores that the participants
obtained in both questionnaires. These analyses yielded a significant correlation between
the results of the perception questionnaire and appropriation questionnaire (p = 0.024;
rs = 0.153).

The analysis results indicated that this correlation was positive but weak. In other
words, the analysis results suggested that as the perception of the curriculum among the
participants improved, the appropriation of the recommended curricular guidelines became
more systematic. Based on this statistical result, the alternative hypothesis was retained.
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4.4. Qualitative Results: Interview Data

With the use of Atlas.ti software, during the qualitative analyses, 10 categories and
80 subthemes emerged during the first cycle analysis. During the second cycle, the themes
were condensed into three macro-categories based on the three research questions. Table 10
shows that the condensed themes centered upon the ELT challenges, curricular transition,
and training. Across the macro-categories (themes) and subthemes, the interview data
pointed to different positive and negative factors that underpin the relationship between
perception and appropriation.

Table 10. Themes and subthemes in the second cycle qualitative data analyses.

Answer

Theme Subtheme Definition of Theme .
to Question

Issues that teachers face in the
implementation of the
curricular reforms.

Deficiency.

Implementing the language content of the new
educational model.

Interpretation of the language curriculum.
New educational model’s material.

Teachers’ perception.

Teaching barrier.

Teaching material support.

Teaching strategies.

Using technology.

ELT Challenges

NRNWWFRLWN N W

The transition process from the
previous to the current curriculum.

Adaptation and modification of

language curriculum.

Knowledge of the 2017 curriculum.
Curricular Transition — Lack of personal initiative to implement the

2017 curriculum.

Changes from the old to new curriculums.

Imposition of new curricular reforms.

Resistance to implement the 2017 curriculum.

Being dependent on certain

transitional curriculum.

W WWW = NN

Training Deficiency Development of pedagogical skills 3

On the positive side, the qualitative data revealed that some teachers tended to accept
the curricular reforms. To this end, they adapted and modified the English syllabus through
consensus with peers in their school board. Moreover, they indicated that although a few
teachers avoided their responsibilities for teaching English, they all needed to assume
the responsibility to teach English to their students in rural schools. They considered
that the adaptation of the curriculum would enhance their students” learning, as the next
excerpts illustrate:

Excerpt 1... I think that learning English for telesecondary students is complex. And
yes, it may be, because students come from schools where they have not taken English
lessons. Here in the telesecondary school is the first time they have English lessons. They
come from elementary schools where they never studied English, so we want them to
learn English, that is the reason we modify the programs to help our students. (Addy)

Excerpt2 ... to help our students we made a consensus to adapt and modify the language
curriculum because when we reviewed the English material, we noticed that the contents
were so complicated, I mean very complex ... (Cando)
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Moreover, these generalist teachers assumed that the curricular adaptations helped
their students complete significant learning activities using their own context. Likewise,
teachers selected material with content that helped their students learn; for example, they
reused English books that they used during the implementation of previous curricula.
In addition to the use of elements from the various curricula, teachers considered the
use of tutorials, songs, translators, and games that helped students interact with the
English language. In addition to the adaptations, teachers showed willingness toward
professional development courses in order to implement the new curriculum in their
telesecondary school.

Excerpt 3 I am working with the 2017 curriculum, using strategies of the 2011 syl-
labus. And I am working with English books from 2006 to guide me when teaching
English (Carmen)

Excerpt4 ... the new curriculum is not clear to me. ... but I like to do the best I can for
example I use a Duolingo app, translator and I use apps for pronunciation, so I try to
implement some aspects of the new curriculum. We have sung in English for example the
Beatles” songs (German)

Excerpt5 ... We know that this 2017 plan is good, everything is supposed to be planned
and 1 think the program is good, but we as teachers . .. we need training on the educational
tools the Ministry of Education gives us. Why? In order to improve what we do in the
classroom. . .. they deliver the training courses online at four or five in the afternoon
... and you have to be at home with your computer, paying for your internet, uploading
evidence and talking, taking the class, right? (Wilbert)

Nonetheless, on the negative side, it was observed that teachers had many limitations
when implementing the 2017 curriculum. The transition and challenge of implementing
the 2017 curriculum seemed to bring about issues that were not acknowledged in current
curricular reforms. The following excerpts illustrate some of these issues.

Excerpt 6. I think that the new curriculum is complex to be implemented in my English
lessons, because, on one side I have little knowledge about it. I mean, the language
demands of the 2017 curriculum imply a high level of English proficiency that the
students in our context don’t have; that is why I can’t implement the curriculum at
all (Lizbeth)

The previous excerpt indicates that the students’ language proficiency was a major
challenge. In addition, the teachers also acknowledged that their own proficiency was
a negative factor that needed addressing. They considered that the curricular language
demands did not consider the extent to which the linguistic abilities of the students and the
teachers hindered the learning of English. Moreover, the personal financial implications
of those demands were not accounted for, as teachers needed to defray the expenses of
pedagogical and language training using their own resources.

Excerpt 7. ... we received a yearlong training course from the Ministry of Education,
but it did not focus on English, we are not trained in that aspect. ... I like to learn
English to teach it, so I pay for English training because I am interested in how to teach
English (Grecia)

Nevertheless, teachers considered that the transition of the 2006, 2011, and 2017 models
had had a negative impact on their English pedagogical practices. Moreover, the little
knowledge they had about the 2017 model made them modify the language curriculum or
in some cases reject it.

Extract 8 ... in fact we have not seen, we do not take into account the English subject. I
mean that teaching English is not taken into account, and we did not review the current
plans and programs of study in-depth. Because we were worried about what was coming
with the 2017 reform. Thus, we only took a look at the English language content. We do
nothing, because we were truly more concerned about our assessment (Natalia)
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Extract9 ... I've been ... how will I say? ... negligent in that aspect, I don’t like the
word negligent very much, but I have to accept it ... (German)

Extract 10 ... I would love to do dialogues but I cannot speak or pronounce them, so I
cannot say that I am going to have a dialogue in the English class, so I cannot do what I
want to do ... We are not sure of what we teach in English. That is our problem. You
know, when we teach English, we are afraid of having writing, grammar, or pronunciation
mistakes when we use English in the classroom. That is so alarming for us. But we do not
show that in class. But I have reflected on it, so I have realized that there are teachers who
do know a little but they try it. And also I think that my students don’t know English, so
why should I be afraid of teaching English, right? (Addy)

The excerpts above show that the teachers experienced confusion vis-a-vis the ongoing
language curricular changes. It seems that this negative behavior was embedded in their
low proficiency in English and the low proficiency levels of their students. In light of
these issues, they felt unable to cover the content of the curriculum and implement proper
teaching English strategies. To counteract this reality, they modified and adapted the
curriculum to the best of their knowledge and within their language proficiency.

4.5. Summary of Findings

The quantitative analyses yielded a significant positive correlation between opinions
and appropriation; this suggests that as teachers’ perceptions became more positive, the
level of appropriation increased. Nonetheless, this correlation was weak. The qualitative
findings provide some insights to better understand the weakness of the correlation. For
instance, the interview data indicated that the generalist teachers experienced fear when
teaching their English lesson because of their English proficiency and that of their students.
This proficiency issue made them feel uncomfortable regarding the teaching of the pro-
ductive skills and the provision of corrective feedback. Moreover, while the teachers were
aware of the existence of the 2017 curriculum, they had no training on its content and the
implementation of proper language learning tasks. Therefore, they included elements of
the curricula they already knew and with which they felt more comfortable.

5. Discussion

Regarding research question 11, the quantitative results show that generalist teachers
had a negative opinion about the ELT curricular changes. This finding was corroborated
during the interviews, where they expressed disagreement with the new curriculum. This
dissatisfaction constitutes a well-known challenge for the acceptance of EFL educational
reforms in other international contexts such as Libya [32,40] Taiwan [7], Vietnam [39],
Turkey, and Argentina [38]. It should be noticed, though, that while the opinion of our
participants is not in line with their expectations of the curriculum, their beliefs and
pedagogical practices showed a positive tendency in the quantitative results (for similar
results, see [3,7,17,19,29,32,41]). Nonetheless, in order to adhere to the guidelines, generalist
teachers have to deal with issues such as L2 proficiency, teacher training, and pedagogical
support in the same way as specialized English teachers do in rural areas [12,23].

Our qualitative and quantitative data indicate that the generalist teachers value some
aspects of the curriculum and, thus, modify the content of the curriculum and use different
materials. Teachers’ beliefs about what they should teach is nurtured by their students’
opinions, context, and English proficiency. Previous research has revealed that, due to
border-crossing issues, the generalist teachers in Mexican rural areas make efforts to adapt
the curriculum content in order to help children with immigrant parents or relatives [2].
The curricular adaptations of generalist teachers in Mexico diverge from empirical evidence
in other Latin-American studies where rural teachers showed a passive engagement in
teaching English [23]. Furthermore, rural teachers in other countries were found not to
value the learning of English as much as Mexican rural generalist teachers do. This finding
brings about questions on how the border sharing conditions between Mexico and the
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United States influence the perception of rural teachers on the national EFL curriculum, its
demands, and its curricular guidelines.

In regard to research question 2, two appropriation dimensions were considered:
teaching practices and the evaluation of learning. These dimensions explored how teachers
interpret and adopt the curriculum [22,30]. The quantitative and qualitative results showed
that generalist teachers exhibited a positive trend in teaching practice and evaluation
process. For the appropriation of teaching practices, the questionnaire data show that
the teachers adopted the new curriculum based on their students’ contextual reality. The
interview data allowed us to see that the teachers mixed the teaching strategies recom-
mended across the various curricular reforms. They often did so despite technological,
pedagogical, and linguistic limitations. Nonetheless, two areas of the EFL curriculum that
the teachers did not consider were oral and written production. Due to their low English
proficiency, it was difficult for them to prepare fluent conversations [2], and when they
implemented oral production activities, they were hesitant on the accuracy of the language
they were delivering. Moreover, they felt limited in terms of the amount and type of
feedback they provided.

The quantitative data revealed a high level of appropriation in terms of the evaluation
recommended in the curriculum. During the interview, the teachers explained that, as
recommended in the curriculum, they adhered to formative evaluation. Throughout
the course, they considered the content that learners grasp and their performance in the
activities. While our participants indicated adherence to the type of evaluation stated
in the curriculum, a discrepancy was observed between what should be evaluated and
what is evaluated. The curriculum states that EFL education should focus on the use of
the target language for communicative purposes. Nonetheless, the teachers’ evaluation
activities centered upon word identification, sentence making, verb conjugation, and
sentence ordering. These findings instantiate that the lack of EFL proficiency and formal
teacher education not only hinders the adoption of teaching practices but also affects
the evaluation process, despite the willingness of generalist teachers to comply with
curricular guidelines.

Regarding research question 3, although the quantitative findings confirmed the al-
ternative hypothesis, the qualitative data provided evidence of a positive interaction and
a negative interaction between teachers’ perceptions and the appropriation of curricular
changes, respectively. This, in turn, can explain the weak correlation between the two con-
structs of interest in the study. For example, generalist teachers modify and adapt the
language curriculum based on students’ needs and context. However, this modification is
made using the 2006, 2011, and 2017 curricular content. Moreover, many generalist teachers
develop their classes based on the 2011 curriculum and implement strategies from the 2017
syllabus and books from the 2006 model. This finding shows congruence with Park and
Sung’s (2013) international research. Using interviews, these authors showed that teachers
interpreted the curriculum by selecting certain content and teaching strategies during the
curricular transition [64]. Moreover, Taylor and Marsden (2014) found, using qualitative
and quantitative data, that teachers interpret the curricular changes based on their teaching
experience and beliefs [20].

In regard to negative factors, our evidence shows that generalist teachers received
little information about the 2017 curriculum. This finding is similar to that in other interna-
tional [32,38,40] and national studies [2,24,65-67] that reveal that generalist and language
specialist teachers implement the new curriculum without training. To overcome this
absence of curricular knowledge, some generalist teachers pay for training in ELT and in-
formation and communication technology. Thus, they undertake professional development
for the enactment of the new curricular reforms.

Another aspect that counteracts the interphase between teachers’ perception of the
curricular changes and appropriation of educational practices is the discomfort that teachers
feel about the language teaching demands. The teachers often feel overwhelmed by the
content of the language curriculum [2]. However, this finding is not particular to generalist
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teachers with low proficiency levels of EFL. Some studies indicate that even generalist
teachers who completed English language courses and EFL teacher training also feel
overwhelmed by the EFL curriculum.

Fear is an additional issue in ELT among generalist teachers when they need to
implement curricular changes. This factor could be interpreted, at the emotional level, as
anxiety [28]. Our qualitative findings indicate that generalist teachers do not feel secure
about how and what they teach. In the interview data, the teachers reported that they
are preoccupied about how they handle critical issues, for example, social issues, such as
family violence, economic resources, psychological problems, sexual violence, hunger, and
agricultural responsibilities, that the curriculum does not consider for the organization
of their lessons [2]. These teachers considered that these factors hinder English language
teaching and learning in rural areas but are disregarded in curricular reforms. Other
studies [23] showed similar results among Nicaraguan rural teachers who faced similar
issues. Therefore, these findings confirm that generalist teachers struggle to implement
their English classes at the emotional level. In turn, all of these eventualities keep generalist
teachers in a state of emotional instability [17].

Our study provides some valuable information about the constructs of interest. For in-
stance, our empirical evidence shows that the construct of perception is built upon different
dimensions, opinions, beliefs, and pedagogical practices. Nonetheless, our findings indicate
that the dimension of emotions showed a lack of stability due to a fluctuation process. Thus,
while we were able to identify teacher disagreement in regard to the language curriculum,
questions arise about how teachers feel teaching an aspect of the curriculum they are not
ready for. Moreover, an interesting aspect of our study was that the statistical results
revealed a positive correlation between perception and appropriation. Nonetheless, this
correlation was weak. The qualitative evidence provided some information to have an ini-
tial idea of the factors that hinder the correlation between the two constructs. Nevertheless,
we considered that a longitudinal observational classroom study might provide further
information on the level of appropriation and the implementation of the curricular changes.
While this type of study is desirable and valuable, researchers might encounter that only a
few teachers are willing to participate in longitudinal studies due to time constraints and a
fear of observation [2].

Finally, the three research questions were answered, but some methodological modi-
fications could have helped us collect more informative data. For example, probabilistic
sampling was not possible due to the geographical location of the rural schools. While
the quantitative and qualitative validity procedures instantiate the internal validity of
the results, the use of probabilistic sampling would be better for future research, as it
could enhance the representativeness and generalizability of our findings. Finally, we
consider that our qualitative instrument was not sensitive enough to facilitate a deeper
exploration of the participants’ reality. Hence, other criteria should have been considered
during the organization of the interview questions in order to increase the trustworthiness
of the qualitative findings. Although the open-ended nature of the interview questions
allowed us to go deeper into the answers of the participants, the use of personalized inter-
views could have elicited individual data to better understand how each participant deals
with EFL education and the implementation of the new curriculum vis-a-vis the reality of
their students.

6. Conclusions

Language curricular changes bring about substantial challenges for English language
teaching in public education. When these changes are enforced in rural areas, generalist
teachers face major challenges [2]. Nonetheless, their challenges have been particularly
underestimated. Our quantitative and qualitative data showed that this kind of teacher
population believes that adopting curricular content and teaching strategies could help
their students learn English. Moreover, rural generalist teachers are convinced that English
is essential for their students. Thus, they are willing to invest in their teaching practice and
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language competencies. These findings contrast with those from specialist English teachers
who consider that public EFL education is of little value to their students [65-67]. In turn,
the generalist teachers make extra effort to comply with EFL curricular demands, and their
efforts need to be considered by stakeholders and policymakers. Due to their willingness to
enhance the ELT process, generalist teachers could be included in mentoring projects that
help them develop their ELT practice. Moreover, they could be part of collaborative projects
with specialized EFL teachers. Based on the evidence from this study and other studies
conducted with generalist teachers who are obligated to teach English in rural schools,
policy planners should pay attention to these teachers and be willing to engage in bottom-
up curricular development processes. Generalist teachers have proven to be knowledgeable
about the challenges of the ELT curricular reforms. However, above all, they have provided
ample evidence of commitment and engagement with the teaching of a discipline that is
far beyond their own professionalization and training. Thereafter, their voice should be
heard during the organization of curricular reforms and the conceptualization of the public
education ELT curriculum.
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